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ABSTRACT

In South Africabasic education iaright for all children (Constitution of the Republic of

South Africa, 1996) and mainstream education for leamighsso called milddisabilities

such as High Functioni ng (HRA/tAS)s available Asper ger 6
according to government paji¢White Paper 6South African Department of Education,
2001b).The aim wago explore barriers to admission to mainstream primary school

education for learners with HFAAS. A mixed methods researdesignwith two phases was
used Twenty-eightgovernmenprimary schoolsn two circuits ofa KZN schooldistrict

completed a questionnajriéve parentsof children with HFA / AStook part in a focus group
discussiorandan autoethnographic essesaswritten bythe researar. The datawere

analysed with descriptive statistics and thematic analgsime schools and the majority of
parents wer e un adueatioral rights. @dinghe implememation sfé6 e
policy exist, which contributeslignificantlyto the barriers to admissidor learners with

HFA / AS.Main barriers were lack of knowledgad migonceptiongabout HFA / AS

amongst school staff,d& of training for school staff, lack of government funditagk of

unity between parents and teachsrsoolsandnegativeattitudes towards inclusion of

learners with HFA / ASSuggested ways aivercoming the barriers to admissiocluded

small classes, classsistants diacilitators improved unity and communication between
parents and teachesadgreater government spprt. With solutions addressed in the future,
learners with HFA / AS can access suitable education in order to become contributing adults

to society (Attwood, 2007).

Key words: HFA /AS; mainstream education; barriers; education policy



Glossary oterms and abbreviations

ASD- Autism Spectrum Disorder

A s p e r gyedrotes Ore of thefive conditions on the Autisnpgctrumlisted in the

Diagnostic and Statistical Manual Fourthtemh-text revision (DSMIV -TR, American

Psychiatric Association, APAR000. Oneof the eight conditions listed in theternational
Statistical Clasification of Diseaseand Related Hetl Problems, 10th RevisiqiiCD-10,

World Health OrganisationVHO, 2013. Children with thediagnosio f Asper ger 6 s
Syndromeare considexd high functioning. The diagnosis is defineithout language delay,

average or above cognitive and age appropriate self help skills.

Autism spectrum-Theinformal term given to includBve pervasive developmental
di sorder s, namel wndrorAeRteit Bisdrder, AChildhead @isimtegrativeS
Disorder and Pervasive Developmental Disordat otherwise specified [PDDIOS]

(Wetherby & Prizant, 2000; Exkorn, 2005; Volkn&Klin 2005).

Autism Spectrum Disorder- The term given for general referral the five pervasive
developmental disorders, namelyut i s m, As perRetgddamderSGhiddoodo me ,
Disintegrative Disorder and Pervasive Developmental DisoMi&rotherwise specified
[PDD-NOS] without pecifying any one in particular, witieferenced The DSMIV (APA,

2000 andCD-10, 2012).It refers to individuals who have impairment in social interaction,
communication skills and vehdisplay stereotyped behaviour (Wetherby & Prizant, 2000;

Wing, 2006).Autism Spectrum Disorder as definegtheDSM-5 (APA 2013) is a

standalone diagnosis.



Classic Autism The term given t@ersons on the Autisnpsectrum who are severely
affected by the conditigras defined by Kanner (1943)ersons who have poor language

skills, poor independence skililspor social abilities and strong behavioural difficulties.

Facilitator - A person who works in a mainstream classroom to aamsistdividual learner

with special needs.

HFA / AS- High functioning Autism / Asperger's Syndrontiee general term given to
children on the Autism spectrum with strong language, average cognitive and self help skills.
This caninclude:PDD-NOS, Auti sm and AMcAfee, 20@2MWhHitky, Sy ndr o mi

Travers &Harnik, 2009)

Inclusion- a child with a disability being educatatbngside hig her neurotypical peers in a
school historically reserved for neurotypichildren.The responsibility to learn rests on the
teacher and the school system to adjust the curriculum to ensure learning takes place for the

learner with a disabiy

KZN - KwaZulu-Natal. One of the ninprovincesin South Africa and the province which

this study takes place

LSEN- learners with special education needs

Mainstreaming- a child with a disability being educated alongside thisr neurotypical
peersn a schoohistorically reservedor neurotypicakhildren but having to fit in with the
curriculum. Theresponsibility to learn is upon the child with the disability and his / her

ability to keep up academically in the school system

Mainstream schoot A school intended for children without asignificantdisability (South

African Department of Education, 2001LandsbergKruger & Nel, 2005).

Vi



NT- Neurotypical A child with age appropriate functioning levels, cognitively, emotionally,

socially etc. i.ea typically developing child

PDD-NOS- Pervasive Developmental Disoreldot otherwise Specified. This is one of the
five conditions on the Autisrgpectrum. Persons with this diagnosis have impairments in
social interaction, communication skills and stéyped behaviour is displayeHiowever,
criteria for a specific pervasive developmental disorder are not met. Dependiagv the

person presents, he / stmuld be regrded as high functioning

Special needs schools school which accommodates learnerthwisabilities

vii
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ATeachers need to help autistic childr
much emphasis on deficits and not enou

Temple Grandir{1995 p. 105). Adult with Autism
t a k e n THinkimymmpidiures my lifewt h  Aut i s

CHAPTER ONE: INTRODUCTIONTO HIGH
FUNCTI ONI NG AUTI SM AND ASPERGER

1.1 Introduction

This chaptediscusses the motivation for the stuahdthe educationaproblem of barriers to
access to mainstream primary schooling to children who Hayre Functoning Autism and
As per ger 6 &HFS/HAR).ditrradens éothe lack ofeducationakervices for children
with HFA / AS in South Africa in general as well as makes mention of the limited
educationakervices for childremwith HFA / AS in KwaZuluNatal (KZN), the province in
which the study took plac&hehistory and background to the conditiareoutlined
includingthe characteristics of Autism Spectrum Disord&SD) in generalnd a
discussion ofhe terms HFA and 3is given Thecharacteristics of HFA / ASrepresented
as well ashie age of diagnosis fahildren with ASD and HFA / AS. Lastly briefoutline of

the chapters ithis study igprovided.

1.2 Motivation

HFA / AS is part othe upper end of th&utism spectrum with those affected by it having
averageor above averageognitiveskills (Schopler & Mesibov, 1992; Whitby & Mancil,

2009)and thereforarepotentiallyable to learnn amainstreanctlassroom (Exkorn, 2005).



Unfortunately accessing mainstream education for learners with HFA / AS is limited, which

is the focus of this study.

Autism SpectrunDisorderg/ASD), which includes HFA / A@recurrently known as the
fastesigrowing disability(Whitby, Travers & Harnik2009 Autism Society, 2011 It is
estimated that one 88 childrenworldwide haveASD andthatalmost one ir54 boys are
affected by the conditio(Centre for Disease Control, 2G)2The prevalene of Autism is
increasing with one in30 children withAutism being reported by the Centre for Disease
Controlin 2002 one in125children in 2004,and one i 10children with Autismreported

in 2006(Centre for Disease Control, 2d92In South Africa these figures are adopted in the
light of Autism being no respecter of cultures, social groups or financial standing (J. Stacey,
personal communication, 1 April 2092Autism Spectrum Disorders currently hav&148%
growth rate (Autism 8ciety, 2A.1),and calculated on a carvative rate of ona 100

people beingffected worldwide by the conditiof% of the populatiorthat is70 million
peopleare directly impacted arftindreds of million®f family members and friendse
indirectlyimpacted This necessitates the provisiofincreased educationtcilities for

children who have the conditipwho make up part of the 70 million

According to Auism South Africa (2011¢very houra child is borrnn South Africawho will

develop Autismyet only0.1% ofthese children are able to access appropriate education.
Action in Autism(n.d.)i n t heir brochure fAAction in Autis
suggest there are as mas/70000 people living wittAutismin KwaZulu-Natal while

news reports state there are as many @&9)0@eople with Autism in KZNSouth Arican

Broadcasting Corporatig2012). Among these00®@ will bepeopler e gar ded as A Hi ¢

Fu n c t i .dnmarticgad there will beldldren who are Hilg Functioningwho neither fit

1 Jill Stacey was the national director of Autism South Africa in 2012



into aschool for Learners withggcial Education deds(LSEN) such agor cognitive
impairmentnorwho are readily accepted int@ainstream classro@rlrheaccess to
education fothesechildren forns the basis for this stud¥ducation is a basic right for all
South Africans Constitution of the Republic of South AfricE996. Educationis not an end

in itself but a means to equip persons to become contributing members of society.

As abehavioural herapist, the researcheworks with diildren on the Autism spectrum the
selected circuit®f the Umlazi schodtlistrict. Sheregularly encounterthe stress thaiarents
of these children face in trying to find a school which will aceeyt educatéheir children.
In addition she is parent of a child withlFA / AS and facs this challenge hself. In the

light of thesepersonal experiences and seriedsicationatoncernghis studyarose

1.3 History of Autism SpectrunDisorders

Leo Kannerapsychiatrist and physician as wellldans Aspergema paediatriciarused the

temA Aut desmong the 19406s to describe patient s
symptomsknown asAutism today (Schopler & Mesibov, 1988olkmar & Klin, 2005

Wing,2006). The name derives from the Greek AAutoo
affected presented as self absorbed and detached from those around them (Dogdd, 2005

Exkorn, 2005Volkmar & Klin, 2005). Kanner and Aspergersed theterm Aut i s mo
independently from one anottem d unawar e of (SehepehMesitoh& r 6 s wor
Kunce, 1998Volkmar & Klin, 2005). Kannerconcentrate@n children who were severely

affected by the conditigrknown as Classic Autisnwhile Aspergerfocusedon children with

greater capabilitiesuch as strong language abilities and average or aboagavegnitive

skills (Exkorn, 2005)The termiA s p e r g e r 0 GwasSatenuskd io neference tdans

Aspergerand his worl{Schopleret al, 1998)and was adopteaf clinical use in981

(Attwood, 2007).Kanner classified Autism as a neurological condition but the cause of the



condition was not established (Kanner, 1948 search for the cause continues today with
research unable to give a single definite sotocéutism Spectrum DisorderS¢hopleret
al., 1998;Autism Society, 2013apuggestions for causation include hereditary facods

neuobiological aspects (Schopleral, 1998 Dodd, 200%.

1.4 Background to Autism Spectrum Disorders

As the namendicatesAutism Spectrum Disorde(ASD) arecomplex angresenin many
forms.A common phase in the Autism community is thatyou have met one child with
Autism, you have met ONLY one child with Autisifhis statement reflects the uniqueness
of theconditionas ro two chldren diagnosed with an Autism Spectruns@derpresent in
exactlythesameway The chil dbés personality, soci al a
ability and intervention given will determine how each child functions (Jo2G0T1,

McAfee, 2002). There is aangebetween people with ASId mental capacity from severe
cognitive impairmento savan{Exkorn, 2005) Jordan (200X 2008) notes that although
cognitive impairmentanbe present for persons wilED, thereare alsadhosewith ASD

who have superior intelligenc@/ing (2006 adds thasome imividuals on the Autism
spectrum can go on to living independgrand contributing to society in terms of
empbyment The talents and abilities of those with HFA$ need to bembraced as

society is well able to benefit from what these individuals are able to offer (Attwood, 2007)
especially if their talents are developed by means of appropriate sché@ingus examples

of individuals with Autism in modern Society dbaniel Tammet(2006) who is an athor

and linguistand Temple Grandifl995)who is auniversity professoand designer of

facilities for the humane slaughter of livestock

Therange of abilitiesn languagecognitive skills and saal skills persons with AS[2an

lead to confusion about the disorder and consequéahadn dealing with thosen the



spectrunmbeinginappropriateespecially when it comes &mcessinguitableeducationThe
wide range irabilities across the disordean leado uncertainty aso the best school
placement and subsequent treatment for the shitdASD, including HFA / ASJordan &
Jones, 1999). Thacorrect schooplacementan be seeas a pitfallwhen attemptingo
allocateappropriate support strategies and interventions for learners with(lf&8idsberg,
Kruger& Nel, 2005) Contributing to theonfusion is that presentation of an individual with
ASD can change over time, especially in the presence of early interventisoitaie
education $chopleret al, 1998;Jordan 2001; Volkmar & Klin, 2005).The measure of
intelligence is generally acceptad a score achievediimtelligence quotientests such as the
StanfordBinet and Wechsler test§hese tests howeveare tsigned to determine
intelligence for persons with standard language abilities and experiences, which children with
ASD typically do not haveThese tests can therefore be umtdk for persons on the Autism
spectrum (Turkington & Anan, 2007Jhere is @bate around this topihowever, andordan
(2001)mentions that if a professional is skilled in working with children with AB®

administering of intelligenctests are reliale indicators.

1.5 Diagnosis of Autism Spectrum Disorders

Before considering theptions for education for individuals with ASD, a basic outline of the
condition is necessanputism Spectrum Disorders cannot be identified through medical
procedures otests (e.g. blootests, rather they are identified by the presence or absence of
specific developmental milestoneskills and behaviouréDodd, 200%Exkorn, 2005;
Landsberget al, 2005).Diagnosis is made based on criteria outlined from one of two

sources. Firstly hte Diagnostic and Statistical Manual Fdueditiontext revision DSM-1V -



TR) (American Psychiatric AssociatiodPA, 2000),? which identifies five onditionsunder

the category Pervasive Developmeméorders

1 299.00 Autistic Disorder [Autism]

1 299.80A s p er Diwordér B s p e r Symdrodgs

1 299.80Rettts Disorder

1 299.10Childhood Disintegrative Disorder

1 299.80Pervasive Developmental Disordétot otherwise sgcified [PDD

NOS]

Secondly, he International Statistical Classification of Diseases and Related Health
Problems, 10th RevisioiCD-10) published by the Wadl Health Organisation (WHO)

(2012 lists eight conditions under thetegory Pervasive &velopmentaDisorders

1 F84.0ChildhoodAutism

1 F84.1Atypical Autism

1 F84.2Rett's §yndrome

1 F84.30ther Childhood Disintegrativeifbrder

1 F84.4 Overactive disordesissociated with mental retardation and stereotyped
movements

1 F84.5Asperger's Syndrome

1 F84.8 Other Pervasive DevelopmentalkbDrders

1 F84.9Pervasive Developmentaligorder,Unspecified

2 This project was conceptualised and conducted with focus on children with HFA / AS while the DSM IV was
still operational. Thus the DSM 1V is applidttoughout the study.



Although there ivariancebetween what eadource classifies as Rasive Developmental
Disordersthere are more similarities than differences within the listed conditions between
the two sourcedBoth structuresare recognisetbr providing understanding of tlgoals for
diagnosticcategorisation\{olkmar & Klin 2005 Jordan, 2008)Each of these sources details

specific criteria for the conditions.

ThetermAutism Spectrum Disordeandthe termPervasive Developmental Disord@DD)

are used interchangeably to describe a broad continuum of neurodevelopmental conditions
(Wetherby & Prizant, 20Q@Exkorn, 2005)VolkmarandKlin (2005 say that whileAutism
Spectrum Disorder ia commonly used ternt is notan official diagnost term ands

generally recognised as an interchangeable termtigtkermPervasive Develapental
Disorder.Thiswould apply to both to thBSM-IV (APA, 2000) and TheCD-10 (WHO,

2012.

TheDSM-5was released in 20X3PA, 2013)and the terms Autistic Disorder [Autism]
Asperger 6s Di sor d e rPeryagive Pevelogreenté Bisosigtat d r o me |
otherwise specified [PDIDIOS were replaced witthe termAutism Sgectrum Disorder
(299.00)0Per sons previously diagnosed thedidgtosisAs per g
Autism Spectrum DisordeThis study focusson children of school going age between 4.5

years and 12 years (South African Department of Education, padadall participants were
diagnosed under the DSN (APA, 2000) or thdCD-10 (WHO, 2013, hencehe use of

these two manuals this research studyrhe eight conditions listed above under Pervasive
Developmental Disorders in th€D-10 (WHO, 2013, including Asperge 6 s Sy ndr o me
remain unchangedespite the changes in terms used irOB&1-5 (APA, 2013)As per ger 0's
Syndrome and Aism are therefore still activdiagnoses accordirtg thelCD-10 (WHO,

2012.



1.6 Characteristicef Autism SpectrumDisorders

In the DSMIV (APA, 2000) for Autistic Disorder, and PBNOS, criteria needed for

diagnosis include social impairmentemmunication impairments and repetitive and

stereotyped patterns of behaviour (other criteria distinguish the conditions from each other).
Criteria for Aspergerds Syndrome include soc
communication difficuiies but not delayed language milestobescognitive impairments

are not present (APA, 2000).

Characteristics oASD have a broader range of markers than the diagnostic criteria, some of
these are mentioned in this section.egkgon with ASDdoesnot present witlany external
physical markerbutis rather identified bpbservedehavioursand the presence or absence
of certaindevelopmental milestonesd skills especially in early childhoo@odd, 2005;
Exkorn, 2005, andsberget al, 2005). Dodd (2005) reports howorna Wing coined the term
fiTriad of Impairmentsa phras used to describe the three areaseditit persons on the
Autism ectrum presnt withat any age, including primary school yeaksng liststhetriad

of impairmentsas being: impairmenia social interactionsocialcommunication

impairments and impairments in sodialgination(Wing, 2006. The communication
impairments within thériad of impairmentgarenot onlylimitationsin verbal commauication
but alsdimitations ininteraction,understanding ofahguage and neverbal languagelhe
social impairments includgiffi culties in relating to othgreopleandthe imaginative
impairmentdncluderestricted and repetitive behaviours, limitecenetsts difficulty with
abstract thinking as well as atypigady skills(such as spinning wheels of a toy car rather
than pushing the car or playing an imaginary game with theagdthe need for sameness
(Wing, 2006. The description of theiad of impairmentss the core of the clinical features

of theconditions forming the Autismpgctrum(Roy, Roy &Clarke, 2006).



Communicationmpairmentsare stillpreent i n per sons with Asperge

(Attwood, 2007)ut thecommunication difficulties can be masked by strong language skills,
for example, correct grammar (Wirg006 and above average vocabulary (Attwood)20
Thus theiad of impairments also applieso A s p e r g e r Thhesconfection betwene .

Aspergegp s Syndrome and High Functioning Autism

Weak auditory processing abilities for persons with ASD may also be present. This can affect
memory as the person will still be processing auditory information while new infornigtion
being given, causing confusion and difficulty remembering information (Fein & Dunn, 2007).
Persons with Autism may also preseiith sensory difficulties, such &gcomingover
stimulatedwith sensory input or sensory seeking with low responsesory input Dunn,
Smith-Myles & Orr, 2002;Autism Speaks, 2012). These sensory irregularities although
commal in many peoplen the Autism pectrum, do not form part of the diagnosis of an

Autism Spectrum Disordexccadingto the DSM IV(APA, 200Q Dunnet al, 2002).

Sensory issues are however included in the diagnosis for Autism Spectrum Disorder

according to the DSNs (APA, 2013).

Symptoms of ASpresent in the first few years of life (Exkorn, 2005) mmaty not always be
obvious in infancy (Autism Society, 2013bkg\&ral indicators can be noted from as early as
12 months, shouldectain milestones not be reached by the child, for example not babbling or
cooing or gesturing (such as waving)dyear old. Usually, distinguishing features are
recognisable from 24 mdmgto six yearof age (Autism Society, 20133 aial deficits and
communication deficits become more obvious as a child matures into the school aged years

Signs of ASD can includeut are not limited to:

Social impairments:

1 Not responding to their namdy 12monthg


http://ajot.aotapress.net/search?author1=Winnie+Dunn&sortspec=date&submit=Submit
http://ajot.aotapress.net/search?author1=Brenda+Smith+Myles&sortspec=date&submit=Submit
http://ajot.aotapress.net/search?author1=Brenda+Smith+Myles&sortspec=date&submit=Submit
http://ajot.aotapress.net/search?author1=Stephany+Orr&sortspec=date&submit=Submit
http://ajot.aotapress.net/search?author1=Winnie+Dunn&sortspec=date&submit=Submit

1 Not pointing at objects to show interestto share interest, known as join
attention(for example pointing at an airplane flying over) by 14 maonths

1 Avoiding eye contaét

1 Wanting to be alorte

1 Trouble understanding other peopleslings

1 Little interest inpeer socialisation

1 Indifference to peopte

Communication impairments:

1 Having trouble talking about their own feelirigs

1 Having delayed language skiils

1 Repeating words or phrases over and over (echdlalia)
1 Giving unrelated ansers to questiorfs

1 No babbling by age ore

1 No singlewords by 16 months+

1 No two word sentencdsy 24 months

1 Language loss experiencedaaty time+

Repetitive and stereotypical behaviours:

1 Not playing "pretend" games (pretending to feed a doll) by 18 mnths

1 Getting upset by minor changes

1 Having obsessive interests

1 Having unusual reactions to the way things sound, smell, taste, look, or feel
1 Typically a short span of attention, unless for special inter¢stss

characteristic not exclusive to ASD).
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1 Repetitive body movemenfsuch as hand flapping , spinning or rocRinig

1 Intense tantrums

1 Fixations on or obsessions with a single object or parts of an object, such as
observing wheels spir

1 Difficulty with changes in routines or schedules displayeghinsually strong
resistance

1 Sensory issues such as over or under sensitivity to sensory input for example,
certain smells, sounds, sightastes +

(+Dodd, 2005; €enter for DiseageControl, 2010).

Persons with Kjh Functioning Autisntan present with the above featuteswever those
wi t h Asper geaaybhaexpsriemcaillrthe famguage deficisslisted above
however communication deficits are still pres@RA, 2000). HFA / AS will bediscussedn

thenextsection 1.7 followed an outlineof the characteristics of HFA / A8 1.8.

1.7HighFuncti oning Aut ndeomediscusBesiper ger 6 s Sy

The terms Aspergerdés Syndrome and High Funct
(Attwood, 200, Sc hmi dt, Stichter, Lierheandner, McGhee
intervention for persons withigh Functioning Autismand Asper ger 0 sth&&yndr or
same treatmenfftwood, 2007.The Autism Society20130.As per ger 6 s Syndr o me
used in researdo refer to individuals with varying presetions of ASD namely what is

referedto asfi Hi g hbnetioning Autisnd (Volkmar & Klin 2005.A Hi gam cE i oni ngo
(HF) however,is not an official diagasis according to thBSM-IV (APA, 2000)or thelCD-

10 (WHO, 2012 but is usedextensivelyby teachersdoctors and therapists to describe the

level of performance a child with an #&m Spectrum Disorder displag&utism Society of

11



America, 1998)This is evidenced bthe numerous references to HFk example Schopler

and Mesiboy1992; Volkmarand Klin 2005; Attwood (2007); and Fein andunn (2007).

Within Autism and PDENOS, a child may be described as High Functioning depending on
how the child presents (McAfee, 200For a child to be considereddh Functioning he or
she must have an 1Q of 80 or abdie. within the average rang@) addition to a diagnosis
of Autism, Asper g-8OSqWhitEyst al,2009).ArelQ of 70 aRdabove
can also be considered High Functioning in some setfilg#tby & Mancil, 2009;Schmidt

et al, 2011) whichwould mean up t&2% of the poplation of those on the Autisnpsctrum

could be considered High Funating (Whitby & Mancil, 2009)

Additionally, the person should have peer level independence @dlishelp skills) which

in a young child could include independent dressing and for an older child independent
completion of chores around the house such as caring for pets (Leaf & McEachin, 1999).
Typically developed language skil{such as age apgyoate grammar anpeer level
vocabulary are also needed for a person to be considdigll Functioning(Autism Society

of America, 1998 Typically developed language skills howeyvean still mearthe person

with HFA / AS hascommunicatn difficultiesin interactionsuch as conversation skills.
Personsvho are Hgh Functioning can also display deficits in social skills, social language
such as humour or irorand inappropriate behavigguch assolation, repetitive body

motions or emotional outburst&utism Society of America, 1998).

Asper ger 0s tsBliyisxcdnsideraaigh Fumctianing and islescribed irthe ICD-10
(WHO, 2013 asa person with impairments social functioningand havingestricted,
repetitive, and stereotyped patterns of behaviBarsons with the condition present with a
lack of significant delay in language, cognitive development or self help $kilslditionthe

criteria for other pervasive developmental disordeenotmetCr i t eri a f or Asper

12



Syndrome according tihe DSMIV (APA, 200) follow similar criteriaThese criteria are in
agreement with the criteria abousedto determine a child to be High Functionif@r the
purpose of this study High Functiom g Auti sm / Asperger 6s Syndr ¢

to Aspergerod6s Syndr ome, Hi gh FuneNOB.oni ng Aut

There is much controversy around the separation of the conditions, High Functioning Autism

and Asper ger 0som&prafedsiomalssupporing thenidea that the two

conditions are the same while others draw very distinct differences between them (Volkmar

& Klin, 2005 Fein & Dunn, 2007. Some professionals distinguish between the two

conditions by saying personswiths per ger 6 s Sy ndr olanguagedelaye no hi
while those with High Functioning Autism had a delajainguagedevelopment in early

years. Thestanguage delays resolas the child matures as a result ointervention
(NoterdaemeéeWriedt & Hohne, 2010)In the study done by Noterdaermial.(2010)

indi vidual s with Aspergerdés Syndrome scored F
High Functioning Autism. In addition those with Aspefjer Sy ndr ome alnso sc ol
language testhan those with High Functioning Autism. It was suggegteat the higher

scores in I Q were due to the Byndranebupt®d capaci
these unresolved deliberations, some clinicians have resorted to developing their own

definn ti ons of Aspergerds Syndrome, which does
& Mancil, 2009). The debate remaimgonclusive (Schoplest al, 1998 Noterchemeet al,

2010. The release of the DSI9 (APA, 2103) addresses some of these corsdey replacing

the term Aspergero6s Syndrome with Autism Spe

1.8 Characteristicef High FunctioningAutism/ As p e r Sypdroihe

As mentioned irsection 1.6the triadof impairments applies to all persons on the Autism

spectrum, which includepersons with HFAAS. Many of hecharacteristicef HFA / AS

13



are thereforeecognisedvithin the triad. To reviewthe triad of impairments are
communication difficulties, difficulties with social interaction and behavioural challenges

(Royet al, 2006;Wing, 2006).

1.8.1 Communication impairments

Personsvith High Functioning Autism, have higher language skills compared to thitse
ClassicAutism (Autism Society, 2013d)ut it should be noted though that persons with
Asperger 6 s Sy ndstronger verbamd cdmenunieatiaskille than those
with High Functioning Autism\{olkmar & Klin, 2005; Noterdaemet al, 2010).Language
skills, such as vocabulargrammar and pronunciati@are usually intadtor those with
Asper ger 6s S yosialuseooflaagudge dan stilltbbeimpacted, for example tone
of voice, back and forth conversation and non verbal language (Wingj, 20@ne, 2012).
There may also be misunderstanding or difficulty interpreting and recognising figures of
speech as thoseith HFA / AS have a literal understanding of language. For example
understanding that #Afit as a fiddled means a
| AS (Shane, 2012Y.he impairment therefore is in communication and not necessarily in

speech

1.8.2 Social impairments

The impact of impaired social skilfsr a child with HFA / AS(McAfee, 2002,Volkmar &

Klin 2005; Attwood, 2007), means peer level interaction is limited. The person with HFA /
AS may present as immature or be restricted in his / her ability to initiate socially or to be
successful in group participatiode / sie may struggle with reciproceérbal exchanges and
may be unaware of the conversational rules for starting and ecaliwgrsations. He / she

may struggle to maintain a conversation or stay on topic if the conversation is not of interest
to him / her (Atwood, 2007 urn takingmay also be problemati&¢egel MatosFredeen,

Lang & Koege) 2011). He / she usually expereass difficulty making and keeping friends
14



(Attwood, 2007; Koegett al 2011) and has difficulty reading the emotions and social cues

of others (Schopler & Mesibov, 1992; Koegelal, 2011). Interaction with peers is often

desired but understanding asatby their own behaviour and responses are off putting to
neurotypical peers is not present (Shane, 2012). Abstract thinking can be problematic
(Schopler & Mesi bov, 1992, Mc Af e e, 2002) as
view as separate frotnis / her own point of view. This is known as an amment in Theory

of Mind (McAfee, 2002; Schmidit al, 2011).

1.8.3 Stereotyped and repetitive patterns of behaviour

People with HFA / AS often experience inflexible behaviour and like to adhere to routines
(Wing 2006 Schette& Lighthall, 2009).McAfee (2002)mentions that a typical indicator of

a child in ths category idehavioural dificulties in dealing with change. Restricted,
repetitive, and stereotyped patterns of behayisuch as repeating a matiover and over

are also present (APA, 2000/HO, 2013. Managing his / her own emotions is equally
challenging and he /she may have difficulty recognising and appropriately reacting to his /
her own emotions (McAfee, 2002). Immature outbursts in reatdiemall issues can be
displayed and the emotional management of neurotypical peers is typically more advanced
than that of a person with HFAAS (Schopler & Mesibov, 1992Dther indicatorsvhich

may be present but are not part of the diagnostic critarianclude limited yarisational
abilities and a child ith HFA / AS can find managingnd planning hig her tasks

challenging. Dealing with distractions, keeping on task and self margtprogress may also
be difficult (McAfee, 2002). Attention skills may be diminished and this combined with
organisational difficultiesneanghe child may struggle with complex mathemspooblems
(Whitby & Mancil, 2009).Thesdimitations are collectivig known asdeficits inexecutive

functioning (McAfee, 2002).
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1.8.4 Otherindicators

1.8.4.1 Sensoryissues

As mentionedn section 1.6 prsons on thAutism spectrum can experience sensory
challenges (APA, 200@unnet al, 2002 Autism Speaks, 201a)here may be difficulty in
dealing with sensory input such as bright lights or high pitched ndsemet al, 2002;
Schette& Lighthall, 2009. Due to the diversity of howach person with HFA / AS
presentssensory difficulties range from hypersensitivedissensitive to sensory input) to
hyposensitive (sensory seeking and desiring increased amounts of sensgrfbnpntt al,
2002;Autism Speaks, 2012As aresult ofthechallenges in the above mentioned areas,

stress can be high for children with HFA / AS (McAfee, 2®hmidtet al, 2011).

1.8.4.2 Cognitive functioning
Fein and Dunn (2007) describs /A e r g e r 6 sandBighrFuhctionmgAutismas a
child being diagnosed withugism yet havingn average IQhat is no cognitive impairment
is presentPersonsvith ASD who are considered High Functioniage therefore without
cognitiveimpairment McAfee, 2002;Autism Society, 2013c)Attwood (2®7) describes the
presentation of Aspergerodés Syndrome and
skills but better intellectual skills compared to persons WidssicAutism. Foley-Nicpon,

Assouline& Stinson(2012) note that persons with HFA / A&nchave superior intelligence

Hi gh

and be classi fied 8&manéfsg irf20fpeptnat mafywdeople withsuppor t

Asperger 6s Syndr ome woheikg skilled ininforenationieshanoiogyo
and computer related developmeériiese typesf employment suit individuals who excel
academically in mathematicEhere are an abundance of High Functioning individuals with

ASD in areas such as Silicon Valley in California (Shane, 2012).
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1.8.4.3 Self help skills
Self help skillsare notasnegatively affectedor those with HFA / ASas they are for persons
with ClassicAutism (Attwood 2007). hdependence abilitieray bepresenin persons with
HFA / AS (Autism Society of America, 1998). Persamish HFA / AS may not bas reliant
on suppatrfor general functioimg and daily livingas are others on the Autispestrum.The
Autism Society (2013c) mentions that individ
considered th same as a neurotypical childt his or her behaviour would be differdémm

a neurotypical child.

1.8.5 Age of diagnosis

Many parents of children with Aspergerds Syn
developmental abnormalities until approximately age three. Thereafter irregularities in

interaction, behaviour and commurtioa style began to emerge (Schopdtal, 1998).

Children with Aspergerds Syndrome ar e€l2typica
years Attwood, 2007; Schette& Lighthall, 2009)but some have been noted to receive their
diagnosisas early a five years old (Extrn, 2005) Children with ASD, including High

Functioning Autism, usually receitkeir diagnosis a younger agef approximately three

years Exkorn, 2005Schette& Lighthall, 2009. The difference in the age of diagnosis

betweerthe two conditions is due to the strong language skhiichthose withAs per ger 6 s
Syndrome presentith, which can mask a communication diffity. Children with High

Functioning Autism have speech and language delays, which can be identified in early

childhood whenlanguageanmilestones are not reached (Bxk, 2005 Noterdaemet al,

2010).

1.9 Brief outline of Chapters

An outline of the chapters presented in this research stymlgsented in Tablg.1 below.
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Table 1.1: Outline of Chapters and content

Chapter

Title

Content

2

Literature review, mainstream
education for children with High
Functioning Autism and
Asperger6s Syndr

The challengeassociated with mainstream
education for children with HFAAS are
discussed in this chapter. These include
schooling options, educator support, financial
difficulties, educator training, sensory difficulti¢
curriculumadjustment and class sizes. The
EducationwWhite Paper §South African
Department of Education, 200) is considered
along with barriers and solutions for mainstreg
education for children with HFAAS.

Methodology

In Chapter Threetheaim and objectives of this
study are presentedrd®eduresised to obtain
andanalyse data for the studyediscussedThe
motivation for the research design chosen will
explained along with participant selection crite
and \alidity and reliability Lastly, ethical
considerationsrediscussed

Results and discussion

The resultof the studyarepresented and
discussed in this chapteheyarepresented
guantitativelyand qualitatively in line with the
research design of the studResultsare
presentedvith reference taurrentliteratureon
the topicandwith other research.

Conclusion, limitations and
recommendations

The final chapter of this dissertatidiscusgs
the conclusiongeducted from the study.
Recommendationas a result of the study for
schools, parents, and further research on the
topic are presented here.
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1.10Summary ofChapter @e

This chaptepresentedhe motivation for wanting to explore barriers to mainstream
education for children with HFA / AS heeducationathallenge of the growing number of
children on the Autism spectrum in South Afrigas discusskand &brief history and
background on ASD witbharacteristicef the condition vasgiven. Specific reference was
made to HFA AS and the characteristics of HFAS were highlightedThe different

conditions were discussaahd a briebutline of chaptes wasmade
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AfSometi mes what we disli ke we have to d

Malachi Collins, 13 year old son of the researcher, who
has HFA / AR2013).

CHAPTER TWO: LITERATURE REVIEW, MAINSTREAM
EDUCATION FOR CHILDREN WITH HIGHFUNCTIONING
AUTI SM AND ASPERGEROGS SYNDR

2.1 Introduction

In Chapter Twdhe options for educational placement for children with HRS /are raised.
The need for increased services for children with HFA / ABwaZulu-Natal and irSouth
Africa in general ee referred to, with reference studiesdone in South Africaas well as to
internationatesearchExperiences of schools which do accept children with ASD and in
particular HFA /AS are exploredThechallenges associated wittainstream education for
children with HFA /AS are reviewed giving specific examples. In the South African context,
inclusion of learners with HFA / AS eddressed in the light of tieducation White Paper, 6
Special Needs EducatigBuilding an inclusive education and trainingseem(South African
Department of Education, 208)1 which outlines the provision for mainstream education for
learners with mild disabilities, including HFAAS. Lastly barriers and solutions to inclusion

of learners with HFA / AS are discussed.

2.2 Schoolnqg options for children with HEA / AS

Not all persons with an Autism Spectrum Disorder would benefit from mainstream education.
Those considered to be more severely affected by the condition typiaaéyplor
educational successxhibit inappropriate and challenging sodahaviour and have

significant communication problems (Schopler & Mesibov, 1998ase with ASD who are
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have the opportunity for treatment followifay instanceEarly Intensive Behavioural
Intervention hold 0% chance of being able to be educated alongside their(paerason,
2013), promoting their presentation to the High Functioning category. These children would
however still need the opportunity to enrol in schools alongside their pékis study
focuses on those s ai dthatig thdeevithdutcognitiverfpairment i oni ng
whose intellectuahbilities are within the average or above average ré®cjeopler &

Mesibov, 1992; Whitby & Mancil, 20Q9seesection 1.7High FunctioningAutism /

As per ger 0 discssenRersansnvath HFA / APossess the ability to function in a
typical classroom (Exkorn, 2005) amald a high capacity for learnin@chopler & Mesibov,
1992 Whitby & Mancil, 2009. This can include persons with PENDDSwho do not meet

the criteria for other developmentiisabilities APA, 200Q WHO, 2013. The importance of

an individual with HFA /AS attending mainstream schooling and achieving well
academically, is that this would open opportunities for uniweedtendance which in turn

would provide options for meaningful employment (Whitby & Mancil, 2009).

The SouthAfrican Department of Education (1986in the South African Schoolscd

outlines that learners ageel? (or grades-B, whichever is reachdist) are required to
attend schoglthat is for this age range of childreachooling in South Africa is mandatory.
In point (3(2) it goes on to say that schooling is also compulsory for children with special
needsutages are not specifie@urrently many manstream school& KwaZulu-Natal
restricttheir aceptance of children with ASOriad Behaviour Gnsultantspersonal
communication, June 2098&ndsomeLSEN schoos do not accept children with Astin.

The question then arises:N&tearethese children if they are niot schooP Whatoptions are

% Triad Behaviour consults operate an Autism therapy centre in Pinetown, KwiZtdlu One of the goals of
the directors of the centre is to mainstream as many children they work with as possible. As such they are well
aware of thecurrent situation regarding schooling options of children on the Autism spectrum.
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available tgparents ér theeducationof their children withHFA / AS who function at a peer
level, cognitively? Internationally the placement of children with ASD into appropriate
schools is als problematic even though the rights of those with ASDrezegnised (Jordan,
2012). Issues such ataff training, adjusted curriculum, theragydindividual supportor
the child with HFA / AS at school make the realityimmplementing the rights of &&ners on

the Autism spectrum limited.

Action in Autism alobbyistorganisation, supporting individuals with Autism, hosted a
meeting with the KZNDepartment of Education in 20t@lled the Autism Indab&he result
was a project aned at altering all 78pecial eeds schools in KZN to enable them to
accommodate learners with Autism by 2{k&vaZulu-Natal Department of Educatipn
2011b) This will be a453% increase from the 13 LSEN schools in KZN which currently
accept learners with ASD. Even so, follogithe expansion of LSEN schools, whiclsti

in the process of beingalised, the option for children withFA / AS to mainstream remains
limited. The resulbf the Autism Indaba asto improve services at LSEN schools and full
services schooldnfortunately the Indabdid not address mainstream schooling for children

with HFA / AS (KwazuluNatal Department of Education 2011b)

Some parentsf children withHFA / AS, following refusal to adission into mainstream
schoolschoose to homschool their chdren. This refers to a parent taking on the role of the
teacher to his / her child and educating the child at home instead of the child attending school
with children from thegreatercommunity. Homeschoolingan mean loss of income for the

family as one of the parents would be unable to work in formal employment due to the time
demands of taking on the role of teacher to the ¢Bitdhetter &Lighthall, 2009).Another

option for families who have sufficientrfancialmeaisas suggested by Roberts (2Dp&7to

employ a paraprofessiondécilitator) trained in Applied Behaviourmalysis (ABA) to work

with their chld at home to promote learning.
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Other parentsitilise thegovernment or norgovernmenspecial neds schoolavailable

knowing their children will not have the opportunitydomplete their schooling to grade 12

or matriculateat those school§ hese schools provide basic educationnmitall provide

edwcation up to grade 12 level for &dlarnerswvith ASD, including HFA / ASThis is

unfortunate for learnemsith HFA / AS as they havpeer levécognitive skills (Exkorn,

2005; Whitbyet al, 2009).In addition,many of the government special needbsools

typically havelongwaiting lists whichtake ®veral years to reach the t&till other mrents

who are desperate to get an educationalgoieent for their children withIFA / AS, may

resorttoc onceal ing the childds conditionchitdn appl
will be acceped Barrat (2005 p. 25) statesiiEvidently, some principals have occasionally

refused entry to children because of their special needs. According to the interviewee, this has
resulted in some parents withholiagnogisgn fr om i n
order to guar @Oneweuld andicippté thattieisnsehane would behesi

beneficial for the childvho may need some additional understanding franeducators, or

for the teacherestho may be unprepared in the classroomorumawao f t he chi | doés
style.In the South African contextgpents whaverea war e of their chil dre
rights have insisted that the mainstream government neighbourhood schools enrol their

chil dren, whereas parents whohawveaccepgd not awar e
whatever outcome the school deddoutthe hi | d 6 s (SwharaEngelirecht; Eloff,

Pettipher & Oswald2004;Yssel, Engelbrech@Qswald, Eloff,& Swart, 200Y.

Lawrence (2012) suggests an apprdandchiklrencal | ed
on the Autism gectrum including those wh HFA / AS. With this approactchildren with

ASD spend part of their day in a mainstream school setting and part of the day at home
learninginahome ¢ h o o | environment . Education remain

in a mainstream school setirs part time. This option Lawrence suggegiges the child
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time to process difficulties experienced at school in the home setting, as well as giving
exposure to neurotypical children for the important development of social skills. This concept
she adnts isstill at thedevelopmentastage in many schools in the UK. No research was
found indicating that this method has been applied in South Africa yet or whether it would be

suited to the South African setting.

Lastly, mainstreanprivate schools may bmnsidered by grents of children with HFAAS
who do not gain entry into mainstream government primary schasotertain private
schools do enrol learners with HFA / A&/&lton, 2002Roberts, 2007; Walton, Nel, Hag
and Muller, 2009 This would mean an added financial burden to the parents of the child
with HFA / AS compared to the finances neededaftendancet agovernment school

(Ysselet al, 2007)

In the United States of Americthe educational options for children with ASDgeneral,
and including those with HFAAS, are dependent on tledividual needs of each child.
They are secified in the IDEA At of 2004(Individuals with Disabilities Education Act)

(United States Department of Educati@d04) They include:

1 Mainsteaming(may include a personal aide/ facilitator)

1 Resource rooms (for one on one work with an instructor)

1 Special education classrooms at mainstream schools

1 Special schools

1 Home programes (AppliedBehaviour Analysis)

9 Teaching at hospitals or residensahools (such gssychiatric facilities,

however this is uncommon)

A team decision is made by the childbds teach
placement for the child, starting with the least restrictive optienirficlusion) with the mas

24



access to neurotypical peewghich would be mainstream schoolifignited States

Department of Education, 200Bein & Dunn, 2007Koegé et al2011).

SouthAustralia practices i ncl ndsomeimmamstreammhi | dr en
classrooms. Ahough specialised settings of eight children glassin a special school and
homeschooling are also availalieey arenot widely usedTeachersre given training

support from the governmeotn ef f ecti ve teaching strategies
Syndrome (and High Functioning Autism) in ordereiguipthe educators their roleandto

optimise education for the learsavith HFA / AS (Government of South Australia, 2006).

Likewise in the United Kingdom inclusion is practiced depending on thdsekthe
individual child. Teachers are provided withining and support in working with children
with special needsncluding HFA /AS. Particular mention is made of assistance in dealing
with behaviour which can be an area of challenge for childigniA / AS (Department

for Education, UK, 2011).

AlthoughSouth Africd s i nt r andusionpalicy was in 200X South African

Department of Education, 200)1the fulfilment of the policy has not yet been realised.

Nonetheless we are movifgrward in the pursuit of inclusive educatioke developing
countries such as Uganda, Lesotho, Vietnam,
Palestine, Morocco, Egypt, Yemen, Brazil and Inditler, 2003).Mi t t | er 6 s paper,
was originally pepared for UNESCO in 2003, outlines how #i®ve mentioned countries

have limited resources compared to many western counteigbey are recognising the role

of inclusionfor children with dsabilities. These include learnaviéh HFA / ASin

mainsteam schoolgMittler, 2003). In Uganda special mention is made that the learning

needs of children with ASD are beginning to be recognised as a new area in the country.
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INnRobertodos study (2007) school i ngtengagt i ons
discussedShe found thaa limited number omainstream schoot¥o acceptiearners with
HFA / AS andplace s made for some children with AF AS in selectedSEN schools
Unfortunately n South Africa in general there are very few schools whicbmmodate

children with Autism, including HFA / A$Roberts 2007).

2.3 Challenges associated wititlusion andchildren with HEA / AS

2.3.1 Educator support

Roberts (2007) in her study in selected governmentaryschools in Gauteng found that
educators wersupportive of including learners with HFA / A8 mainstream schoolsh&y
noted that the presence of a personal paraprofessional (facilitator) for thin ¢héd
mainstream classroomould help overcome some of the challengeteathinga childwith

HFA / AS alongside his or her peeffhe teacher would benefit from the assistance of
another adult in the classroom to managecttalengessuch as behavioural difficulties

which the learners with HFAAS mayhave, which can reduce learnifi{pegeletal., 2011)

or assist withcurriculumadjustmentvhich may be needett.would be assumed that those
filling the role of class assistant or facilitatwould bepersons Wo are properly trained,
Koegelet al.(2011)howeverfound this not always to be true making the teacher assistants

feel inadequate for their jobs.

Additional support in the form ofpecialist staf{such as remedial teachers or psychologists)
wasalso noted to be necessary for the educational successrdre with HFA AS (Walton

et al, 2009).This was expressed in the study on inclusion done in private schools in South
Africa (Waltonet al, 2009) It echoes the policies outlined in tRducationWhite Paper 6
(South AfricanDepartment of EducationPR1b), wherespecialist support staffiaking up

district support teamwould be assigned to mainstream schools to assishers with
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learners who havenild to moderate special needfgaltonet al.(2009) revealed that schools
in affluent areas were moligely to have access to support staff than schools in lower
income areasyhich introduces a further challenge to inclusion of learners with HFA / AS in

mainstream schools: financial limitations.

2.3.2 Financial challenges

Anthony (2009)who refers tofinances as a barrier to acceptance of children with special
needs into mainstream schooliisgn agreement with Waltoet al.(2009).In the South
African setting, currently, parents are responsible for the financial burden of having a
facilitator for achild with HFA / AS in the mainstream classroshould one be needed
They are also responsible for costsopport specialists such as psychologists

occupational therapists whypically assist the child after schadsselet al, 2007).

2.3.3Educator traing

A difficulty experienced by teacheos$ learners with HFA / AS in mainstream schowbss

the lack of training around the topic of ASD (Roberts, 2007; Watat, 2009). In the
selected government primary schools in Gauteng (Roberts, 2007),¢hereaxpressetiat
they had received little or no training as educators to teach children with HFA / AS. There
was a great need felt for practical contact with children with HFA / AS in order to gain
experience and exercise the skills needed to workthim. The development of social skills
for learners with HFA / AS is an area educators need tarb#iar with, howeverlittle

training is provided for the educators (Attwood, 2007). The addition of social tekilie

school programmeis an example odn adjustment to the mainstream curriculum.

2.3.4 Sensory difficulties

The £nsory difficulties experienced by some learners with HARS (Dunnet al, 2002

Autism Speaks, 2012hay also present challenges in the mainstream clasgfeEEmé&
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Dunn, 2007)The hyposensitive may need to be monitored for injury due to very low pain
registryresultingin thelack of complainor expression from the child if the child is injured
Thehypersensitive child may need assistance with redirettitre presence ofamses

outside the classroom such as drilling or aeroplanes which can be experienced not only as
distracting but also as painf(Dunnet al, 2002;Fein & Dunn,2007)and can lead to distress
and anxietyDunnet al, 2002 McAfee, 2002; Schmidtt al, 201]). Processing sensory
information and acting upon it may be diffit for children with HFA AS, especially

regarding auditory processinBnnet al, 2002)which can mean slower response or

interpretation of auditory inforationascompared to neurotypical peers.

2.3.5Curriculumand teaching technigusljustmers

Changes in learner assessment and changes in teaching methods are areas which need to be
addressed when considering inclusion of learners with H&®& ih mainstream classes

(Waltonet al, 2009). For example, taking into considerationwteakauditory processing

skills mentioned above, the presentation of the learning material may need to be done in a
visual form. Since children with HFA / AS havedmenoted to be visual learneBupnet al,

2002), work schedules which follow a sequential and predictable pattern may need to be
implemented and instructiomsay need to be simplified(nnet al, 2002; Fein & Dunn,

2007). Technology such as mobile tablet devices and smart phones have applications to aid
those with HFA / AS in education and independence (Shane, 201®se devicebave

learning materials which are presented in a visual format and direct response from the child is
prompted following the presentation of information, which assists with concentration.
However, the use of theskevicesn mainstream classroom has financial implications

(Shane, 2012).

Changes in learner assessment and changes in teaching methods are areas which need to be

addressed when considering inclusion of learners with H&®& ih manstream classes
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(Waltonet al, 2009).Concerning assessments Whitby and Mancil (2@08xlude that
ascertaining the academic learning prafdélearners with HFA AS would be of great

value to teachers. This would be in a general sense for thosel#Atih AS as well as for

each indivdual with HFA /AS intheclassKk nowi ng each c¢chil ddés stren
and devising a teaching plan accordingpuld facilitate enhanced learning for the children

in question(Koegelet al, 2011). This is widely practiced in the US@Jnited States

Department of Education, 2004jarying how assessments take place is recommended by
Koegelet al.(201]). They suggest that assessments could take the form of observations and
the environment in which ghassessment takes place should be considered fdhilithevith

HFA / AS (that is assessments done in a natural setting). Additionally the person giving the
assessmenshould be considered as children with ASD, including HRS have varied

responsesapending on who is attending to théidoegelet al, 2011).

An additional adjustment tilie curriculumwould beto includestrategieso helpdevelop

social skills for learnerwith HFA / AS (Attwood, 2007) Social deficits are part of the triad

of imparments (Dodd, 2005). This means children with HFA / AS need assistance to develop
social skills. The importance of a mainstream placement is that neurotypical social modelling
is present (Autism Independent, UK, 2010; Fein & Dunn, 2007). Additionallg #rer many

more opportunities in a mainstream school for a child with Autism to interact socially,
develop friendships with neurotypical pearsl learn in a group. Theadvantages are not
available to a chd with HFA / AS if they arén a special needschool (Autism Independent,

UK 2010; Fein & Dunn, 2007). To achieve this goal, teachers need to be aware of the social
challenges children with HFA / AS face and be equipped to assist them (Attwoogd, 2007
Koegelet al, 2011). Doing so would uphold the glsaof theEducationwhite Paper §South
African Department of Education, 200)1 wherethe individual needs of the special needs

learner areecognisedindattended to
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Simpsonde BoerOtt & Smith-Myles (2003), outline the importance of social skills
development of students with ASI3 one of the benefits of inclusisaying there are four

methods to assist in this area:

1 Direct skill instructionthat is teaching by an adult on how to respond or
behave in various social settings

1 Antecedent promptingethods, this is where an adult directs the child with
ASD to actively engage or respond to a peer.

1 Peer initiated training strategies. This is where neurotypical peers are utilised
to initiate and promote social interaction with their classmates with. ASD

1 Peer tutoring. That is where competent neurotypical peers are utilised to give
the child with ASD instruction on how to respond or interact in a given social

situation.

Simpsoret al.(2003) go on to say these types of methods help protect the ctild$D
from loneliness and rejection, which can negatively affect academic performance and can
help to build positive relationships betan the children on the Autisspectrum and their

neurotypical peers.

Schmidtet al.(2011) in their study on interveah to improve social functioning in youth

with HFA, proposed that theurriculumused could assistithin a schoobketting The study

gave evidence that their social skilsrriculumcansuccessfully be implemented in schools.
While the study was aimed at youth, we assume that it would apply at least in part to learners
with HFA / AS in senior primary school whoaybe up to age 14 should grades have been
repeated (South African Departmeri Education, 1996bJhe positive resultsom the study

may alsabe carried over beyond the school environn{8chmidtet al, 2011)
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The element of social development can easily be overlooked when addressing learning as
gaining information only andat looking at the holistic development of the child. Allowing a
child with HFA / AS to attend a mainstream school supports the personal growth of the
individual in this area. In this regard programs for enhancing social development and
relationship skillsvould well assist the child with HFA / AS at sch@Attwood, 2007).
Additionally, the anxiety experienced by many people with HB&S/(McAfee, 2002) can be

reduced by giving support in developing social skills (Schetidt, 2011).

Some learners with FA / AS perform well and even above peer level in the early school
years but experience some learning difficulties as the primary school years advance (Whitby
et al2009). Learning to read, both for neurotypical children and children with HFA / AS,
involves moving from initial concrete word decoding in the initial stages to deeper
comprehension in later years. This next step of comprehension and analysis of a passage,
becomsincreasingly difficult for some children with HFA / AS, while their neurotypical
counterparts do not experience the same diffiqWhitby & Mancil, 2009) Likewise with
mathematics, the work moves from basic computational skills to critical analysis during the
primary school years and this too can be problematic for some learneksRmithAS

(Whitby et al, 2009 Whitby & Mancil, 2009) These learners may need additional teacher
support in these subjects. Whitelyal.(2009) go on to outline strategies to assist these
learners, indicating that inclusion is possible, provided thehteds instructed in the
appropriate strategies. It should be recognised that the cognitive abilities of the le&mers
HFA / AS have not changdult the method of asssing the cognitive skills hakanged as

the school years advance (Attwood, 2007).

2.3.6Class sizes
When working with children with HFAAS in the mainstream setting, it was felt that small

classesvere necessaip enhance success of these childfRoberts, 2007)A child with
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HFA / AS is likelyto cope better acaunically in a classvith smallnumbers as this gives the
teacher time to vary teaching methods accord
increased personal time with the teacher. Witmallsclass discipline and behavioural

challenges are also easiehtandle Simpsonret al.2003. In private schools this is easier to

achieve than in government schools due to the increased finances available @\allton

2009).

2.4 Inclusion and HFA /| AS

Barratt (2005p. 10) lists three forms of inclusion to descritheeedifferentways a child
with special needs may be accommodated within a mainstream settiegducated

alongside his / hereurotypicalpeers:

1 Al nt e ghildreéniframnspecial schools or units integrate into mainstream
schools for certain lessons.
1 Supported Inclusion: as above, however, a support teacher is supplied for the
child while in the mainstream school.
T Full I nclusion: a full time mainstrean

[te a ¢ hagde] 0 s

In contrastFeinand Dunn(2007) refer tofull inclusion as bildren with special needs, who
attendmainstream schools alongsideunotypicalpeers if they spend all or most of their
school day in the general classroom. They may receive additional one on one support at
school or make use ofpgeronal aide in the classroobut are still referred to as being in

Af uhk!l usi ono.
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Landsberget al.(2009 bring a South African perspective asgparatehe terms

mainstraming and inclusion by saying withainstreamingthe child with a disability must
Afearno the right t o atndumtgpitacsuontérpansiby beihgalley si d e
to keep umcademicallylnclusionthey go on to sapoksat how to adjust the outlook of the
school t o ac c osrearoirdyadedsortthe gurpasa of thig studiinclusioro

will refer to Full Inclusion as definetly Feinand Dunn(2007) which encompasses what
Landsberget al.(2009 presentSince many of the inclusion models are based on western
approaches, thesbauld be considered in the light of the particular needs presented in Africa
(Siewe, 2012)The Educational WhitBaper 6 South AfricanDepartment of Education,

2001b) thereforeaddresses specific special needs educational issues relevant to South Africa.

2.5 HFA / AS and thdeducationWhite Paper 6South AfricanDepartment of

Education, 2004)

The reality of a child with ASD, including HFA / AS, attending a mainstream school is

dependent on how that child presents and the educational policies of the conotgned

(Jordan &Jones, 199%iewe, 2012)The Constitution of the Republic of South Africa

(1996,p. 1257)declares n poi nt 29 . 1 arghttoalmasicedicato®iny one h
the AdmissionPolicy for OrdinaryPublic Schools point 22(South African Department of
Education 1996, p.4) itisstatedi The ri ghts and wishes of || ear
needsmust be taken into account at the admission of the learners to an ordinary public

school. The South African €hoolsAct (1996b) requires ordinary publischoolsto admit

learners with special education needs,whtir s | s r eas alhgodslorytogay act i c a
that the schools are to promote change and make accommodations to assist special needs

learners in their schools.
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However children withHFA / AS appear to fall into a gap educationalyen tiough
provision is made for their education in educatidegislature (The South Africe
Department of Educatio2001b; 1996b) due to the nature of the condit{&chopleretal.,
1998 Jordan , 2001; Volkmar & Klin, 200p The South Africa Departmenbf Education
publishedthe Education Wite Paper 6-Special Needs Educatiduilding an Inclusive
Education and fiaining §/stem(2001b, p. 24),in whichit stateghat learnersvith less severe
disabilities bencluded in mainstream schoaofs karners who experience mild to moderate
disabilities can be adequately accommodated within mainstream education through
appropriate support from distribased support teams including Spéschools and
speci al i sSnde childremntith HFd 5A® are considered to have 1Qs36for
abovethey wouldnot be considered severely cognitivdigabledWhitby et al, 2009)and
would therefore be encompass®dtheEducationWhite Paper §South AfricanDepartment
of Education, 2004), for inclusion into mainstream schoo&hould a childvith HFA / AS
have a physical disability such as hearing,lessial impairmenobr be in a wheel chair, in
addition to the diagnosis of HFAAS, the enolment at a mainstream school for that child
would be dependent on facilities for those particular disabilifies. study seeks to explore
theaccessibility tanainstream educatidor children with HFA / AS and as such they would
have peer levatognitive skills. @her disabilities in addition to HFA / AS will not be

addressed in this study.

The EducationWhite Raper 6 (South AfricanDepartment of Education, 206)1 goeson to
say thatheadmissiompolicies forchildren with special needs Wbe revised to
accommodate these learners in school settinggde of special needs schodlke reality of
this policy of admissios for children withHFA / ASwill bediscusseadn this study
Considering th&outh AfricanDepartment of Education pushed the Education White

Paper 6Special Needs Education Buildiag Inclusive Education anddining Systemin
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2001(South AfricanDepartment of Education, 200)1 it would be assumed thagnior

school managemestaff would be familiar withthe policies outlined in théocument

Theproposed changes referredridhe EducationWhite Paper §South AfricanDepartment
of Education, 2004d) can be betteunderstood by highlighting the differences in special
neals educatiomodels.Landsberget al. (2005 and Jordan (200&)utlinea Medical model
where learningproblems are seen to lie within the child and identifying the problem and
providing the most effective treatment for ttandition withina special needs educational
settirg isthe goal The Educationwhite Paper 6(South AfricanDepartment of Education,
2001b) refersto this as mainstreaming or igr@tion.In contrast the Socialdélogical model
seeks to change attitudesvards learners with special needs in order to find the most
sucessful wayto facilitate learning for thathild (Landsberget al, 2005) The Education
White Raper 6(South AfricanDepartment of Education, 20@)1refers to this agclusion.
TheEducationWhite Paper §South AfricanDepartment of Educatio2001b, p.16) puts
forwardthe ideals of the Sociécologicalmodelii . . . about changing atti:t
teaching methodologiesurriculumand the environment to meet the needs of all leainers
Thatis, the resposibility for learning lies witin the educabn systemand not with tle
learner, thus accommodation shouldntede for children wh HFA / ASin mainstream

schools since they have averagalbove average cognitive skif@/hitby et al, 2009).

Fein andDunn (2007), explain how children with HFA / AS can have atypical learning
styles. The importance of teachers reatighe principle of the SocialcBlogical model

within theEducationWhite Paper §South AfricanDepartment of Education, 200)lis

therdore essentiaDue to the age appropriate cognitive skills of a child with a HFA / AS, he
/ she is likely to be able to interpret and interact with educateamatulumdesigned for his

/ her peers. However, there may be those learners with HFA / Aghahmeed the material

presented to them in a manner different from the presentation for their peers due to the
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difference in learning styles. These could be in the form of visual presentation, predictable

work schedules or simplified instruction (Fein &in, 2007).

2.6 Barriers and solutions iaclusiveeducation for children with HEA / AS

Concl usi ons fpawerfi999)avere thah thetattitnd@ssof educators directly
affect the success of inclusion. How educators perceived their roles and Heiipess
towards learners with special needs influenced the acceptance detreszs. Oneould
conclude that these attitudesuld be applicable to schoofiRcipals who act as gatekeepers
to the schools. Her paper reflects the information preséemtbe EducationWhite Paper 6
(South AfricanDepartmenbf Education, 2004) which state®ngoing training as well as
pre-service training of educators is needed to makkisionsuccessful. However,
Carrington(1999)goes on to say that attitudes andldis of educators need to be addressed
as studies have shown that staff enhancement praggsiare unsuccessful in changing a
per s on 6 Jheteachdrsmeet to be willing to make changes to allow the child with
ASD, including HFA /AS, to achieve maximum learning outcomes (Koegell, 2011).
Educator support arttands on guidance of new programs for educators with favourable
outcomes have been able to bring about a new point of vieevomindset towards

inclusion(Carrington, 199).

Attitudes of school staff were reported to affect the acceptance of studenspegtal needs,

i ncl udi n gSyAdsoma@ntognaimstbeam schools in Newaland (Education Review
Office, 2010) Parents lodged complaints about enrolment problemong other issueshd
students were reported to have had less access twiimie teachers and were assumed to
hold lower value as students and participants in general school activities than their

neurotypical counterpartBunding for classroomsaistants was reported as lacking and the
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view the teachers had about their own roles as educators was reported to have ihtheence

above factors (EducationeiRew Office, 2010).

In Ghana (Anthony2009)the pursuit of acceptance of children with ASEbimainstream

schools was questioned under the presence of the following challémigesi teacher

training in ASD, teachingurriculumwhich are rigid, peer learner intolerance and sizeable
numbers per class. In contrast to Autism Independent20K0) Anthony (2009) in the

Ghana study found that the educators had lowered expectation of the learners with ASD, and
this coupled with challenges already listed would not hold a positive outcome for learners
with ASD in mainstream school€urrently there a nosuchstudiesfor learners with HFA /

AS.. In order to change attitudes and work towards positive acceptance of those with HFA /
AS in mainstream schools, training is essential. Without a change in attitudes the abilities of
those with HFA /AS cannot be recognised and their educational optiongdvwberefore

remain fixed Attwood, 2007).

Ainscow and HaileGiorgis (1998)in a study commissiondaly UNICEF, reporthat children
worldwide with various disabilities have historically been barred from education due to their
conditions.The researcheinclude thatthe barriers to mainstream education for children
with special needsiCentral and Eastern Europe warainly attitudinalandfinancial

Attitudinal barriers weréhatthesechildrenwerebestattended to irspecial needs schools,

that thestatus quo of the traditional education sysgouldbe maintaine@ndthatthese

children must fit into theurrenteducational structureThis meansthaa c hi | ddés i ndi v
learning style is not considereghdthe current system is inflexible toa@mnmodate the

child. This typifies theMedical mode(Landsberg eal., 200% Jordan, 2008)here the child
must adapt to the system and that the syste®s not accommodate the childhis has been
theapproach of the&raditional schoosystem in South Aica (The South Africa Department

of Education 200Db).
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Likewise Pivik, McComas anddflamme(2002)in a studyin Canadaentitled Barriers and
Facilitators to Inclusive Educatipmention attitudes amongsarriessto mainstream
educatiorfor children with special need$he attitudes which formed barriers to mainstream
education for children with special needs wéhne lack of familiarity of a condition or the
perception of it, as well abedeliberate rejection of the disability ingform of isolation or
bullying. Barnard, Prior and Potté2000) revealed thatventy percenof children with
Autism or As per g enited KingGoynaralexctuaed from schatwhsemeU
time at some stageuring thér educational yeard he stug revealed the barri¢o be

difficult behaviour and the lack of staff tramg to deal with that behaviour.

The concept of inclusion is relatively new to SoAtHca and traditionally only eurotypical
childrenattended mainstream sche¢The South AfricarDepartment of Bucation,2001b).

There are currently no data on whatriersexistto childrenwith HFA / AS being accepted

into mainstream schools. Some such barmgdiieh have been expressiedthe researcher
informally during Autismsupport meetingby parents of children with Autisimclude

teachers being untrained to work with children who learn in different waysrfeomotypical
children, bck of understanding around ASRrge classes, time restraints, and the absence of

teachemssistants.

Other areas forming barriers to mainstream educébiochildren with ASDexpressed by
Anthony (2009) are economic resows@nd confusion about placement. Placement issues
can be an ongoing source of difficulty as a child with HFA / AB8D in general will have
fluctuating education needs over his or her school years (J&rdanes 1999) In Ghana, as
in KZN, not all children withASD are in school (Action iAutism, n.d. Budgetplanning for
ASD does therefore not account for thesddecan and future services are therefore
restrained. In addition, cultural barriéssich as how an individual with a disability is

perceived in Ghanare mentioned as responsible for limited access to schooling for children
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with ASD. Access to educatiommic be based on the predicted success of the child, and

children with ASD due to the presentation of the condition can be deemed unsuccessful
candidates. The children were &Arhony,al®9, fiusel e
p. 14).In conjunctionwith the cultural views are religious beliefs that the child has a curse or

that witchcraft was responsible for the condition which promoted stigmatism for the child

(Anthony, 2009)

Managinghese obstacles and allowiohildrenon the Autisnspectrum acess to

mainstream schoolingan give the chilcienwith Autism $ectrum Disordervaluable
developmental input as well as be of benefit tondarotypicalchildren in the classroom

(Fein &Dunn, 2007 Ysselet al, 2007). Additionally the teaching skilland experience of

the school staftan be expanded following this educational approAatism Independent,

UK (2010) presents the idea that in a mainstream scbdotators hold higher expectations
of the learners with ASD than their counterparts in sph@eeds schools. Therefohildren
with ASD in mainstream settings would be given greater opportutitigow educationally
than in a special needs school placeniEain & Dunn, 2007)In the Autism Spectrum
Disorder Inclusion Collaboration Mode@ASDICM) (Simpsoret al, 2003), a method is
outlined to help support educataverking with children with ASDThe underlying premises
are that it is beneficial to both children with ASD and neurotypical children to be educated
alongside one anothandthat given suitable support and resources educatoispame to
inclusion of certain students wikSD [HFA / AS] in the mainstream settinghis supports

the views ofFein and Dunn (2007). The ASDICM states thdticators are willing to talan

the main responsibility deaching the children with ASD provided there is involvement from
special education staff and other support sgafth as remedial teachers, psychologists or
occupational therapist¥he ASDICM is contingent on collabation as the name suggests:

collaboration between teachers, special education teachers, and suppdrhistadfin
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agreement witlthe Educationwhite Paper §South AfricanDepartment of Education,
2001b) wheresupport for teachemsorking with children wih special needs in mainstream
schools is proposed to come from district based support teams and specialissdcstat

remedial teachers

The ASDICM is built upon five pillars:

T AEnNnvVIi r on marculummoddicatobns, general education classroom
support andnstructional methods

1 Attitudinal and social support

1 Coordinated team commitment

1 Recurrent evaluation of inclusion procedures

1 Homes chool col | abetala00B8,elrT)0 ( Si mpson

The stress levels of parents of children with ASD have been noted to be lower when the
parents are actively involved in the education of their children and the children experience
more positivgparent interaction as a res(fichetter & Lighthall, 2009). fis is an additional

benefit of parental involvement at the educational level of children with HER /

The importance of collaboration between home and school for the success of children with

ASD in the mainstream environment is also presented amongst other idéssebst al,

(200n.In t heir study comparing paremncaand experi el
Americg theyfound that the barriers in South Africa were teacher trainingtendeed for

parent i nvol vement Parents fe¢ltlhat inclusionlcauldl sot be dugcessful i o n .
if the parents of thepecial needs child were rattivdy involved in the education process of

their children.This is a concept also raised by Koegehl.(2011)and Matthews and
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Matthews (2012)An additional barrier in the South African setting, not experienced by the
American parents was that of financ&se South African parentgefinancially responsible

for hiring class assistants, facilitators and various therapists for their children to enable them
to attend mainstream schoofsiother financial issuenisome areas South Africawhere

families ae from low income backgrounds,that of transport (Kujwana, 2008yhich

prevents parents having regular contact with

In ther reflection onThe charteof rights for people with AutismMatthewsand
Matthew$2012) notehat in countries where education is free, parents of childitbn w
Autism (including HFA /AS) should not have to incur any additional cost to educate their
children. Likewisein countries where education costs are covered by the parents, the
educationbcostfor a child with ASD (including HFA AS) should not be greater théme
costs encountered lilgat of a neurotypical childithin the same educational setting. The
educatiorof a child with ASD should not pla@severe financial burden on the faof
that child. For children with HFAAS in South Africahowever this is not the casgysselet
al., 2007).Some South African school teachers also face a challenge in partnering with
parents in the education of their special needs children in thmet garents are illiterate or
have limited educatio(Kujwana, 2008). This leads to misundersiagdetween the two

parties, lack of unity anshcreasednxiety.

Harrington(2011) agrees with the importance of parent involvement for successful inclusion
of chil dren wi t hinmangreamgahool&ise s&yytmtdparenis ef

chil dren with Awhpwarepauded ;n m&nstreanr sohaaesAustralig
reported they needed to take the initiative in dealing with teachers. They also reported the
needto follow upon classroom strategies to ensure that inclusion was successful for their

children. Parents in essence needed to be active advocates forithienamsuring policies
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were adhered t o, t o meet their childrenos

school and parents was viewed as essential.

In their studyfocused on general inclusion in private schools in South Africa, Wattah

(2009) found that barriers to acceptance of learners with special needs were overcome
depending on the challenge presented by each special needs situation. Solutions included
teacher support, physical structural changes (to access wheelchairs), speéiatbbsiges

in learner assessment and changes in teaching methods. For special needs learners with HFA
/ AS many of the solutions mentioned by Wal&iral.(2009) would apply; those being

teacher support, in the form of training on ASD / AS and spec&iéiff (meaning therapists)
(Roberts, 2007); changes in learner assessment, taking into account the communication
challenges of children with HFA / AS and changes in teaching methods, by means of visual

supports (Fein & Dunn, 2007).

It should be notechowever, that private schools do have access to greater funds to make
these changes possible compared to government s¢idéalt®net al, 2009) The
significance of some barriepg&ng overcame in the private school arenasSouth Africa (as

listed above)gives hope that government schools may be able to follow suit in the future

2.7 Conclusions from Chaptdiwo

The South African government seeks to address the need for trairidgaatordo

implement inclusion in outountry by means dfistrict supportteams, preservice and in

service training as well as providing professl supporserviceqSouth AfricanDepartment

of Education,200). The t eacher ds role is undoubtedly
of a child with HFA / AS and without sultée supports in place to educate the teachers on the
awareness of the condition and understanding of isetlcbildren diagnosed with HFAAS

could experience difficulties such as loneliness, nervousness, anxiety and depression
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(Attwood, 2007)However,it was also acknowledged the EducationWhite Paper §South

African Department of Education, 200)1that there will be financial implications for such

strategiedut that in the long run, inclusive education will increase the number of productive
ctizens and therefore | ead t o Discoderimphatine t he ¢ o
barriersto mainstream education afer children withHFA / ASin two selectedatircuits of

the Umlazi school districtvill provide input forchange irteacher trainingn those areaand

will therefore support the changes presented irEthecationWhite Paper §South African

Department of Education, 200)1 This will potentially also supporhe educatoras

individualsin the execution of their jobs, as well as ipportfor schools who wish to be

true to theEducationWhite Papeb (South AfricanDepartment of Education, 200)1but

who are currently ilequipped to do so.

TheEducationWhite Papeb (South AfricanDepartment of Education, 200)1 Pivik et al.

(2002) and Barnaret al.(2000) reveal thahkre are realistic challengesibalusive

education forchildren with special needs. In the South African Journal of Education,
EngelbrechtSwart and Eloff (2001), in a study on inclusive education for childitm

Down syndrome and the stressors caused to educators by inclusion, concluded that educators
needed greater support to meet the needs of special needs learners in a mainstream setting as
well as further training to be effective in their roles as edusaldey suggest that although

their study was of limited scope, it is probable that similar results would be found in other
inclusive situations in mainstream schoolSwuth Africa.Presumablyinclusive education

for children with HFA / AS would followthis account.

Thereforethis studyaimsto explorethebarriers to mainstream primary scheducation for
children with High Finctioning Autism/  A's p e r g e raddthe Riglarpeeseiniad e
the EducatioiWhite Paper 6(South AfricanDepartment oEducation, 2004), to adoptsuch

children into mainstream schools.
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2.8 Summaryof ChapterTwo

Theeducational placement neeatsd options fochildrenwith HFA / AS werediscussed in

this chapterReference was made toetlimited services for children withAA / AS in South
Africa and in particular KwaZuhNatal. International studies as well as research from South
Africa were reflected upon in this chapter to give an overview of the problemllaswe
highlight the experiencesf mainstream schools whigtcept children with disabilities and

in particular Autism Spetrum DisordersChallenges associated with mainstream schooling
for learners with HFA / ASvere raised. fiis information was processedth reference to the
EducationwWhite Pape#b (South AfrianDepartment of Education, 208which regards
mainstream educatiaas beingavailable to all children witmild disabilities (such as HFA /
AS). Lastly, barriers and solutions to inclusion to mainstream schooling for learners with

HFA / AS were discusskin Chapter Two.
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AThey knew | had my own way
met hods so | ong as the effo

Liane Holliday Willey Adultwi t h Asper ger 6s

Taken from berebemai2dg 1980 9,

CHAPTER THREE: METHODOLOGY

3.1 Introduction

In Chapter Threetheaims and objectives of the study are presefitad.motivation foithe
research method chosen, that being, miwethodsusing quantitative and qualitative
elemensis explainedThe procedures for each of the phases of the study is outlined
including; the target population, participant selection criteria, sampling techdafae,
collection method, data gathering instrunand data gathering proce3se pilot study
processalong with results from #pilot study will be presented andlidity and reliability
relevant to the study will be outlineletocedures used to analyse data for the study will be

discussedThe ethichconsiderations for the studhill be discussedh Chapter Three

3.2 Aim and objectives of the study

The aim of this study was to determine and exploradyarto admission to mainstream
primary schools for chil dren s®Wyndrbmettwog h f unct

circuits of the Umlazi schoolistrict.

This aimwasachieved by means of addressing the following objectives:
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1 To explore reasons for refusal to admission into mainstream schools for

children with HFA / AS

T To explore school sdé perceived barriers
with HFA / AS

1 To explore the experiences of admission or attempted admission to
mainstream education for parents of children with HFA / AS

1 To explore the encounters of schoolsonadmit children with HFA / AS

1 To determine the current numbers of children with HFA / AS admitted into
mainstream primary schools in a specific population

1 To explore possible ways barriers to admission to mainstream schools for

children with HFA / AS maye overcome

3.3 Research mthodology

A mixed methods design wasedin this studyincluding Phasel: A descriptive survey
guestionnairewheredataweredescriptivelyanalysed as Weas Phase 2: A focus group,

where dataverethematicallyanalysedAdditionally an autoethnographicaéssaycontributed

data to the study.his elementwas also thematically analysélchshakkori and Teddlie
(2010)discuss howsingmixed methodresearchs not toovercomeaults of contrasting
methodsout toadoptdifferent researcmethod- traditionally thought to be mutually

exclusive to effectively answer interrelated research questiGnsswell & Plano Clark,
2007).Mixed methods research also gives a broader evidence base of data than qualitative or
guantitative esearch could provide aloimea study, giving a more comprehensive and

confident conclusion on the research topayghn, Schumn & Sinagub, 1998elport&

F o u ¢ 20219 Although mixed methods researdesignis a relatively new concept, it is
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now reognised as a valid means to conduct a research study (Creswell & Plano Clark, 2007

Delport& F o uy 20hle Thetwo phasesf the studyare described below.

Phase I: A descriptive survey questionnairevasused to present a broad brush stroke of the
current situation of admissiaf children with HFA / AS ito mainstream primary schools in
the speified population. Descriptiveralysistook the form ofsimple frequency

distributions.

Phase 2 A focus groupwasdutilised to collecualitativedata fom parents of children with
HFA / AS by means of opeended questions for group discussion. Thgperiences in

enroling their children in mainstream primary schoalsd any possible barriers encountered
to the processf admissiorwereexplored Tashakkori and Teddli010) note the practice

of using the quantitative component of a study to influence the qualitative sample; however
in this study the results of the quantitatieettonwereused to constru¢he content of the

interview scheduléor the qualitative section of the study.

Additionally an autoethnographical (Holstein and Gubrium, 2008) elemewasapplied to

this study in the form of a personal essay written by the reseaii¢ismethod seeks to
connect the experiences of a reshar, the experiences of others and current cultural issues
(Holstein and Gubrium, 2008The essay outlitet h e r e sosv@maxpefercesdns
enrolling her son with HFAAS into mainstream schoolindnalysiswasdone bytwo

parties, firstly by armnalyst separate frorthe researcheo prevent researcher bias due to the
researcher s r el antl sSecomdiphthepeseaichertas is thaditiortalanghe c
autoethnographic method (Ellis, Adams & Bochner, 20Thg essaywasthematically
analysedThe autoethnographical essay is part of the qualitative element of the study but

does not form part of Phase 2, which is a focus group.
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These three sources of datasurdriangulation ofdata and thus contribute goeatervalidity
of the outcoméBabbie &Mouton, 2007 Creswell & Plano Clark, 2007The data collected
from these three source®recompared, contrasted and discusseesponse tthe research

objectives

The following sections Mlibe discussed separately for Phassend Piase2 of the study

target population, participant selection criteria, sampling technitpie collection method,
data gathering instrument, data collection process, pilot statiglity and reliabilityand dita
analysis Followingthis, the data fromthe twophasesand data from the autoethnographic

essawill be integrated(Please see section 4.6 of Chapter Four, Results and discussion).

3.4 Phasél: Descriptive survey questionnaire

3.4.1 Target population

The target populatiofor this phasevassenior managemestaff of governmenprimary
schoolsin selectectircuits of the Umlazi school districthese two circuitof the Umlazi
school districtare of interest tthe researchetue to the location of her work. Since the
researcher works askehavioural therapist with children with ASihcluding HFA / AS)in

the Umlazi areghe available schooling for these children is of significance to the researcher.

Two urban circuits of the Umlazi school district are comprised of 216 government schools.
Within these two circuits are eight wards. All high schools from the list were eliminated,
leaving 154 mainstream government schools which cater for primary school children. These

154 schools make up the population for this study.

3.4.2 Participant selectioariteriaand description

The population of a study must be relevant to the stBthwart, 2007)The participant

schoolsin the studywerethereforeprimaryschoolsin two circuits ofthe Umlazi school
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district. A guestionnaireavascompleted by one of the followgnsenior school staff members:

the Rincipal, theDeputy Principal or a Head ofdpartmentTeachers or other stafiembers

are not typically part afheadmissiorapproval process of potential learners amde

therefore otincluded as participant$his is presented in Table Jo&low.

Table 3.1: Selection criteria for school staff

Selection criteria of school
staff participating in the
study

M otivation for selection

Principal

Principals(in conjunction with the school board)e gate keeper
for admissions to school¥hey arekey peoplanvolvedin
decision making for the school policies and influence the
attitudinal tone for the scho@Williams, 1983) They are
actively involved intheadmission procedure for learner
applicationsAdditionally Principals are responsible for staff
morak and enthusiasnCpleman, Thurlow, &ush2003). This
appliesto attitudedowards special needs includiatiitudes
towards children withHFA / AS. These potential attitudes of th
Principals couldnfluence staff support of the acceptance of
children withHFA / ASinto the schootoncerned.

The Rincipal is also responsible fieeping records of all
learrer admissions at the school (KwazWNatal Department of
Education, 2010 Admission policy for ordinary public schaools

Deputy Principal

TheDeputy Rincipal stand in place of the Bncipal assuming
the duties of th&rincipal intheabsence of thBrincipal and ats
as a spport to the Hncipal. The Deputy Hncipal is also
involved in sclool administration and systems (Colenstn
al.2003)

Head of Department

TheHead of partmentakes on the role of the Deputy
Principal in schoolsvhere ngposition for a Deputy ihcipal is
held. The role of the Head ofepartment is to be a subject
specialist as well as to giw@ministrative suppofColemanget
al.2003)

Twenty-eight senior staff members completed the questionnaires. TAfireatyf the 28 were

Principals or Deputy fincipals and three were HeaofsDepartmentTo ensurell senior
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school staff participating in the study met the selection criteria, a letter accompanied the
guestionnairesavhich was addressed specifically to thaisestaff members requesting the
completion of the questionnaire (See Appendix D for a copy of the letter). Additionally, it

was specified on the questionnaire that completion was to be done by a Principal, Deputy
Principal or Head of Department only. Beaipants were asked to mark the box which

applied; to give the researcher assurance that completion was made by the appropriate person

(See AppendiA for a copy of the questionnaire).

Two circuits of the Umlazi school district were selected for partiicipan the study. These
areas were chosen as they hold significance to the researcher who works as a behavioural
therapist in those regions. In addition the schools in the areas presented with a range of
resources, class sizes, grades avaijatimber otchildren per schoand genders enrolled
giving a cross section of the communiéyl schools were mainstream primary government
schools Twenty-sevenof the 28 schools which returned questionnaires consisted of female
and male learners. One school was a female only school. All but one school requested
feedback on the study following its conclusi@f.the participant schools, two schools

offered gradeR to grade 3, three offered grades 4 to 7, five offered grades 1 to 7 and 18
offered grades R to 7. Twenty schools in total offered grade R (along with other grades).
Thirteen of the 28 schoolgd between one and 30 children per ciambvere able to
acommodate between 50hdi750learners. Further discussion on class size and number of
children per schools as well as grades offered at schools is@ihagter Four in section
4.2.3Theselection criteridor schools participating the study are prestad inTable 32.

below.
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Table 3.2: Selection criteria for participant schools in the study and motivation

therefore

Selection criteria for schools
participating in the study

Motivation for selection

The school must be a primary school

The importance of the schools being primary
schools is that inclusion in the South African
context is a relatively new concept; it is thus
unlikely that older children witklFA / AS would
have had the opportunity benefit from inclusive
educationn the past and are therefore unlikely
make the chang® a maingream schooin high
school(South AfricanDepartment of Education,
2001b).

Preschools do not form part of this study, as
preschool is not consideréormal schooling and
falls under Early Childhood Educatiofor
learners aged-8 years $outh African
Department of Educatn, 2001).

Children enrolled at the school must be
within t he primary school age range of
4.512 years

Learners can enrol fgrade R between the ages
of 4.5 years and 5.5 yegiswaZulu-Natal
Education Departmen2010).Children should
complete grade 7 at age 12, with the exceptifon
children who have repeated a year or years dui
primary school education (South Afrita
Depatment of Education, 19%%.

Grades offered at the school mudbe in
the range between Grade R and @Gde
7, with a minimum of three grades
within the specified range

Schools with fewethan three gradesould have
reduced opportunity for observation of children
with ASD. Grade R is currently also not part of
formd schoolingbut the Education Epartment is
moving towards including it in the formal
schooling years. A goal was set in theéucation
White Paper 52001a) to have all children who
enter Gradd. by 2010attend a grade R year. In
theKwaZulu-Natal Department of Educati@ns
Annual Report 2010/2011 this was stde
achieved in excess of 85% (2@).1
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The school must be a mainstrearachool | Exkorn (2005) outlines the benefitsiatlusive
education forchildren withHFA / AS. This study
focuses on barriers toclusiveeducation for
children withHFA / AS, therefore pecial needs
schools will be excluded.

The school must be agvernment sch@l | The value of selectingoyernment schools is thal
they are subject to the requirements ofSoaith
African Education @partment and therefore one
would expect them to follow thelexant policies
and legislatiorof the country(South African
Education Department, 2002)

To ensure participant schools met the selection criteria, a igtvarnmenschools in the

target areaincluding contact details for the schools, was obtained fro{ZiNe Department

of Education district office. The researcher personally hand delivered questionnaires to the
schools or hand addressed envelopes which were sent to the s$oleysare only schools

which met the selection criteria were contacted regardingttialy.

3.4.3 Sampling technigue

Convenience sampling was used to determine the targetfaresatiools Convenience

sampling is one of the most commonly used sampling techniques due to the low costs
involvedand the time efficiencyStewart, 2007Gravetter &Forzano 2010)Cost and time

however should not take from the need for participants to effectively answer the research
guestions (Stewart, 2007). Ttveo selectectircuits of the Umlazi school distritibld interest

for the researcher as the researchartke/as a behavioural therapist with children with ASD

who live in the Umlazi area. Therefore available schooling for these children is of
significance to the researcher. The receptiveness of the schools in this district to children with
HFA / AS is of reevance. The location is therefore practical and convenient. A list of

mainstream primary schoolstime Umlazi districivas obtained from th€ZN Department of
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E d u c a Distrctrofiice and twocircuits of the Umlazi school district were identified from

this list to establish the population of the study.

3.4.4 Data collectiormethod

A descriptive survey questionnaiveasutilisedto obtain data from the schoolBue to the

size of the population being studiadd the wlume and variety of datollected this method

was chosersince surveys are an efficient method of gathering large amounts of primary data
from relatively largepopulation groups (Babbie Blouton, 2007).A survey should only be
considered as an effective data gathering tool if it is knthat the participants are literate
(Babbie &Mouton, 2007). In thistudy the persacomipeting the questionnaire wesenior
school staff members, whetevasassumed all are literate, having completed secondary and
tertiary educationDatawerecollected concerning the understandingd®fA / AS, the

number of children wittHFA / AS present in the schools, the barriers to admission to the
schools for children wittdFA / AS, the structure of the schools and conditions needed to

remove barriers to admisss for children wittHFA / AS.

In order to obtain particular information from mainstream schaoladmission of learners

with HFA / AS, a questionnaire was constructed. Questions about the admission of children

with HFA / AS to mainstream schoolgere ceveloped basd on the literature survey and the

use ofpolicy documents, combined witheh r e s ear c her dehavieuxaper i ence &
therapistworking with children on the Autisnpgctrum Althoughqualitative studies on the

topic werefound (Yssel,et al, 2007;Waltonet al.2009;Kujwang 2008 Harrington, 201},

no similar existing questioniva was found in the literaturéherefore the researcher designed

a questionnaire to fill this aim
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3.4.4.1 Data gathering instrument
The guestionnaire was developethgghe aim and objectives of this study and was
submitted to the departmental statistician where it was scrutinised and approved (Mrs Fikile
Nkwanyana Biostatistician / Lecturer College of Health Sciences UniverdtywaZulu-
Natal16 March 2012)The poposed questiaire was also presented to a Deputy school
Principal and the e s e a supdrvesaor ansl ecsupervisor for revievanddiscussiorof the
guestionnaire content, type of questions developed and to establish a base time a participant
would taketo complete the questionnaifhis questionnaire waater piloted (See setion

3.45).

The questionnaireomprise 28 questionseight open ended questisrsix fixed response
guestionsfive multiple choice questions amihe contingency question$he questionnaire
was designed ttake 1620 minutes to complet&iselen andJys (2005)suggesthata self
administered questionnaire should take no longer thaBQLBinutes to complete and that
self administered questionnaires lenthan that timearelikely to directly negatively
influence response rates.more precise time estimateasdeterminedafter thepilot study

hadbeen completed

Below isTable3.3which presents the sections and motivation for sections included in the

guestionnaire.
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Table 3.3: Sections included in the survey questionnaire and motivations therefore

Sections and questions

Motivation for inclusion in the study

A

Biographical information of
senior staff member
completing the questionnaire

Variables such as age, gender, years of teaching
experiencand trainingmay contribute towards a
senior staff member 6s
HFA / AS beingacceptednto the school
concernedHorrocks White andRobertg(2008
foundthat demographics such as gendegrg of
experience as ariAcipal, formal training in the
field of ASD and professional experience
positivdy influencedthePi nci pal 0s
recommendtions for learners with ASD in
mainstream school#ge of Principals close to
retirement age was shown to affect negative
attitudes towards inclusion gduld 2009)These
variables werdéooked at in relation to data
collected from the senior staff memberiso
complete the questionnaire.

Information regarding the
structure of the school

Waltonet al.(2009) in their study on inclusion
found thathow the school was structurddr
example in terms of support staff, positively
affected inclusionHowever the study involved
private schools which they note have snuddisses
Areas such as thes@reinvestigated in this study
regarding government schools

Enrolment history and
experience of children with
HFA / AS in the school

The experiences of schools which have had
learners wittHFA / AS enrolled in the pastay
influence the attitude towards repeating the proc
in the future. Should a child witHFA / AS have
attended the school in the pasd achieved well, i
waslikely that the school management will look
positively on accepting another learner vHRA /
AS in the future. Likewisga negative experience
with a learner wittHFA / ASis likely to hinder
acceptance of another learner witRA / ASin the
future (Barnardet al, 2000) However, each child
on the Autism pectrum presents differentlyithin
the triad of impairmentéExkorn, 2005)so past
experience can easily form a barrier to enrolme
in the form of attitudes of stereotyping and biasg
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D | Barriers to enrolment for Ainscow and HaileGiorgis (1998)oncluded that
children with HFA / AS and barriersto inclusive education fagspecial needs
conditions needed to overcome learners werattitudes and financewhile Barnard
these barriers et al.(2000) found lack of staff training and
difficult behaviour from learners with HFA / AS t
be barrierdo acceptance of learners withegial
needdnto mainsteam schools. Pivikt al.(2002)
found bullying to be among the barriers as well
other attitides being barrier§hus a variety of

barrierswereexplored
E | Understanding of HFA / AS A seniorschoolst af f member 6s
and related attitudinal whatHFA / ASiswi | | i nfl uence
barriers attitude about suitability of a learner withFA /

AS in the school concerneilisunderstanding
about or lack ofamiliarity with a condition was
seen to be a barrier taclusive education for
children with special needs inelstudyby Pivik et

al. (2002)

F | Understanding of the The EducationwWhite Paper §South African
Education White Paper 6 Department of Education, 208)lis an official
inclusion policy for government document and understanding of ho
children with special needs this special needs document should be
(including HFA / AS) and implemented in a school will influence a senior
government support staff member s action

rejecting a child withspecial needs (specifically
HFA / AS forthis study)into the school
concerned.

Likewise, theEducationWhite Paper §South
African Department of Education, 200/1outlines
that one of the conditions needed in overcoming
gapswith special needs learners inamstream
schools is teacher supparid training.

Sections AC of the questionnaireegard factsabout the person completing the questionnaire
as well as facts about the schools participating in the stedyiof Dconcerns barriers to

mainstream education for childretFA / AS and posible conditions needed to overcome the
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barriers. Sections E andrégardunderstanding andews abouHFA / AS and government

policy.

The formulation of these categories was based obatreers found in the literatuf@arnard

et al, 2000; The EducationWhite Pape6, South African Department of Education, 200,1

Pivik et al, 2002;Anthony, 2009Walton,et al, 2009)a s we | | as the researc
as a behavioural therapist and her inogdlhentso
additioninformation presented to the researcher in her role as the facilitator of a support

group for parents of children with ASBas used to construct the categar{8seAppendix

A for a copy of the questionna)re

3.4.4.2  Datacollection process
Following ethical clearance being grantedthg Humanities and Social Sciences Research
Ethics Committee otniversity of KwaZuluNatal SeeAppendix B for a copwf the letter)
permission wasequested from th€ZN Department of Bucation to conduct this study in
theUmlazi schoodistrict (SeeAppendix Cfor letter of permission from th€ZN
Department of Educatiomplease also see section 3.8 for additional informatidne KZN
Department of Education is the gatekeeper for @ntoyschools for this studyVritten
permission vas thereformeeded from th&ZN Department of Educatidoefore the research
could commencePermission wagivenon 11 Jun®013 viaelectronicmail. A hard copy
was later received vidé South African postal servideollowing the permission from the
KZN Department of Educatioirincipals of mainstream primary schools in the selected
circuits of theUmlazi school district wereontacted regarding participation in tlesearch

and questionnaires wedsstributed

The distributionof questionnaires was done in one of three ways; sent electronically to

schoos, sent via the South African postal senacen the case of schoolghich werein
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close proximity to the researchdelivered by handEmail responseieceived by the
researchewereprinted out angbosted questionnair@scluded stamped envelogaddressed

to the r es e aforcctura R&3mnsesdraramil detivered questionnairegre
collectedeitherby the researcheanr for schools which wre further away from the
researcherds residence, stamped envelopes
included withthe questionnaisewhendelivered(Babbie & Mouton, 2007). fese were

returned via the South African postal servi#hen no furher emails were returned, attempts
were made to contact the remaining schools via telephone. Telephonic attempts were also
made to contact all other schools which had not returned questionnaires which were hand
delivered or sent via the South African @dstervice.Babbieand Mouton (2007putline the
option of mixing methods for collecting questionnaires, adding that hand delivered and

collected questionnaires yieddhigher response rate

Attached to each questionnaire weasovering letter expiaing the purpose of the studyd
information about the researcher and tiiversity represented (UKZXBabbie &Mouton,
2007) Theletter discussed theportanceof participating in the studip assist withoffering
information about children withHIFA / AS in mainstream schools and howaeercome
barriers toenrolmentfor these childrenlt also outlinechow long the questionnaire would
take to complete and when it should be completed by as well as how to return the
guestionnaire once completdthe letteralso include information about confidentially
regarding the padipatingstt o o | s 6 (Eiselen&tUyst2008) An informedconsent
form accompaniethe letters. Bch person wishing to participate in gtadywasasked to
give their consent to pactpate in the study by completing an informamhsent formA copy
of the consent forrvasgiven to each participaii®eeAppendixD for copies othe letter to

schools and informed consent fojms
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The questionnag wasadministered to therfcipal, DeputyPrincipal or a Head of
Department onlyThiswasto eliminate responsésm staff members who may have
minimal or limited experiencer limited involvement in the enrolment process of learners
Principals(in conjunction with the school boardeing gate keeperfor the schoqglare key
peoplein deciding policy for the schoaind are therefore actively involved in admission
procedure for learner application§eaches will not havethe same authoritgs to who is

acceptedr refused fronthe school(Williams, 1983)

The Principal, Deputy Principal or a Head afgartment of the schoolgererequested to
complete the questionnaire in writing or via email depending on the presanteroét

access at the school.

3.4.5Pilot study

3.4.5.1 Validity andreliability testing:
Validity in a research studyan be understocasiit he concern for the tru
the accuracy of theresuite r At he degree to which the study
it was i nt e (Ghete&tForzaron281ipel6M This can be achieved in a
studyby addressing the quality of the process of gaining data. This means the measure used
to gather data must be an appropriate means to (Rabbie &Mouton, 2007 Creswell &
Plano Clark, 200)Z Due tothe time and budget restraints of this stutlyas not possible to
use the testetest method of establishingliability. Other tests of reliability were not
relevant with the different measuring instruments involving different populations that were
used in the researcNalidity was developed by means of face and content validibythis
end, the questionnaifer the focus grougontained concepts derived from the literatarej
wasguided by specialist evaluatiof pilot study of the questionnaire was conducted

(Creswell & Plano Clark2007). The outcome from the pilot study wimat the content
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pertaining to schools and ASD was accurate ([@&dxe 3.4). This was established by the
professionals and specialisthavparticipated in the pilot studgontent validity was
thereforethe focusTo develop he proposed questionnaiteefore pilotingt, it was
presented ta biostatisticiana Deputy school Bncipal, the supervisoand theco-supervisor
of theresearchefor discussionto assessontentand appropriateness of questions asked.

Content validity was furtheaddressed during the pilot study.

Tashakkori and Teddlie (2016pmment on the importance of pilot studies to evaluate the
appropriatenessfa tool for agiven studyAdjustments made to the instrumeesulting

from the pilot studyhould beused to refine the instrumeiithe pilot study is part of the
development of the researdrhe questionnaire wakerebrepiloted in a studgonducted
before the research wamtiated, to determine the validity of the questionnaiiiee
guestionnairavasgiven to a individual who held the positiddeputyPrincipal in a
mainstreanprimary school irthe targetirea in the past as well tasthe head ofraAutism
facility (therapycentrg in KwaZuluNatalto complete The need for ®eputyPrincipal of a
mainstream primary schota pilot the questionnaire was determine if the questions are
applicable to the mainstream setting and the inapog of theAutism specialist wato

determine the validity of the content, specific to A8Dparticular, HFA /AS.

3.4.5.2 Deputy Principal
The profile of a persowho had held the positioaof Deputy Principal aa school in the
Umlazi district in the pasind who is cuently working at a private school in the role of the
Head of Departmemwas identified Theresearcher contacted this person via enfaié
person agreetb complete the questionnaire for the pilot stullye person was approveg
t he r e s e arsorboasidéring siselngdevorked in the target area in the past and that
she had held the position of Deputy Principal, which is one of the criteria for participants for

the main study.
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Theresearcher emailed the questionnaire, the covering letter andfattersent to the pilot
study participant. The email also included instructi@nsut recording the length of time
taken to complete the questionnaire and requested comments regarding clarity of the
guestions asked he participant completed the questiaima and emailed it back to the
reearcher. There were no commeal®utthelack of clarity and length of time to complete
the questionnairélhe researcher then met with the participant, who said the questionnaire
had taken 30 minutes to complete and tittaquestions were ambiguous or confusing. She
did mention however that she did not know what PBROS was and that she took time
while filling out the questionnair® research ibnline. PDDNOSis mentioned in the
covering letter which accompanied tipgestionnaire, so it would appear that the participant
did not read that section of the covering letter cledityetime needed to complete the

guestionnairevasthereforeestimatedo be approximatel20 minutes.

3.4.5.3 Autism facility
The researcher contactadvell known Autism facility (therapy centre) in the greater Durban
area, via email and telephone regardindipi@ation in the pilot study, asorfacility was
found in the target area (Umlazi distjidDne of the managers of the centre agreed to
partidpate in the pilot study and the researdeiveredthe questionnaire. The researcher
explainedhatt he purpose of the managerds participa
HFA / AS content of the questisand to give feedback regarding termsdisclarity of
guestions and length of time taken to complete the questionRall@wing the completion
of the questionnaire, the researcher asked the manager if any cvenge®ed to the
guestionnaireThe managerepliedthatshe did nounderstandjuestion 21). Question 21h)
states ANAFor each method marked above, indica
methods oOoweler she was able to complete the section and on review by the researcher,

the question had been answered correltttpok the managdess than half an hour to
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complete.The manager evaluated the questionnaire to be suitable for use in the study and

confirmed that the content pertaining to HFA / AS was correct.

Following the independent completion of the questionnaireedpeputy Principal and the
Autism facility manager, the researcher then met with the individuals separately to ask about
changes needed to the questionnaire. In both instances the information was recorded on a
form and later used to adjust the questior@mdihe data btained from the pilot studyere

used to finalise the instrument and to address the following to ensure validity:

1 What changes needed to be made to the design of the questionnaire and to the
content of the questionnaire

1 If any questionsvere offensive to the participants

1 If any questions were misleading or ambiguous

1 If instructions to complete the questionnaire were clear (Gomm, 2008)

1 If the time takerto complete the questionnaire felithin the goal time of 1.0

20 minutes (Eiselen & Wy 2005).

The pilot study revealed that changes were not needed to the content of the questionnaire
The questions were not foutwl be offensive or misleadirgit one question, question 21. a)

was found tdoeunclear. The time estimated to complete thestjonnaire remained
unchangedalthough 10 minutes to complete the questionnaire pertained to schools which did
not have learners with HFA / AS enrolled. Approximately 20 minutes pertained to schools
which had experience with learners with HFA / AS andildherefore take longer to record
their experiences than schools which did not have learners with HFA / AS enRakadts

from the pilot stug are represented in tAable 3.4below.
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Table 3.4 : Changesmade to the questionnaire following the pilot study

Areas for possible changes | Changes made Changes specifid

Content changes none n/a

Offensive questions none n/a

Misleading or ambiguous none n/a

guestions

Unclear instructions yes Question 212a)
examples were given for
clarity to assist participants
in completingthis question

Time to complete the none n/a

guestionnaire

The reliability of a study explores the extent to which the study can be replicated over a
similar setting under similarircumstances and achieve the same resitht is the study

must be consistent and dependable over (@oden, Manior& Morrison,2007).A
guestionnaire wassed for this studiut due tadime and budget restrainiswasnot possible
to design an equalence study to teseliability or to use the testetestmethod to establish
reliability. This is one othe limitations of this studyengelbrechtet al.(2001) collected data
from 10 schools where children with Down syndrome were educat@ahainstream school
and proposed that it would not be improbable for their findings to be transferable to other
schools in South Africa practicing inclusidrikewise due to the relatively new approach to
inclusion in general in South Africa and the inexgece of mainstream educators in the field
of ASD, it is possible that a study of this natai@ne n other school districts ikwaZulu-

Natalmay reveal similaresults

Validity of this study waslso enhanced as tterget area from which data werellected
comprises schoolsdm varying economic and social standings. This meatsabllected
from other regions is likely to yield similar results to the target area for this study as this

target area is not unrepresentative of other urban school districts
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3.4.6 Data analysis
The purpose of the survey wisobtain an overview of theurrent situation regarding
barriers toadmission tanainstream educatidor children withHFA / ASto schools in

selected circuits adhe Umlazi schooldistrict

Thequantitative data collected by closed questiorth@guestionnairavererepresented

using aescriptive statisticéBabbie & Mouton, 2007) The data collectederecaptured and
subsequently analysed using the Statistical Package ¢l Sziences (SPS&rsion 19),

with the assistance of Mrs Fikile Nkwanyana Biostatistician / Lecturer College of Health
Sciences University of KwaZulNatal. Due to the low response rate of the survey, it was not
possible to perform statistical tests with the quantitatata.dT he qualitative data collected

by open questions in the questionnawererepresented aséimes and tabulated.

3.5 Phas&: Focus groupnterview

A qualitative approach was selected for this stage due to the smaller number of participants
and the typ®f data being collected; i.e. the perspectives and experiehtss participants
(Babbie& Mouton,2007). A focus group can be used in research as a standalone method or
as part ok mixed methods approach to bring greater depth of knowtedgstudy(Vaughn,

et al, 1996).The experiences andewpoints ofparents of children with HFA / A®

barriers toadmission tanainstream educatidor their children vereexploredin Phase.

3.5.1 Targetpopulation

Theparticipants for Rase 2 wergarents ofthildren with HFA /AS who hadexperienced
barriers inadmittingtheir children into mainstream governmesnhools in two circuits of the
Umlazi school district as wedls parents with children with HFA / AS who have successfully

enrolled their childremito mainstream school§he participants resided in the target area.
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3.5.2 Participant selection criteriand description

The selection of participants for a study is an essential part of the reaadrsélection

should be made according to the relevance@ptrticipants to the study (Stewart, 2007).

Selection dteria are presented ifable 3.5 below

Table 3.5: Selection criteria for participants in the focus group and motivation therefore

Selection criteriafor participants in the
focus group

Motivation for inclusion in the study

Participants must be parents or
guardians of a child or children with
HFA / AS

Parents of children with disabilities other
than HFA / ASwerenotincluded in the
focus group as ik study focusedn
barriers to mainstream education for
children with HFA / AS Parents or
guardians are the persons responsible fg
ensuring the children in their care get an
educationSouth African Department of
Education, 2005)They will therefore hae
firsthand knowledge of the process of
school enrolment for their children.

The parent or guardian must have
attempted toenrol or haveenrolled the
child or children with HFA / AS into a
mainstream primary school

Parents who are homeschooling their
children or whose children are atterglin
special needs schools and tmend
attempted to mainstream thehildren with
HFA / AS werenotincluded in this study.
These parents would not have gone thro
the process of attempting to enrol their
children wth HFA / AS in a mainstream
school and would therefore not be able tc
contribute to the discussion questions on
the topic.

The parents in this study are those who
desire their children with HFA / AS to be
educated in a mainstream sch@egin &
Dunn 2007. In additionparents who have
not attempted to enrol their children with
HFA / AS into mainstream schools will ng
have firsthand knowledge of barriers to
mainstream education for children with
HFA / AS.
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The enrolment or attempted enrolment
of the child or children with HFA / AS
into a mainstream school must have
occurred in the past 5 years.

Including only parents with children with
HFA / AS who have enrolled or attempte
to enrol their bildren in the current year
would havegreatly reduce the participants
available for the focus groyBabbie &
Mouton, 2007)A time frame ofenrolment
or attempted enrolment in the pése
years was therefore chosen.

The child must have been between the
ages of 4.5 years and 12 yeaas the time
of application to a mainstream primary
school.

Learners can enrol for grade R between
ages of 4.5 years and 5.5 yeaZN
Departmentof Education2010). Children
should complete grade 7 at age With the
exception of children who have repeated
year or years during primary school
education (South African Department of
Education, 1996).

The parents musthaveenrolled or
attempted to enrol their children with
HFA / AS in the selectedcircuits of the
Umlazi school district.

This study focusedn barriers to
mainstream education for children with
HFA / AS intwo selecteaircuits of the
Umlazi school district. Therefordata
collected fromparticipants irPhase 2
needed tdefrom these areas.

Five participants comprised the focus gr@sge section 3.5.3 sampling technique for how
participants were recruited)l were women who were parents of children with HFA / AS.

All had enrolled or attempted to enrol their children into mainstream government schools in
circuits of the Umlazi schodlistrict The children of the participants ranged in age from six
totwelveyearsold A chi |l dren had a diagnosis of Asper
had been diagnosed by a range of professionals including paediatric neurologist and
psychologists. Thehildren ranged in school grades from Grade R to Grade 7 and the current
educational settings for the children were mainstream government sdtwmuobs schoohnd

a special needs school. The number of school applications made at mainstream government
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schals ranged from one to four, with one participant not specifying the number of

applications made. Thiaformation is presented ifable 3.6Below.

Table 3.6: Biographical information of focus group participants

Participant | Age | Gender | Diagnosis of | Diagnosed by | Grade | Current School
of of child | child of child | school setting | applications
child made
1. Mother |11 Male A's p er g | Psychologist 5 Mainstream 4
Syndrome Neurologist government
Speech therapis school
2. Mother |12 Male A s p er g | Paediatrician 5 Mainstream 1
Syndrome Psychologist government
Doctor (GP) school
3. Mother |6 Male A s p er g | Paediatrician R Home school | Not specified
Syndrome Neurologist
4. Mother | 12 Female | As p e r g | Paediatrician 7 Special needs | 3
Syndrome Neurologist school
Psychiatrist
5. Mother |9 Female | As p e r g | Psychologist 2 Home school |1
Syndrome

Three to four or three to six focus groups are recommended for a study (Onwué&gbuzie

Collins, 2007 Stewart,2007) However considering the currerstudy followeda mixed

methods desigranly one focus grouprasconductedStewart, 2007)Additionally one of

the purposes of the focus group was to exphoiek exchangeleasfrom the participantsn

overcoming baters to admission to mainstream schooling for children with HRS /

therefore a single focus group was sufficieMaughn,et al, 1996). $nce ths was a mixed

method study, it wasnot necessary for the sample sizes of the two components of the study

(quantitative and qualitative, i.e. Phase 1 and PRpgebeof the same size (Creswell &

Plano Clark, 2007).

The focus group compriddive participantsand although this wasne participant short of

therecommendedumberof six participantgVaughn,et al, 1996;Stewart, 2007;

67




Tashakkor& Teddlie 2010)the datacollectedwererich enough for a successful focus group

as stated by the focus group facilitatga(ghn,et al, 1996; Stewart, 2007PDther factors

which could limit the success a focus grap with participant numbers fewttan six are
unstimulating discussioand the danger of one participant dominating the conversation
(Vaughnet al, 1996 Stewart, 2007)in this case neither of these factors were realised as the
topics of dscussion were of deep importance to the participants and therefore the discussion
was lively and meaningful. Trekill andexperience of the focus group facilitatodeading

focus groups in the pashsured the discussion was balanced between partg{panighnet

al., 1996) Benefits of numbers less than six in a focus group are that the discussion is deeper
and that each participant has more opportunity to contribute their unique perceptions to the
discussior(Vaughnet al, 1996).Focus groups asrall as two participants (Peé&k

Fothergill, 2007) or three participants (Pugsley, 1996) faweed part of studies.

3.5.3 Sampling technigue

Participants in a study must be both willing to be involved and be able to contribute to the
data needed to fulfil theesearch goal of the studgtewart, 2007)Additionally the

participants must be representativelef population being studieduiposive sampling was
thereforeused to select participants for this phase oféisearchthe focus group interview
(Stewat, 2007) The purpose of this portion of the study erploringthe experiences

parents of children with HFA / AS have had in enrolling or attempting to enrol their children
into mainstream primary schools therefore determines the particijgaitbie &Mouton,

2007 Creswell & Plano Clark, 200Q7Participants wereecruitedfrom local Autism support
groups andorganisatios for parents of children with ASOo contact parentsn data bases
from local Autismsupport groups and Autisorganisationsthe organisations wereontacted
telephonicallyand by electronic madnd the purpose of théusly and the focus group was

explainedStewart, 2007)A requestvasmadefor an email to be sewut by the
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organisatios and support groups people on their datbasenviting participantsvho have

children with HFA / AS to join théocus group Theemailincluded contact information

aboutthe study and theesearcher. Persons responding favourably to the request for
participantghencontacedthe researcher dictly regarding involvementhe researcher then

emailed or phoned the potential participants to determine if they met the criteria for the group

by asking sever al guestions about the.chil dbé
Once it wasestdlished that the criteria wereet, the researcher emailetetier of

information about the study as well asiavitation to the participawhich contained details

about location and timgStewart, 2007)SeeAppendix Efor copies of the letter of

information and invitation to the focus grqup

One support group was an onlii@eebookgroup. For this group the administrator of the

group was contacted viaceboolkand pemi s si on t o p dasdbookvallwashe gr ou
requested. Following permission, information was posted and potential participants were
requested to contact the researcher via email. Again potential participants were screened for
suitability following which an invitation containing details of the locatamd times of the

group was emailed. whatsappsupport group was notified following similar methods.

Sever al potenti al participants contacted t he
assistance. As information about the study became known in the Autism community parents

of children with HFA /AS forwarded the letter of informati@bout the fous group to other

parents of children with HFAAS of their own accordlhese parentsvho were informed by

other parents of children with HFAAS, thenmade direct contact with the researcher.

3.5.4 Data collectiormethod

A focus groupwvas used as the datallectedrelatal to the saméssueto which the

paricipants in the focus groups wdneked, i.e. admission to or attempted admission to
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mainstream education for their children with HFA / AS and the associated barriers.
Thereforetopics discussederecommon to all participants in the focus grotipus the

focus groupvasanef f ect i ve us e timé(Vaudhreetal 4396 Additohadlyr 6 s
the dynamis of a group discussioprovided immediate clarity on the comparison of

parti ci p atherthad theydeduatien ofrsuch views from separate intesvaoew
guestionnaires (Babbie Blouton 2007 Stewart, 2007)Data was collected by means of a
facilitator conducting the focus grouphe focus group facilitator was a senior academic
holding a B D in Social work research. She was informed about the project several months
before the focus group was held and she had done her own reading on the topic of HFA / AS
before agreeing to be involved in the research. The researcher was not present during the

focus groupiscussion

3.5.4.1 Data gathering instrument
A shortbiographicalquestionnairevasadministeredo the groupwith the participants
recording their answers on the questionnditereafteran interview schedulasused by
thefocusgroup facilitator toorally present issue® the groupparticipantsor discussion

(Gomm,2008).(SeeAppendix Efor copy of biographical questionnajre

Theinterview scheduléor the focus groupvasdeveloped from the data obtained from the
guestionnaire used iPhasel, completed by the senior staffembers of the schools iwa
circuits of the Umlazi districfThe nformation collected regding barriers to mainstream
education for children with Hk/ AS and the possible conditions needed to overcome these
barrierswerethe source ofheinterview scheduleThesedatawereused to construct the
interview scheduléo assist in addressing the aamd dojectives presented in Chapten®©
(Vaughnet al, 1996).TenopenendedquestiongStewart, 2007yvith follow up probe
guestionss necessamyereused(Babbie & Mouton, 2007)The order of the questions

ensured that the most critical datarecollectedfirst and more general questions were
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presented kar in the discussion (Stewart, 2007). Additionally, since the topic was

emotionally provoking, questions were ordered as to xtwest participants emotionally

staggering questions which may have provoked strong feelings with those which were more

emotbnally neutral (Stewart, 2007)he construction of the interview schedule was

submitted

t he

resear cher 6s

supervisors

for the focus group (Stewart, 2007The focus group facilitator was presented \iliid

interview schedule two weeks before the focus group met to ensure that the facilitator was

familiar with the questions for discussion and to give opportunity for the facilitator to ask for

clarity in any areasStewart 2007) (SeeAppendixE for the interview schedule The basis

of the questions, the study objective met by using the questions and the motivation for the

guestions are presentadTable 3.7below.

Table 3.7: Questions for focus group, theaim of the study it addresses and the
motivation for inclusion in the focus group

Question

Study objective addressed

Motivation

1. Characteristics of
HFA /| AS

To expl ore s«
perceived barriers to
mainstream education for
children with HFA / AS

Misunderstanding about a condition w
seen to be a barrier to inclusive
education for children with special
needs in the study by Pivé al,

(2002).

Li kewi se parentso
misunderstanding of the condition will
affect which schools they approach fo
admi ssi on. AHiIi gh
an official term for diagnosis (APA,
2000,WHO, 2013 but is used
extensively by teachers, doctors and
therapists to describe the level of
performance a child with ASD display
(Autism Society of America, 1998).
AHIi gh Functioning
used subjectively, with professionals
(Whitby & Mancil, 2009) and

communicated partially to parents.
Mainstream schooling is not appropria
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for all children with ASD(Schopler &
Mesibov,1992; Whitby & Mand,
2009). Havever,one of the benefits of
mainstream schooling is the social
exposure available to children with
HFA / AS (Attwood, 2007; Fein &
Dunn, 2007). Social exposure is
important to children with HFAAS as
social deficits are one of the
characteristics of HFAAS (Dodd,
2005).

The question was asked to allow for
comparison between data collected fr
Principals /Deputy principalandHead
of Departments about their
understanding of HFAAS.

2. Experiences of parents
to admit their children
with HFA / AS into
mainstream government
primary schools

To explore reasons for
refusal to admission into
mainstream schools for
children with HFA / AS

To explore the experiences
of admission or attempted
admission to mainstream
education for parents of
children with HFA / AS

Parents are responsible for ensuring
their childrenreceive an education
(South African Departmeruf
Education2005; Yssekt al, 2007).
They will therefore have firsthand
knowledge of the process of school
enrolment for their children.

Barratt (2005) outlines how some
parents find it necessary to conceal th
chil ddés diagnosi s
educational plageent for their
children.

The questiorallowedfor comparison
between data collected Phase from
principals /Deputy principalg Head of
Departments about admitting children
with HFA / AS into their mainstream
government primary schal

3. Screenng processes
used by mainstream
government primary
schools to admit children
with HFA / AS

To explore reasons for
refusal to admission into
mainstream schools for
children with HFA / AS
To exploreschoots 6
perceived barriers to
mainstream education for

Reviewing the methodssad to screen
children for admission will reved#i the
schools had an accurate understandir
of what HFA /AS is. Not all children
with ASD are suited to mainstream
schooling (Schopler & Mesibov, 1992
Whitby & Mancil, 2009).
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children with HFA / AS

(as experienced by parents
To explore the experiences
of admission or attempted
admission to mainstream
education for parents of
children with HFA / AS

Since parents hold thesponsibility of
finding an educational placement

for their children (South African
Depatment of Education, 2005; Yssel
et al, 2007), they will have firsthand
knowledge of the screening processe;
used at the mainstream government
primary schools thegnrolled their
children at or attempted to enrol their
children at.

Parentsodé response
processes will contribute to data on th
experiences in enrolling or attempting
to enrol their children in minstream
governmenprimary schoolg¢Barratt,
2005).

The questiowill allow for comparison
between data collected from Principal
Deputy Principal$ Head of
Departments about the screening
methods used in the admission proce
of children with HFA /AS into
mainstream government primary

4Teacher so ¢
of teaching children with
HFA / AS, as reported

by parents

To explore the encounters
schools whichadmit
children with HFA / AS (as
experienced by teachers
reports to parents)

To explore reasons for
refusal to admission into
mainstream schools for
children with HFA / AS

This question was asked as the
experiences teachers have had with
learners with HFA / AS in their classe
in the past could influence their attitud
towards repedatg the praess in the
future (Ainscow &Haile-Giorgis, 1998;
EducationReview Jfice, 2010).

This question explores what teachers
have reported to parents about their
experiences in order to compare to th
data collected from schools on the sa
topic.

Barriers such as lack of staff training
and difficult behaviour from learners
with HFA / AS (Barnarcet al, 2000) as
well as bullying (Piviket al,2002) were
reported to parents by teachers of
children with HFA /AS in mainstream
schools (Harringtor2011)
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Parents report that teachers withhold
information about educational support
needed for their children with
Asperger 6s Syndro
attitudes affected the child assing
necessary help (HarringtoR011).

5. Best learning
environment for
children with HFA / AS

To explore reasons for
refusal to admission into
mainstream schools for
children with HFA / AS

This question exp
on placement within the schooling
options offered in South Africa (Yssel
et al, 2007). In a study by Reichaet,
al. (1989) all parents of children with
special needs and 92% of parents of
neurotypical children reported that a
child with special needs benefitted
emotionally from a mainstream
placement.

This question addressthe aim of
exploring reasons for refusal to
admission into mainstream schools fo
children with HFA / AS in that if a
Principal does not feel mainstream
schooling is the best placement for a
child with HFA /AS, then the child will
not easily be acceptedito that
mainstream government primary schg

Waltonet al.(2009) in their study on
inclusion found that how the school w
structured, for examp|én terms of
support staff, positively affected
inclusion. Howeverthe study involved
private schools which they note have
small classes.

6. Factors needed to
facilitate suitable
education for children
with HFA/ AS in
mainstream government
primary schools

To explore reasons for
refusal to admission into
mainstreanschools for
children with HFA / AS
To explore possible ways
barriers to admission to
mainstream schools for
children with HFA / AS
may be overcome

Roberts (2007) in her study on inclusi
notes the need for the child with HFA
AS to have a personal facilitator to
assist the child. Parents would be
responsible for the financial
implications of hiringa facilitator to fill
this needYsselet al, 2007)

Additional support in the form of
specialist staff (such as remddia
teachers or psychologistspsvdso
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noted to be necessary for the
educational success of learners with
HFA / AS (Waltonet al, 2009).

In the USA parents are included in
Individual Educational Plan (.E.P.)
meetings with professionals who work
with ther special needs children
(including HFA /AS). This is to
establish the best educational practicg
for their children (Wited States
Department of Education, 2004). Eacl
I.LE.P. is unique depending on the nee
of the child.The South African
Department oEducation(2010)
realises the importance of a flexible
teachingcurriculumfor successful
inclusion.

Parents have reported that open
communication between themselves ¢
teachers is an essential factor for
successful mainstream education for
childrenwithAs per ger 6s
(Harrington, 2011)

New ideas may be presented by pare
on additional factors needed to facilitg
suitable education for children with
HFA / AS in mainstreamavernment
primary schools.

7. Parentinvolvement at
schools to support
mainstream education at
government primary
schools for children with
HFA /| AS

To explore possible ways
barriers to admission to
mainstream schools for
children with HFA / AS
may be overcome

Ysselet al.(2007) and Koegl et al.
(2011) raise the unique challenges
South African parents face in finding
suitable education for their children
with HFA / AS. They mention the
success of the learning experience fo
these children is dependent on parent
involvement at the chiils s c ho
with other factors, as does Harrington
(2011). Parents may need to be prepg
to offer additional educational support
at home to facilitate a mainstream
placement (Harrington, 2011; Siewe,
2012). Lack of parental involvement
can resulin misunderstanding and
stress between parents and educators
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(Kujwang 2008). Schetter and Lighthg
(2009) note that parents experience
lowered stress levels when involved
with the education of their children wit
ASD.

8. Education White
Paper 6 ard HFA / AS

To explore possible ways
barriers to admission to
mainstream schools for
children with HFA / AS
may be overcome

The EducationwWhite Paper §South
African Department of Education,
2001) is an official government
document and understanding of how
this special needs document should b
implemented in a school will influence
parentsod actions
application for their child with special
needs (specifically HFA / AS for this
study) into a mainstream government
primary school.

TheEducationwhite Paper §South
African Department of Education,
2001b) outlines that one of the
conditions needed in overcoming gap
with special needs learners in
mainstream schools is teatsupport
and training. Paresbunderstanding of
this point could influence which
mainstream government primary schg
parents approach to enrol or attempt t
enrol their children with HFA AS. i.e.
a parent may be more likely to make ¢
application at a mainstaen government
primary school where teachers have
received training on ASD.

South African parents who were aware
of the childds ri
mainstream school in the area accept
their children. Those who were not
aware of their rights accepted whate
outcome the school decideSvwartet

al., 2004;Ysselet al, 2007).

9. Additional barriers

To explore reasons for
refusal to admission into
mainstream schools for
children with HFA / AS

To give the parents of children with
HFA / AS an opportunity to raise any
additional information regarding
barriers to admission to mainstream
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To explore possible ways
barriers to admission to
mainstream schools for
children with HFA / AS
may be overcome

To explore the experiences
of admission or attempted
admission to mainstream
education for parents of
children with HFA / AS

government primary schools for their
children, which may contribute to
the study.

10.Open question for
further input from
parents

To explore reasorsr
refusal to admission into
mainstream schools for
children with HFA / AS

To explore possible ways
barriers to admission to
mainstream schools for
children with HFA / AS
may be overcome

To explore the experiences
of admission or attempted
admissim to mainstream
education for parents of
children with HFA / AS

To give the parents of children with
HFA / AS an opportunity to raise any
additional nformation related to
barriersto admission to mainstream
primary schools for children with HFA
AS.

3.5.4.2 Data collection process

Potential participant&erecontacted via telephoroe email regarding the studincentives

offered to potential participants were transport cost being covered, a free DVD omASD i

South Africa (Welcome to thedrney, Autism Action: raising awareness) and refreshments

during the focus group (Stewart, 2007). These were specified on the invitation along with the

start and finish time ahegroupmeeting Child care during the focus group was offered for

parentsvho had expressed limitations attending the focus group due to child care issues

(Stewart, 2007).
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Eightpeople confirmed their willingness to participate in the focus group. Heareher
contacted each of the eigbarticipants agaitwo days beforelte group met and was given
reconfirmation of their attendan@@cNamara, n.d.)A list of discussion topics was
distributed to the participantive days prior to the assembly of the group to provide the
participants opportunity to consider the views tieywld present during the focus group
(McNamara, n.d.)(See Appendix E for a copyf the letter sent to participants containing
discussion questiongOn the day the focus group meto participants cancelled their
participationanda third person did narrive. It is not unusual for one to tyarticipants not
to arrive for a focus group/@ughn.et al, 1996;Stewart, 207) and it is recommended that
oneadditional participant be secured before the assembly of the group (Vatghri996
Stewart, P07). Inthis case an additional two members were confitrfieavever three did
not participatelt wasdecidedneverthelesto go ahead with the focus group (Vaugénal,

1996.

The focus group facilitator outlined the purpose of the study and of the use of the focus group
to achieve the goals of the study before the discussion began (Vetuglhd996). hformed
consentvasobtainedn writing from the prticipants using an iformed consent fornEach
participantfill edin an informed consent form and subtenitit to thefocus group facilitator
before discussion in focus group beg&@reswell & Plano Clark, 2007(See Appendix F for
a copy of the informed consent forrRPartidgpantswereinformed that they may withdraw
from the focus group at any time without penaltlge focus grougacilitator presented
members othe focus groupvith theshortbiographicalquestionnairdefore the discussion
begangthereafter th@penended questioraslisted on the interview schedule were usad
discussion(Vaughn,et al, 1996)(SeeAppendix E for a copyf the interview scheduleThe
focus groupvasheldin a community cemé within thetarget area for the schopthat being

oneof the circuits of the Umlazi districthe venue was atonditioned and comfortable
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creating an intimate setting for tdescussion of a topic which was of emotional significance
to the participantsMcNamara, n.d.Yaughn,et al, 1996).The discussion lasted 1.5 hours

(McNamara, n.d.Yaughn,et al, 1996; Stewart, 2007)

During the focus groupesponseto the discussion questions weeeordedusingdigital
videoand audiaecording(digital video recorder wdel: Caon Legria FSO@ndaudio
recorderEcho Smartperto ensure qualityBabbie & Mouton, 2007Creswell & Plano
Clark, 2007. This wasdone by thdocus group facilitatarTherecordingsvere later

transcribedy an outside source ameére analysed by the researcher.

It shouldbe noted that since the researcher has had personal experience with her child and her
clients with HFA / AS beingexcludedirom mainstream education, there vpagential for

researcher bigdaxwell, 2005) Additionally, considering the researcher workaas

behavioural therapist in the target area she may have had contact with some of the
participants by means of support group atten
children. This potential contact could have limited the discussion, adding tedtidar a

focus group facilitator to conduct the focus grodpsearcher biasas addressed bige

guestions fodiscussion in the focus grobyeing reviewedby he r esear chher 6s su
beforethey were presentdd thefocus group and by utilising ad¢us group facilitator to

conductthe focus groupAn academiavho was experienced in conducting focus groups

selected to facilitate the focus grotgpensure correct discussiagthniques were used and
datawereaccuratelycollected (Vaughmt al, 1996, Stewart, 2007)The facilitator, being a

senior academjdiad practice in handling sensitive discussiassvell as collecting the data

within the time restraints of the meeti§tewart, 2007) Additional discussion on how

researcher biasasaddresed carbe foundin section3.7.1. Personal considerations
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3.5.5Pilot study

3.5.5.1  Validity and reliability testing:
When collecting qualitative data, reliability is determined by assessing iathegiven by
the participantarecredible and is also enhancedusing external reviewers in handling the
data (Creswell & Plano Clark, 2007). Thssachievedm this study by using a focus group
facilitator during the focus group to collect dafeccording to Tashakkori and Teddlie
(2010) the function of a pilot sty is to pretest the instrument and become familiar with
any apparatus needed to collect data and to gain experience in interviewing teclingjues.
part of the development of the research. Therefore a pildy svas alsased for Rase2 of

the study, the focus group interview schedule.

The short questionnarvhich wasused in the focus growpasadministered to parentof a
child with HFA / AS who wasot in the target ardaefore the focus group méthelist of
discussion topics vedikewise presented tthe parentfor review The parent noted that the
completion of the biographical questionnaire took less than five minutes and all questions
were easy to read. Nowéthe questionsere offensive or confusingtewart, 2007)The
discussion questions were also noted to be easy to understand being without offense or
confusion.The data obtained from the pilot studgreevaluated to further develop the

instrument by determining the following:

Short biographical questionnaire

1 What changes need to be made to the design and content of the short
guestionnaire

1 If any questions were misleading or ambiguous

1 If instructions to complete the questionnaire were clear

1 If any questions were offensive to the participa@mm, 2008)
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Interview schedule

1 What changes need to bede to the discussion questiarsthe interview

schedule

1 If any questions from the interview schedule were offen@tewart, 2007).

Additionally apre-testof the recording equipment was donel&termineheadequacy of the
video andaudio recording equipmentlhis was done in the room uskxl the focus group

three days before the focus group was held. A meeting was in progress for another event in
the room and permission was granted for the researcheroal ngart of the meeting to use as

a test of the recording equipmenhe video recording equipment was used as well as two
audio recorahg devices. One audio deeievas found to be ineffective with the recording

being unclear; the second device was thees$elected. This was tikeho Snartpen. These

elements are represented in Trable 3.8below:
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Table 3.8: Changes made to biographical questionnaire and interview schedule

following the pilot study

Areas for possible changes Changes made Changes specified

Biographical questionnaire:

Content and design changes none n/a

Misleading or ambiguous none n/a

guestions

instructions none n/a

Offensive questions none n/a

Time to complete the Less than 5 minutes | n/a

guestionnaire

Discussion topics

Discussion questions none n/a

Offensive questions none n/a

Adequacy of recording none n/a

equipment

Digital video recorder none n/a

Audio recorder Echo Smagen n/a
selected

Rigour wasaddressed by only the researcher coding the transcripts to ensure consistency as
well as understanding that the data obtained from discus&ienot converted for analysm
statistically (Tashakkori &eddlie,2010). Trustworthinessasfocused on by considering

the following areas as they pertaitto the dah obtained from the focus graup

Prolonged engagemeniwith a view to reaching data saturation

Persistent observation identifying the fundamental themes and considering them from

several different perspectives
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Triangulation -using the short questionnaire, the interview schedule and later comparing the
data from the desctippe survey questionnaireliBse Jas we | | as using the
personal essay on her experiences ertapic (autoethnographyyhich waswritten before

thedata from Phase 1 and Ph2sgerereceived.

Referential adequacyusing a digital video recorder as well as an audio recéodéhe

focus groups

Member checks Confirming data with the participasbf the focus groups to ensure

accuracy in the datand the interpretation there@abbie& Mouton 2007. Two

participants had omitted the number of schools at which attempted applications had been
made for their children with HFA / AS. They were contacted for clarity; one did not know the
number of schools approached the other gave the number of threessEtaottpants were

also contactedegarding the questions abdhé screeningprocess and types of educational
settings most suited to learners with HFA / AS. Participants confirmed ¢hatfémmation

they had given was accurate and thaty had no ftther information to contribute.

3.5.6 Data analysis

Thematic analysisvasusedto analysehe data from the focus group interview schedule to
establish common trends amongst the participants regarding the baradnsi$sion to
schooling for children with HFAAS. Their experiences and perceptions of the tomce

used to establish them@Sreswell & Plano Clark, 2007 hemes which arose from the data
once transcribed were codadcordingly(Creswell & Plano Clark, 200Gomm 2008).The
researcher estabied the themes by reading the transcription from the recorded focus group
discussion until saturation point was reached. The researcher then drew together common
connections within the text. Concepts which appeared frequently in the text were marked

accordngly and were categorised manually on a hard copy of the transcription. After
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commonalities were identified within the text, a list was compiled of all emergent categories,
for example, the impact HFA / AS has on parents. The list of themes was thenexkaml
related themes were arranged together. Themes which were similar in nature or which were
not frequently represented were either combined or used as suhtBeftware programmes
were not used to analyse the dddie to the small number of focus group participants
Additionally the researcher needed rapid and in depth familiarisation with the data from the

focus groupas she was ngresent duringhe focus groupaving utilised dacilitator. .

3.6 Autoethnographic essay

The researcher, in contributing data to the study by means of the autoethnographic essay, was
a participant in the study. The data she contributed was not only as an inpateatiof a

child with HFA/ AS but also as behavioural therapist specialising in Autism Spectrum
Disorders. She treats children who have ASD, including HFA / AS and trains teachers in
effective strategies on educating learners with HFA / AS (in addition to ASD in gefreral)
addtion she trains facilitators to work in schools to assist learners on the Autism Spectrum.

The mainstream setting for learners with HFA / AS is therefore very familiar to her.

Her experiences of enrolment and attempted enrolment in mainstream schduks fvevo
son with HFA / AS who is now 13 years old. Enrolment experiences started when he was
aged five and involved 11 schools. Both private and government schools were approached

and she had experiences of rejection and admission to both types of schools.

The autoethnographic essay was analysed thematichythemes were established by the
researcher reading the text to saturation point, then drawing together common links within the
text. Concepts which were repeated in the text were marked and cs¢dgoanually on a

hard copy of the essay. Following the identification of commonalities within the pages of the

text, a list was made of all emergémémesfor example, conflict. The list of themes was
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then reviewed and themes which were related to nathar were grouped together.
Commonalities which were infrequent or similar in nature were either combined or used as
subthemes. In this way the below list of themes and subthemes was devAtigigdnally

the autoethnographic essay was analysed bytanmal source (See Appendix G for copy of

external analysis).

3.7 Dataintegration

The results from the surveyhBsel descriptive survey questionnaivegrecomparedo the

data received fromlase2,focus group interview schedule an
personal experiences a parent of a child with HFA and a professiavailking with

children with ASD including those with HFA / ABllowing the autoethnographical method
(Holstein& Gubrium, 2008)Following thecompilation of data from fasesl and 2,

comparative analysiwasused to determine if the barriersadmission tonainstream

education for children with HFA / AS as expressed by senior school staff members in the
surveywerecongruent withthe experiences of parents wahildren with HFA / AS in

enroling or attempting to enrol their children into mainstream schddls information was

al so contrasted with the autoethnographical
essay Cammon themes identified betwePhases 1 and ®ereused to examine the data

presented in the essdyata according to the selected themwesecontrasted witldescriptive

data section by section interspersingative and tableéTashakkori& Teddlig 2010).

3.8 Ethicalconsiderations

The ethical responsibility of the researcher should include ensuring dignity of participants
the study and truthful accouttt the public otheresults of the studyQreswell & Plano
Clark, 2007 Gravster & Forzano, 2010 This wasachieved in this study by submittinget

proposal for this study tdvé Humanities and Social Sciences Research Ethics Committee of
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theUniversityof KwaZulu-Natal (Westville) to obtain ethical clearance for this study
(Creswell & Plano Clark2007 Delport & F 0 u c2014.)dThe dearance numbessued by
the committee isHSS/0008/013MSeeattached copy of the letter Appendix B. In
additionpermissionwasrequestedrom theKZN Department of Education in order to
administer thequestionnaire tonomary schools in theelectectircuits, within the Umlazi

district.

For recruitment of participants for the focus group, permission was requested from the
administrators of support groups for parents of children with H&8./Three pdicipants
withdrew from participating in the study the morning the focus group was held due to
unforeseen personal arrangements conflicting with the time the group was to meet.
Cancellation held no consequence for these participants and there was notpehait lack

of participation Delport & F 0 u c2014.;aJohnson & Christensen, 2012).

General sensitive and humane treatment of participantsell asionest representation by
the researcher are underlying premises in collecting data from humaipaats. In
addition, participation must be voluntary and informed consent is ess@sipbit &

F o u ¢ 20&1hFor all participantssenior school staff and focus group participants,
informedconsent wasbtainedso participants were aware of what veapected of them
when participating in the study and how theomifé&ion they gave woulthe usedBradburn
Sudman& Wansink 2004 Delport & F 0 u ¢ 2081 The focusgroup participants were
made aware thdhe focus group discussion wouldrecorded using a digitaideocamera
and araudio recorderAll involved in the study werenformed that their identitieas well as
the identity of the schoolsould be kept confidential and data used in the studyld be
presented without referenceanypersonal detaildue to the sensitive nature of the study

(Delport & F 0 u ¢ 20&L,@abbie, 2009)Participants were made aware that they vadie
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to withdraw from the study at any timeithout penaltyshould they wish to discontinue their

involvement in the researcf{Delport & F 0 u ¢ 20&LdJohnsor& Christensen2012).

The option of receiving feedback about thedgtwasgiven to the schools and focus group
participantsin such casedgollowing the conclusion of the studlye contact details of the
schoolsand focus group participantencernedvill be retrieved from théocked storage
device by the researchand the results of the study will be forwarded to those sclanols
individuals A copy of the report will be setd theKZN Department of Education as per the
request from their research departméiis will address the social responsibility of
informing the participants about the resultshef study they participated in (Gravetter &
Forzano, 2010Delport & Fouchke ,2011). The benefit othe study to the participants wie
opportunity to expresheir experiencei regards tschoolapplications for children with
HFA / AS as well as to receive feedback in the longer tevhich could assist in altering
acceptance policy for learners wit-A / ASin the future Data colected via electronic
meansarestored on a password protected comp(Rerynolds, Woods &aker, 2007 and
data collected in hard coprestored in a lockd containeat theDepartment of Health
Sciences of the University of KwaZuMNatal Both sets of data will beestroyedy means of
a papeshreddeor deletion respectivelgfterfive years(Sheehy, NindRix, & Simmons,

2005).

3.8.1 Personatonsiderations

As aparent of a child withHFA / AS andas atherapistworking with children on the Autism
spectrumthe researchaecognise herpotential for researcher bias. H®rsonal
experiences with exclusion fromaimstream schools for heon as well as the exclusion
from mainstream schools fohildren on the Ausm gectrum whonshetreas could be
contributing factors fobias in conducting this studivaxwell, 2005) Shepresengdthis

potential infuence for continued review to h&pervisos. Thiswasaddresseth the
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following ways: Thepilot study ensumthatthe questionnaires to be completed by senior
management staff of the mainstrearimary schoolsvereobjective (Tashakkori &eddlie,
2010).Researcher biasasaddressed in the selection of participant schools in that all
mainstream primary schoolstwo circuitsof the Umbzi districtwereinvited to participate

in the study. No schoolserepreselectedBabbie & Mouton, 2007).

To address researcher biasélecting the participants for the focus groalplocal

independent Autism organisatioasnd al | support groups, includ
group,wereapproached teecruitparticipants for the studyhe interview schedule, the list

of discussbn questions and short biographical questionnaire for the focus group were
presented to the researcher6s supervisors fo
group. The biographical questionnaire and list of discussion questions were also piloted

before the focus group was held. This addressed any subjectivity in the questions. In addition,

the focus group was led by a focus group facilitator and not the researcher

In analysing data from the questionnairesearcher biasasattended to bgxamning the

data according to the set categopessented iTable 3.2n section 34.4.1, Data gathering
instrumentThese categories wer esupepvgarsandead by t he r
biostatistician and were derived from concepts ifiteeture(SeeTable 3.2. Datafrom

Phase 2vereanal ysed i n similar categories Thes moni
autcethnographic essayaswritten by the researcheefore anydata from Phase 1 or Phase

2 hadbeen collected. Mvasanalysed byathird party (a senior acadenjias well as the

researcheto avoid researcher bias.

As mentioned irsection 3., Researcimethodology datawerecollected from RaselPhase
2 and fromthe ethnographic essay. Thesaurcesnsure triangulation which additionally

contributes to overcoming researcher bi@abbie & Mouton, 2007)All areas of this
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researclweremoni t ored by t he rodeeearne ittheeasaarshersvasp er vi s

beingsubjective in any wayAdditionally, theresearcheappliedthe concept of reflexivity to
theresearch, understandihgrrelationship with théopic of research in this studyer
expertise in the field of ASD was a contributing factor to the data in this study
(autoethnographic essagmd theprocessing of itSheconsideredhe cycle of knowing the
topic and processing new information related to the topic on an ongoind®aacklock&

Smyth 1998.

3.9 Summary of Chapterhree

In this chaptetheaim and objectives of the study were preseritéé.mixed method
approaclof research methodolodyr this research study wagplained The two fhases of
the study werelescribedthe quantitative elemerPhase I: A descriptiveurvey
guestionnaire, where datasdescriptivelyanalysed and the qualitative elemdpihase2: A
focus group where dataerethematically analysedilong with the data presented in the
autoethnographicassaywritten by the researeh The selectiortriteria for the populatian

and participantghe ampling techniqueshe methods of data collectiand the necessary

materials to colledior each of the phases were outlinddhe pilot study was presented as

well as the data analysis addition he ethical considerations for the studgre exposed
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ARnThe pages of my books all had number s
them, as though wrapped in a numerical comfort blanket. Long before | could read
the sentences on the pages, | could count the numbers. And when | counted, the
numberswould apper as moti ons or col ored shap:

Daniel TammetAdul t wi t h Asperger
Taken from nBorn o024 a bl

CHAPTER FOUR: RESULTS AND DISCUSSION

4.1 Introduction

The results of the research studgpresented andiscussedn this chater. Results of the
survey argresented in two formats, quantitatively with tables and figures for closed ended
guestions and qualitatively for open ended questions, with reference to themes which
emerged. The evaluation of the resigtdiscussed with reference to literature and other

research.

The results of the focus groapepresentecccording to themes whigdmergedollowing

the transcriptiorand analysi®f the dataResults are discussed with reference to parental
experiences in otmeountries as well as parental experiences in other parts of South Africa.
Theresults of thautoethnografic essayarepresentedn a table as an overview then
discussedccording teemergenthemes. A integration é results fronthe three data sources

is presented in this chapter, in response to the aim and objectives of theTéiesly are

discussed witleference tdahe literature on the topend government policy

4.2 Results Phase 1

The goal ofPhase 1 was to give an oveswior broad brush strokaf the current status of
admission to mainstream primary schoolsao circuits of the Umlazi school district. Of the
154 schools in the target area 153 questionnaires were sent out via email, the South African

postal service or @are hand delivered. One school had neither email address, postal address
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nor active phone number as supplied byKE®& Department of Education district office
Efforts were madéy the researchéo contact the school via a non profit organisation which

works with the school; howevghe delivery of a questionnaire was not achieved.

4.2 .1 Distribution and return of questionnaires

Of the 153 questionnaires distributed, 28 were returned, giving a low return rate of 18%
(Babbie &Mouton, 2007). Reasons for thma rate were varied and are discussed below and
presented in Table 4@nly 15 of the 20 hand deliveredfour of the 26 posted and eight of

the 106 emailed questionnairesre completedOne questionnaire was completed during a
telephonic conversatioforty- two questionnaires were returnaddeliverablealthough they
had been senbd theemail addressgwovided These figures are presentadlable 4.1After
waiting two weeks the researcheramailed the questionnaires to the schadigch had not

returned the questionnairé&3ne principal completed the questionnaire over the telephone.

Twenty-two schools declined participation in the study for reasaadias being too busy,

not being interested in the study or being short sta@eé. school reported having email
problems and therefore was not able to return the questionnaire via email. As a result of the
follow up telephone calls, 2&chools requestdatie questionnaire be-emailed.Follow up
telephone callafterthe resendingf the questionnairdsowever did not result in the
guestionnairebeingcompleted. At 35 schools theiftipal, Deputy Principal or Head of
Department was not available and the secretary agreed to deliver a message requesting the
seni or man a qeiapationtin thie stadly dnd the rgiurn of the questionnaire.
Likewise with these schools, even when follow up calls were made following the messages,
the schools did not return the questionnaires. La3Hyschools had invalid or unavailable

phone numers. Repeat follow up telephone calling was done up to four tiroesll

incorrect email address and phone numbers the researcher attempted to find correct contact

information via internet searches.
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Table 4.1belowshows the various distribution methagsed for the questionnaires, as well

as the returns per method. It cdearlybe noted that the low response rate to the

electronically sent questionnaires contributed greatly to the overall low response rate of Phase
1. Reasons given by potential pagants for non participatioleading to a low response rate
arerecordedn Table 4.2and responsegven to the follow up phone call requests to

complete questimnaires are recorded Table 4.3below.

Table 4.1: Methods of distribution of questionnaires and return of questionnaires

Number Number of Number of Number of | Number
distributed | hand posted emalil of
collected returns returns telephonic
returns returns
Hand delivered | 20 8 7 0 0
Posted 26 0 4 0 0
Emailed 106 0 0 8 0
Telephonic 1 0 0 0 1
totals 153 8 11 8 1

Table 4.2: Reasons for low response rate

Reasons for non returns Number
Canot help 5

Too busy 7

Not interested 6

Short staffed 3

Email is down 1
Undeliverable emails 42
Total 64
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Table 4.3: Follow up attempts to collect data

Responses to follow up phone calls | Number of responses

Email resend requested 26

Invalid phone number or no phone | 34
response

Faxed questionnaire requested 3

Principal, Deputy Principal or Head | 35
of Department not available
(message lejt

Totals 98

It was interesting to note that the schools which responded quickly to the returning the
completedquestionnaire (approximately a week) were those schools who already had

learners with HFA / AS in their schools and wanted to express their experiences. Those
schools which needed follow up to complete the questionnaires and took an extended time to
returnthe questionnaires were those schools which did not have learners with HFA / AS and
indicated on the questionnaire that they felt mainstream placement was not a suitable learning
environment for learners with HFA / AS. This suggests that the lack ohgnliss to

participate waperhapsdinked to something greater (BabbieNMouton, 2007) that being the

lack of willingness to enrol children with HFA / AS in those schools.

4.2.2 Biographical information of senior management staff members participating in

the stug

As noted in section 3.4.4he questionnaires were completed by senior management staff of

schools intwo circuits of the Umlazi districfThe majority of the participants (89.2%) were
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Principals, 1.1% were DeputyiRcipalsand 1.1%were Heads of Depamient.Table 4.4

below shows the representation of staff positions in the study.

Table 4.4: Positions held by senior staff members who completed the questionnaire

Position Principal | Deputy Head of Principal in | Total
held at the Principal | Department | conjunction

school with teacher
Number 20 3 3 2 28

The senior management staff wtmmpleted the questionnaires ranged in age from 34 years

to 64 years with the average age being 54.3 years. The number years of teaching experience
ranged from 14 years to 43 years with the average number of years of teaching experience

being 31.7 yeardnGeduldb s st udy ( 20 0 &gniorsnamagementsafatwhe d t hat
were close to retirememtere not opemowards inclusionin this study in selected regions of

the Umlazi school district, six partgants were over 60 years otdio expressed that

mainstream schooling was the setting most suitable for learners with HFA / AS. The

remaining four senior staff members felt remedial schools and special needs schools would

be the best pl ace me ®OttheRdremaihitgesenier stafferdearsn er sd6 n e
who were between the ages of 34 and 59, 12 felt mainstream schooling was not the best
placement, three felt a mainstream placement was best, one participant omitted to answer the
guestion two expressed that the school most suited to a learner wih AB would vary

from case to case and four participants said training and support would be needed for a
mainstream placement. The correlation between age and negative views toward inclusion

were therefore inconclusive in this stufue to the low resp@e rate of the study these

resultscannot be used to infer patternghisis represented iRigure 4.1 and Figure 4.2

below.
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N=22

m spcial needs or remedial schoo
m mainstream schools

[ no response

B case dependent

® mainstream with teacher
training

Figure 4.1: Views of senior staff membes aged 3459 on inclusion for learners with
HFA / AS

B mainstream schooling

m special needs schools o
remedial schools

Figure 4.2: Views on school placement, senior staff members aged 60+
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Therange inyears otteaching experience and breakdown of positions lmelthe senior
management staff at the schools in the targetdideaot impacthe degree of training on

HFA / AS the participantbad received during their teaching qualificatiod$ the 28 senior

staff members who participated in the study, 23 hadeua&ived any instruction on

HFA / AS during their teacher training. Two participants reported that HFA / AS had been
Aonly mentionedo, one parrmdioniwvgsgivehinpaggarted t
Psychology ploma, one participamtoted a section in inclusive education and classroom
management included HFAAS and lastly one participant reported ttied condition was

covered in a Special Needs@ficate. This mean82.1%of the senior management staff
reported that their teacheaining qualification did not include any instruction on the

education of learners with HFA / A8.further 7.1% reported that the condition was only
mentioned briefly and 3.6% reported that very little was included. These make a total of
92.8% of seniomanagement stiamembers who had not receivediningto equip them on
educating learners with HFA / AS. Only 7.2% reported that the condition had been covered
and that was by means of a special needs certificate and section on inclusion and classroom
management. Thigs in agreement witthe finding from the studgn inclusion ASDdone in
schools in Gauteng (Roberts 200Fe importance of senior staff members knowing about
HFA / AS and how to educate learners who have the condition is that the sanmgement

staff are responsible for admissions. Being unfamiliar with the condition could therefore be a

barrier to admission for learners who have HES/Figure 4.3belowillustratethesedata.
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Figure 4.3: Training received on HFA /AS by senior management staff of schools ihe
selectedcircuits of the Umlazi district during teaching qualification

Horrockset al.(2008) suggests that factors such as age, years of teaching experience and
training inthe field of ASD positively affect the placement recommendations for learners on
the Autism spectrum (including HFAAS) into mainstream schools. The converse would
presumably also hold true with the lack of teaching experience and lack of training in the

field of ASD negatively affecting placement recommendations for children with H¥A /

into mainstream schools. In this study eight of the 28 schools said mainstream education was
the learning environment most suited to children with HA&/ with only o of the eight

schools having attended workshopsHi-A / AS presented by organisations independent

from theSouth AfricanDepartment of Educatioor KZN Department of Educatioif hus,
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71.8% of schools in this study felt mainstream schooling was notvieoement most
suited to learners with HFAAS. Of the schools in this stud92.8%hadnotreceivedany
formal training on how to teach children with HFA$, which is in support of Horrockest

al. (2008).

All schools reported that no ongoing trainifity means of seminars, workshops or
conferences) on HFAAS was provided for senior management staff or teaching staff since
theirteaching qualification had been completed. The Education White Papeuth (African
Department of Education, 208)loutlineshow ongoing training and professional support is
needed for successful inclusion of learners with special netdshainstream schoolin
countries such as Australia (Government of South Australia, 2006), The United Kingdom
(Department for Edud¢ion, UK, 2011) and the Uted States of America (bited States
Department of Education, 20Q4€ducators are provided with training to equip them with
skills to work with children with HFA AS. TheEducationWhite Paper 6(South African
Department of Edeation, 200b) doesrecognise that to achieve the objees outlined in the

paper, thee will be financiaimplications for the government budget.

4.2 .3 Biographical information of participant schools

All schools participating in the stughyere mainstream priary government schoolBeing
primary schools they offered varying ranges of grades from Grade R to grEuke Majority

of the schools, 71%, offered GradelRng withother grades. This in line with te
EducationwWhite Paper5 (South African Departmat of Education, 2004 wherethe South
African Departmenbf Education is including Grade R in the formal schooling years. An aim
set bythe South AfricarDepartment of Education in the Education Wikteper 5 $outh

African Department of Education, 2081wasto have all children who started Grade 1 by

2010 attend a grade R ydmafore starting Grade In theKwaZulu-NatalDepartment of
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EducationAnnual Report 2010/201(P011a)this was said to be achieved in excess of 85%

The breakdown of gradesdfered is presented frigure 4.4below.

N=28

20

18

16

14

12

10

Number of Schools

i Ee B

Grade R3 Grade 47 Grade 17 Grade R/
Grades offered

Figure 4.4: Grades offered at participant schools

The schols represented a rangerafmber of children per class and per school. The
differences in the numbersported per school can be seen in the light of the number of
grades offered in theigure 4.4 aboveSchools offering grade to Grade7 will therefore
have greater number of learners in the school skhools offering onlysrade 1 to 3 or
Grade4 to 7. The number of grades offered howeweould not necessarily affect the
number of children per clagsigure 4.5belowshows that the majority of schools in this

study had betweeoneand 30 children per class. This made upl%6of the total.
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Figure 4.5: Number of children per class

The smallest class recorded was 15 and the largest was 50. Low numbers of learners per class
has been noted to positively affect inclusion (Simpstoad, 2003; Roberts, 20Q0Waltonet

al., 2009). In this study the school which had the lowest number of learners per class (15) did
not feel mainstream schooling was the best educational placement for children with
HFA / AS. Of the total number of schools in this studyiahihdid feel mainstream placement

was the most suitable setting for children with HERS (eightof 28 schools) three schools

had 40 learners per class and one schadB8 learners per class. These relatively large
numbers are surprising in thight of the literature reviewed dWever it should be noted that
these four schools do not currently have any learners diagnosed withAf-Aanfolled at

their schools and had not had any enrolled in the past five years. Their first hand experience
of the condiibns and the associated challenges such as behavioural and siffisafifes in

the classroonfFein & Dunn, 2007; Roberts 2007; Autism Speaks, 2012) may therefore be

limited.
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As seen irFigure 4.6below, the majority of schools were able to accommobletieen 501
and 750 learners. This made up 42.8% or 12 of the 28 schools in the study. The range of

number of learners per school was from 120 to 1179.

N=28

m0-50

m 251-500
m 501-750
m 751-1000
m 1001+

Figure 4.6: Number of children per school

Someschools employed class assistants and support staff, those being remedial teachers,
speech therapists, occupational therapists and psycholdigisssshool employs additional
staff members, how many are employed and how the payment of the &iaffeslis

presented iTables 4.6&andTable 4.7below.

Table 4.5: Number of schoolsemploying class assistants and support staff

No support Only class Only Both cdlass | Total
staff or class | assistants support | assistants
assistants staff and support
staff
Number | 14 4 3 7 28
of schools
N=28

101



Fourteerof the 28 schools or 50% e€hools had neither class assistants nor support staff
employed. Sevesachools had both class assistants and support staff. Eleven of the 28 schools
in the study employed class assistants with a total number of 66 class assistants working at
thell schools. Ten schools reported hgwupport staff, howeveonly sixschools pecified
numbers, giving a recorded total of 18 support staff. Four schools did not specify the number
of support staff employedheimportanceof support staff and mainstream education for

learnerswith HFA / AS will be further discussed in sectiér8.9

Table 4.7elowshowsthatfour schools fund the payment of class assistants themselves and
two schools rely on parents of learners to fund the class assistants. Of the six schools which
employed occupational therapists, all were funded by parents rasheespeech therapists
whowere employed at five schools and the psychologists which were employed at four
schools. Six schools employed remedial teach
own fund raising initiatives. None of the class assistanssipport staff were funded by the
government. This does not follow the guidelines outlined ircthecationwWhite Paper 6

(South African Department of Education, 2081wherethe staff who are needed to support
educators in inclusive education are siuggubto be provided by the government. This puts an
additional financial burden on the parents of children with special needs (including

HFA / AS) which parents ofeurotypical children do not have to consider (Matthews &
Matthews, 2012). In cordst to parents of children on the Autism spectrum in the USA,
parents of children with the same condition in South Africa, have a greater financial

responsibility (Ysseét al, 2007).
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Table 4.6: Numbers of funding sources for class assistants and support staff

Source of Class Occupational | Speech | Remedial | Psychologist
funding assistants | therapist therapist | teacher
School 4 0 0 6 0
funded
Parent 2 6 5 0 4
funded
Government | O 0 0 0 0
funded
Totals 6 6 5 6 4
N=14

The aim of this study was to determine and explore barriers to admission to mainstream
primaryschools for children with Highdhctioning Auts m / Asperger 6s Syndr
circuits of the Umlazi school district. The objectives used to addrissaith for flhase 1 are

presented belowresults from Rase 1, Phase 2 and the autoethnographic essay will be

integrated in sectiod.7.

4.2.4 Objective 1: Teexplore reasons for refusalddmission into mainstream

schools for children with HFA / AS

4.2.4.1 Applicationdeclined
Of the 28 schools which participated in the study only one school stated that an application
for a child with HFA /AS was declined. The reasons given for the declinelicatipn were
that the school staff members wex trained to teach a child with HFAAS, and that the
staff members dichot know what HFA AS wasas well as that the class sageretoo big to
accommodate the learning styles of a child with HA&/in that schoal This school had an
average class size of 28 learners. Lack of staff training does form a barrier to mainstream
education for children with HFAAS (Barnardet al, 2000; Roberts, 2007; Waltan al,
2009) However training itself is notalways sufficient for inclusion to be successful

Carrington 1999)reveals thasttitudesas barriers to inclusion are best changét hands

103



on guidance and practical help in implementing the trajrang not in training alone

(Roberts, 2007).
Thesenior staff membearompleting the questionnaire also stated

e education of c hi
ceod

6We can ass
aft e 0.

st [ with
success r

i
e

Reasons were not given as to why the school had little success with ledathéd&a/ AS
after Grade 3This school had accommodated four learners with HRS in the past five
years, sat wasconcludel that their intention was to mainstream children with HB&/and
follow the EducationwWhite Paper 6 $outh African Departmenbf Education, 2004) but did
not feel they could repeat the experienuarticularly after grade. Presumably learners with

HFA / AS would be admitted into grades one to three.

The principal goes on to say that their past experiences of learners withAS-#ere

difficult for teachers, that the teachers did not grow as a result of having learners with HFA /

AS in their classes and that other learners e eo me t i me sby tle learnarsavidht e d 6
HFA/AS wheqgwi re exbtwoaldseamtiaht t bedschool 6s past
with learners with HFA / AS influenced the lack of willingness to admit future learners with

HFA / AS. This may have been as a result of lack of support from the district support teams.

This supports the findings of Ainseaand HaileGiorgis (1998) and the reported information

from the Education Review Office (2010) in New Zealand. These sources report that past
experiences of educating childrenwithHFAS can i nfl uence the atti:
attitudes towards reptiag the process in the futyree those positive or negative

experiences
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4.2.4.2 Schools without learners with HFA / AS enrolled
Twenty-one ghoolsreported that thegtid not currently have learners with HFAS in their
schoolsand expressed various reasomfy this was the cas&ighteen schools said no
applications were made for children with HFA$ to attend theischools. Since inclusive
education is relatively new in South Africaquth African Department of Education, 200)1
it is possiblehat there are parents who are unaware that their children with HFA / AS may
attendmainstream government schodlfie South African Broadcasting Corporation (2012)
reported that it is not known where all learners with ASD are as not all are accournited for
schools.1't i s also possible that parents may hav
2005) in order to enhance the possibility of the child attending a mainstream school.
Alternatively, some children may not have received a diagnosis of H&2\ dt the time of
enrolmentChi | dren wit h As psualgdagnosed bStywaerdtheages 8 aad e
12 years old (Attwood, 2007; Schetter & Lighthall, 2009) and in some aaSegears old
(Exkorn, 2005). Bice learners can enrol for grade R betw the ages of 4.5 years and 5.5
years (KwaZuleNatal Education Department, 201@)is possible that some children are
currently in mainstream schools, without the schools or their parents being aware of the
condition. This would also account for the shools which reported that they suspect they
have children with HFA AS in their school but that the children are undiagnosed. This was

expressed by two schools:
6Di agnosis of HFA not part of entrance cr

our schmld

O0We may have undi agnfS eadnd enaortn ekrnsowd t h HF

The presence of learners with HFA / AS or learners suspected to haveAS-4ill be

further discussed in objeee 4 belowand represented ifable 4.6 and able 4.7.
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The additional baiers to admission to mainstream primary government schools for children
with HFA / AS as reported by eight schools which did not have learners with ABA /
enrolled were that they did not know what HFA / AS was and that their staff were not trained
to educate learners with HFAAS. The unique presentation of each child with ASD (Jordan
2001; McAfee, 2002) and in particular HFA / A8n cause misunderstandiggoutthe

condition and the abilities of those affected byrésearch has shown tmaisunderstanding
about the condition can cause confusion about educational placement for those who are
affected by it. (Schoplest al,1998 Jordan2001; Volkmar & Klin, 2005). Itouldbe

assumd that if educators do not know what HFAS is, the schde would be reluctant to

enrol the learners affected by the conditibnadditionif educators have not had access to
training on how to teach learners with HFAS, reluctance to enrdhese learners is
understandable. Roberts (2007) and Wadtbal, (2009 make note of thiseality in their

studies on inclusion in schools in South Africa and it proves to be a difficulty internationally,
even where countries have more experience with inclusion than South Africa does (Jordan,

2012).

Three schools saitheir classes were too big to accommodate the learning styles of learners

with HFA / AS. Thisis areality noted by Simpsoet al.(2003), Roberts (2007) amidalton

et al.(2009). Two schoolfound that the social difficulty children with HFA / AS expexen

formed abarriertoenrolmeras s di d seni or st af fbullylegnBersor sé att
staff members at two schools expressed that the anticipatiearnérs being bullied by

neurotypical learners was a barrier to admission for learners wittv AS. It would stand to

reason that the bullies should rather be disciplined for interfering with learners with

HFA / AS than preventing the admission of learners with HFA / AS into mainstream schools

for fear of bullying.Bullying was also expeenced in Singapore (Barratt, 2005) and the

reason given was that there is a social stigma and embarrassment associated with special
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needs. Children on the Autism spectrum in Singapore are often kept at home and neurotypical
learners were therefore unfdmar with the condition. This resulted in the learners with ASD
becoming targets for bullying. This being the case increased inclusion correctly handled
would decrease bullying. Theweo factors can be addressed together as both are related to
one of theelements of thé&riad of impairments of ASD and HFA / AS, that being social
challenges (Dodd, 2005; Rey al, 2006; Wing, 2006). In order @ssist childen with HFA /

AS in this area, adjustintpe curriculunto include social skills teaching is recommended
(Simpsonret al, 2003 Attwood, 2007). ie implementationf such a prograrwould be
contingent on staff being trained on how to teach the new mate@drding to the

Education White Paper 6 (South Afnic®epartment of Education, 2001b), this training
should be provided by the district support teahte lack of stafftraining wasraised by

schools as an area of challengevo schools reported that their past experiences of enrolling
children with HFA /AS were prblematic. It could bsuggestdthat the lack of staff training
could contribute towards the poor past experiences, as teachers who are not equipped are

likely to find the experience stressful.

The last reason given by schools as to why themre wo learners with HFAAS enrolled,

was that the parents of the children with the condition were potentially too demanding.
Considering that some teachers have been noted to withhold inforrratioparents of

children with HFA /AS about what suppastare needed faheir children with HFA /AS in

therr classes (Harrington, 2011), it could be understbatthe parents have to lassertive in

the school settingResearch shows (Ysset al, 2007; Koegeekt al, 2011) that for a child

with special neds to succeed in a mainstream placement the parents need to be actively

i nvol ved in t he cWwhoundeiseandehgriocpladfinvolvemenfar ent s

their chil dr en 0aelilkely to besoutspokenanl theis deadingevatls the
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schools their children with HFA / AS are enrolled ine$h reasons are representelligure

4.7 below.
20
N=28

18

16

14
(]
[}
(]

s 12
o
[]
g

5 10
g

c 8
>
c

6

4

0

staff not dont know classess too social bullylng poor past parents
trained what HFA / big difficulties concerns expereincespotentially appllcatlons
AS is too made
demanding
Reasons why school did not have learners with HFA / AS enrol

Figure 4.7: Reasons given by schools why they did not have learners with HFAS
enrolled

Specific recommendations on dealing vittle barriers will be presented in Objectivef6é
Phase 1 and revisited section4.3.9where the results will be integrated witsultsfrom

Phase 2 and the autoethnographic essay.
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4.2.50bjective 2: Toexploreschbos 6 per cei ved barriers to |

children with HEFA / AS

Attitudes towards inclusion can impact the expectation educators have about special needs
learners, including those with HFA / AE4rrington, 1999; Walton, 2002) and their

acceptane into mainstream schools (Education Review Office, 2010). Additionally the
understanding about a condition can influence how educators respond to special needs
leamers as noted by Anthony (2009)n Ant hony s study (2009) cul
towards the attitude th&SEN were unable to learn and that witchcraft was responsible for

how the child presenteth this study negativet@gtudesabout inclusion werrevealed but

they related mobt to misunderstanding aboctharacteristics oHFA / AS rather than

causation of the condition.u@ural beliefs such as witchcrdfeing responsible for HFAAS

werenotrevealed in thiseport

Senior management staff in school environments settihedaal tone for the school

(Williams, 1983). In addition they are responsible for the staff morale and enthusiasm at their
schools (Colemaret al, 2003). How these senior management staff membetsrstand

HFA / AS and the relating attitude about AF AS is therefore important when considering

the barriers to mainstream education for children with HFA / AS. Senior management staff in
thetwo circuits of the Umlazi school distriat this studywere therefore presented with a list

of characteristicilom which to identify HFA / AS as part of the questionnaire. This was to
explore the level of understanding of the condition amongst the senior management staff who
would be responsible for the acceptance or rejection of children with HFA / AS into their
schoolsFour schools felt that children witRlFA / AS were unable to leasupporting

Ant honyds finding (2009). One school stated

0 [hi@Iren with HFA /AS] cand learn without meds
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This however s in contradiction tahe DSM-IV (APA, 2000)andICD-10 (WHO, 2013

where one of the criteria for a diagnosis of
is the person with HFAAS presents with pedevel cognitive skills, implying that children

with Asperger6s Syndr omel dotibhdthathagemorstalfd eed ab
members were referring to Classic Autism where medication can be prescribabhfimg

purposesor for AttentionDeficit Disorder andAttentionDeficit HyperactivityDisorder

where medication caoe prescribed to assist with attent{@wutism Speaks 2013Eight

schools recognised this characteristic noting that children with HFA / AS do have peer level
cognitive skills and 17 schools indicated that HFA / AS is characterised by high intelligence.

This can be the case (Exkorn, 2005; Wing, 2006; Schopler & Mesibov, 1988) and individuals

with HFA / AS arewell able to make contributions to our society (Attwood, 208@)ey

Nicponet al.(2012) note how individuals with HFA / A&n have superior irtgence and

be regarded as fAgiftedd. The i mportance of r
suggest is so that the learners can be stimulated in the learning areas they 8xbelbis.

which are able to identify the strengths of learneth WIFA / AS and develop those

strengths would benefit themselves as schools for interschool competitions such as maths
Olympiads. Examples of such competitions are The Horizon Mathentampetition

(Horizon Educational Trust's Schop#013) and the Congsta Mathematics competition

(Conquesta Olympiads, 2007) which are conducted in KEdeyNicponet al, (2012)note

that attention isypicallygi ven to the chil dodés areas of weak
excels in. This is representative oétledical model of educatiafandsberget al, 2005

which is active in many mainstream government schools due to the gap in policy in the

Education White Paper(@outh African Department of Education, 200)1and its

implementationlt would beunderstandable that schools which felt that children with HFA /

AS were unable to learn may be reluctant to enrol them. Ther#ierperceived barrier of
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the inability of children with HFA AS to learn may prevent learners with the condition (who
are irdeed are able to learn, APA, 2000HO, 2013 from accessing a mainstream

education.

Fourteen schools felt children with HFA / AS are unable to communicate. This characteristic
does not pply to HFA / AS but rather tol@ssic Autism (APA, 2000; Autism 8iety,

2013c), as persons with HFA / AS have languagesskitiich are typically developgsuch

as peer level grammar amdcabulary (Autism Society of America, 1998olkmar & Klin,

2005; Noterdaemet al., 201D. Their means a$ocialcommunicationsud as conversation

skills, however are impacted as is the ability to easily interpret non verbal language (Wing,

2006; Shane, 2012).

A further 13 schools felt learners with HFAS were unable to follow instructions. While it

is true that persons with AH AS can have inflexible behaviour, respond better to routines
and have difficulty dealing with change (McAfee, 2002; Wing 2006; Schetter & Lighthall,
2009) the inability to follow directions does not form part of the characteristics of HFA / AS
(APA, 2000 WHO, 2013. Since persons with HFA / AS do have a de¢ficiTheory of Mnd
(McAfee, 2002; Schmidt et al., 2011) (See section 1.8.2) and have a literal understanding of
language (Shane, 2012), how instructions are interpreted may not be as therstaéi m
intended them to be carried out. Understanding that instructions should be given4in a non
ambiguous way would assist in dealing with this issue. Likewstsategies in dealing with
inflexible behaviourelated to instructionare beneficial in asdiag persons working with
learners with HFA / AS and there may also be the need for a trained class assistant to give
support in such circumstances (Roberts, 2007; Kastgd| 2011). Selinjury and violence

were perceigd as part of the condition byghat schools, with one school expressing

6[ Chil dren with HFA / AS ar e] very physic
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Persons with HFA / AS are not inherently violent and no connection has been found between
ASD and plannedialence (Autism Society2013d) Any possibleaggressive behaviour

observed in individuals with HFA / AlS typicdly a reaction to a situation (Autism Society,
2013d) Aggression may therefopossiblybe present in a situation where a child $eel
threatened. Thperceived barrier of violence beingoptematic at schools can be overcome

by staff members understanding tiia child will notplanviolence.Additionally
understanding the childds emotional needs <co
Knowing how to handle such situations agaiises the issue staff training. Only six

schools identified poor imaginative skills a characteristic of HFA / ABhereas limitatioa

in imaginative skills form part of the triad of impairments (Exk@®005; Wing, 2008). Ais
characteristic would notatessarily be problematic for all teachdos example maths

teachers ohistory teachersSo, although there was a lack of knowledge amongst school staff
about poor imaginative skills, it would seem it would not be a barrier to admission to
mainstream pmary schoolsLearningproblems were noted by 13 schobtsvever learning
difficulties do not form part of the criteria fotFA / AS (APA, 2000 WHO, 2013.

Principals perceivinghe above characteristics as indicators of HFA / AS could therefore put
potential school applicantsr children with HFA / ASat a disadvantagey assuming

incorrect information about the condition.

Twenty schools correctly identified the following charaistezs of HFA /AS: poor social
skills (McAfee, 2002; Volkmaand Klin, 2005; Attwood, 2007), behavioural difficulties
(McAfee, 2002; Wing 2006; Schett&rLighthall, 2009), sensory issueBiinnet al, 2002;
Schette& Lighthall, 2009; Autism Speaks, 2012) and emotional outbursts for small
incidents (Schopler & Mesibov, 1992; McAfee, 2002). Other characteristics which were

correctly identifiedrom the list preentedwere difficulty making eye contact (Dodd, 2005;
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Center for Disease control, 2010) by seventeen schools, obsessive interests (APA, 2000;
Dodd, 2005; Center for Disease control, 200MHO, 2013 by 18 schools and self
stimulatory behaviour (e.g. rocig) (APA, 2000 WHO, 2013 mentioned by 14 schools.

Poor concentration (McAfee, 2002; Whitby & Mancil, 2009) was correctly identified by 12
schoolsfrom the list provided in the questionnaiRoor concentration could be linkedthe
sensory issues and s#ssive interesfgersons with HFA / ASan experience which may be
distracting and stressful to the learners (McAfee, 2002; Sclenhalt2011).The DSMIV

(APA, 2000) notes that those with HFA / AS can be preoccupied by entetesests or parts
of objectsthis may lead t@drop in concentration in classroom topi€hese characteristics
would make for problematic teaching if the teachers were not trained (Roberts, 2007). The
perceptions of the senior management staffhese cases would be accurate] these
characteristics were noted by the majoaf the schools, that being 6&oo 714% of the

schools in this study.

Twenty schools said the inability to make friends is characteristic of the condittbough

social deficits do form part ahe diagnosis of HFAAS (APA, 2000 WHO, 2013, persons

with the condition are not unable to make friends but rather need to be taught how to make
friends (Simpsoret al, 2003; Attwood, 2007). This relates back to the need &wtier

training to equipschool stafin managing learnessith HFA / AS and implementing social

skills curriculum(Attwood, 2007). Some learners with HFA / AS can experience difficulty in
reading comprehensiowhich was recognised by only figehools. This characteristic only
becomes evident as the school years progress (Whitby & Mancil, 2009), so may not have
been observed by those completing the questionnaire. This difficulty is related to the social
deficit of the condition wherthe learner is often required to interpsetre o ne el s e 6's

view (Theory of Mnd) in comprehension exercises (McAfee, 2002; Schatidt 2011).
113
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Theflipside of poorsocial skills is that persons with HFA / AS are typically very honest as
theystruggleto deceive othergAttwood, 2007) only five schools recognised this positive

aspect of the condition.

Seven schools recognised the good maths skills of persons with M&BaronCohen,et
al,2005).lt is noted that persons with HFA [/ AS
as adultss they are skilled in information technology and computer related pursuits (Shane,
2012). These types of activities require effective skills in mathematics. Ten s¢iwotver,

did recognise the attention to detail learners with HFA / AS jhhisecoutl also relate to the

successnanypersons with HFA / AS have in areas of technolagydults

Three schools recognised the indivality of learners with HFA AS,
O0[ The ¢ ha dependseneach thidc s ]
ot all [characteristics]applyto all children withHFA / ASH

O0[ The c ha da'técessarilgpply to allchildren with HFA ASH

These expressions, recognising that each child with HFA / AS presents differently could
positively affectfuture enrolment o€hildren with HFA / AS even if past experiences of
children with he condition were not positive. The Education White Pap8oath African
Department of Education, 200)lreveals the importancd dealing with each child with

special needs individuallynentioning that stereotyping will also negatively impact inclusion.

The information regarding characteristics of HFAS as reported by 25 of the 28 schools in
thestudy is represented belowkigure 4.8 Three schools omitted the section on the

charateristics of HFA / AS in the questionnaire.
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Figure 4.8: Characteristics of HFA / AS as reported by schools in theelectedcircuits of
the Umlazi district

4.2 .6 Objective 3: To explore the experiencesadmission or attempted admission to

mainstream education for parents of children with HFA / AS

This objective was not addressed in Phase 1 of the Riehse seBhase Zection 4.4.1

where thisaim is addressed
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4.2.7 Objective 4: To explore the encountefschools who admit children with HFA

[ AS
Sixteenof the 28schools reported that they had learners with HFA / AS currently enrolled in
their schools ohadhad learners with HFA / AS enrolled in their schools in the past five
years. The experiences tteachers had of having learners with the condition in their classes

as reported by the senior staff memtamesdiscussed in this section.

Eleven schools reported that it was a difficult experidacéhe teacher€One school

reported it was not diffidtfor the teachers and four schools reported that they did not know
if the experiences were difficult for the teachers or not. Several reasons were given for the
difficulty the teachers experiencethesewere categorised into two main groups: 1. Lack of
staff training and 2. Class sizéhe need for individual attention for the child with HFA / AS.

Only oneschool reported that

O[] The t eacher ]Nobesouspeobleang éxpegendea | |

4.2.7.1  Staff training
The lack of gaff training wagraisedby sewenof the eleven schools which reportibdtthe
experiencef having learners with HFA / AS in their classes wificult for the teachers.
This was in line with the literature where teachers felt unprepared in teaching children with
HFA / AS in other parts of South Africa (Roberts, 2007; Waébal, 2009). The Education
White Paper 6outh African Department bEducation, 200i) acknowledges the need for
training and teacher suppofthe teachers of the schools in the study had not received any

direct training, nor any support from ttist support teams as mentioned in the Education
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White Paper 63outh African Department of Education, 200)1 They expresseithe

following.

6Couldn't always cope with the demands

o

6Didn't know how to handle the | earner 6,

0Educators need to be aware of out bur st s

0 No e x pdeal with anckasdist children with HFAAS 6

ONo training to deal with behaviours of

ONot correctly trained©d,
6Teachers nothdmudllg legairn ppredd t o

ery little or no experience with the

c

(0]

6 dachers are notinformetlb o u t these |l earners and t hei

The desire for further training was also expressed by one school with

O6We need to be better i nfor med?o.

4.2.7.2 Class sizé individual attention
The issue of small clasizes also appears in the literature (Simpgad., 2003; Roberts,
2007; Waltoret al, 2009), with the authorsoting that small classes assisth dealing with
difficult behaviour (which is mentioned in the above quotes) as well as with giving more
attention to learners with HFA / AS. This aspect of individual attention is given in support of
home schooling (Schetté&r Lighthall, 2009) and flelschmling (Lawrence, 2012).1ese
options are not available to all pareassinancial sacrificas involvedsince one parent
would not be able to earn if teaching the child at home (Schetter & Lighthall, 2009).
difficulty experienced by teacheirs working together with parents of LSEddecific to the

South African contexis that there are those parents vdre illiterate or have low education
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(Kujwana, 2008). These parents would not be equipped for homeschooling or flexischooling.

The school8experences are recorded below.

0 Teachenet aakways able to give individua

This was stated in consideration of other learasrmdicated below;

060Teachers have to spend extra time with |
learnerswhoeed hel po,

60They [ | ear 8]ars very demandittyFaAd fihd it difficult to share
equipment, cards andtheeda t or wi t h the other | earners

One school expressed their experiences positively saying

O[ Teachi ng c¢ hASig timeconswming dut ohCE iA rodtine gets
easier. o0

Twelve of the sixteen schools which currently had learners with HFA / AS enrolled or had
done so in the past five years repotteat having a child with HFAAS in the class was a
drain on t hd&histmadeah76% of e schioalsevho had learners with HFA /
AS currently enrolled at their schools or who were enrolled in the past five years. Three
schools reported that they did not know and seteolexpressed that it was not a drain on

t he t dime There vgerde two positive comments expressed

6Chil dren are never a drainbd

0&n be draining but when done with heart

The reasons given for the drain on the teach

asexpressetbelow.

6AdAademic time is taken from ot her |l earner
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0Teachers often have to spend extra ti me
|l earners of the teacher 6s etanacemespeciallytf hey ha
it bssgoficlaés in gener al

This need could be met by maanf a class assistant or facilitator,n(ited StatesDepartment
of Educatim, 2004; Barratt, 2005; Fein Runn, 2007 Koegelet al, 2011), so that the

education otheneurotypical learners in the class is not negatiaéfigcted.

Twelve of the sixteeschools reported that having a child with HFAS was a growing
experience for the teacheasd a opportunity for the teachers to gain experience in working
with children with HFA /AS. Hands on experience was noted aseheial in generating
positive attitude of educators towards working with learners with HEB (Carrirgton,
1999).Thehandson experiencavas recommended by means of the guidance of

professionals.

4.2.7.3 The experience of neurotypical learners educdtatyaide learners
with HFA / AS
There were mixedommentsy the schools towards the experienEéhe neurotypical
learners who were in the same classhee learners with HFA / A3t was seen as an
opportunity for the neurotypical learners to understaonde who are different, that those
who have HFA AS, by 75% of the schoold hese schoolsad learners with HFA / AS
currentlyenrolledor had learners with HFA / A8nrolled in the past five yearBhe £hools

felt that

0 ¥eryone needs to be accepted for who they are and we need to teach empathy, care
and understandingo6

dInclusionsgiveslearnersthtoppor t unity to help and take
60 bildrenl earn patience and acceptanceb
d The neurotypical learnefsver e most sympatheticé
d The neurotypical learnertiearned thafd i f f er ent doesn’'t mean w
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This reflects the view Temple Grandin (2012) (famous adult on the Autism Spectraim) ha
about herself saying that she is different but not less and it relates to the uniqueness persons
on the Autism spectrum display (Jordan 2001; McAfee, 2002). Inclusion can have benefits
for both the learner with HFAAS and the neurotypical learner (Sisopet al, 2003; Fein &

Dunn, 2007; Yssedt al, 2007) in terms of peer tutoring and the development of social skills.

One school reflected this sentiment saying

6 Qildren with HFA /AS are special and have lots to teach otbers

Reichartet al.(1989) found that all parents of children with special needs childréir
studyand 92% of parents of neurotypical children felt it was beneficial for the two groups of
children to be educated togeth€eachers in this study who expressed concerthéor
neurotypical learners said that the neurotypical chiltisehfound the learners with HFA /

AS challenging as expressed in the following quotes.

O[ Neur ot y p ifird thése dhierar [wite HFAAY di f fi cul t 6,
[buf after explanation they {rto understand

a...do find behahours disturbingand are unsuréow to copé

The teachers went on to say that the neurotypical learners found the learners with HFA / AS

particularly difficult if there were outbursts and especidlthese outburstaere

OMol ent o,

O60&me | earners found this traumati co.

It should beconsideedif the learners who were violent were correctly diagnosed with HFA /

AS or if there were other contributing factors (Autism Society, 2013d). At two sciihaols
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neurotypical éarners appeared to be accepting early on budambinuously The drop in
acceptance contributed to disruptions caused by the learners with HFAS/ iA@icated by

the quotedelow.

dnitiallyy e s 6

6Cert ai nl yphadge théydlaameatsanithi H5/ AS] are acceptefby their
neurotypical peers]At senior primary [gade47] t hi s i s not the ca

In contrasto the above quoteanother schoaleported that younger learners were not able

to understand the learners with HFA / AS.

Oackofunderstanding from younger | earnerséo

A positive attitudgowards HFA /AS by the senior management staff members in schools is
essential in influencing how the neurotypical learners feel about the learners withAS-A
and for inclusion to be successf{Carrington, 1999; Anthony, 2009). This was expressed by

one school which said

60 [ We tmoagrobdeingwith other learnersjwe encourage acceptartce

This positive attitude can contribute to positive outlolmkshe neurotypical learners. It is
understadable thait would be difficult for the educators to see inclusion as posatine

express this positively to neurotypical learners if the teachers do notraewmeg or support.

Again reflecting on teacher training three schools said that learnérsift / AS can be
disruptive or distracting to other learners in the class and that having a learner with HFA / AS
can slow down the teaching of the claHsis principlecan apply to any learners withexial

needs and is not exclusive to HFA / AS.
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Figure 4.9: Educatorsdé experiences of teaching chi

Figure 4.9shows the mixed views teachers had about teaching learners with HEA&ag AS
reported by senior staff membénsmainstream schools. While it was difficult for the

teachers, the majority of teachers also felt it was a growing experience and while it was a
drain on the teachersd time which i mpacted

beneficial for the aurotypical learners in most &ss

Geduld(2009) andde Nysschei2008) atline that teaching a learner with ASD (including
HFA / AS) can be emotionally draining and they suggest options to support teachers. These
include support groups, networking witther teachers working with learners on the

spectrum, shortened school day hours and taking time off as needed.
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4.2.8 Objective 5: To determine the current numbers of children with HEA / AS

admitted into mainstream primary schools in a specific population

Due to the low response rate of 18% (Babbie & Mouton, 2007) it was not possible to
determine the current numbers of children with HFA / AS intleecircuits of the Umlazi
school districbeing studiedHowever totals of learners with HFA / AS were caited from

the 28 schools which participated in the studyese are presentedTable 4.6below.There

are currently no data bases of number of children with HFA / AS in mainstream schools in
the target area to refer to. It was thus hoped that this stodlg add to knowledge in this

regard.

It is interesting to note that a total of 11 learners were identified as undiagnosed but suspected
to have HFA / ASAn additionalfour schools reportetihat they suspected there were

learners with HFA / ASn their £hools who were not diagnoskdwever the number of

learners were not specifietihis could relate to the age of diagnosis for children with

Asper ger 0 s betvgenm 8 and 12 gears éld (Attwood, 2007; Schetter & Lighthall,

2009) Insome caseslea@mr s wi t h Asperger6s Syndrome ar e
(Exkorn, 2005) but this is less commdinis meansthere could be learners in the schools

who did not have a diagnosis at the time of enrolment as learners can enrol for grade R
between the ages of 4.5 years and 5.5 years (Kwa¥atal Education Department, 2010)

These learners may then have bebksened to have some characteristics of HFA / AS by the
teaching staff as the child got old&henumberdelowwere compiled from 13 schools

which indicated that they did have a learner or learners with HFA / AS enrolled at their
schools. The average numbétearners with HFA / AS per school in this study was 1.5,

with therange beingneto three.
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Table 4.7: Current numbers of learners enrolled with HFA / AS reported by schools in
the study

Condition Numbers
HFA 1
PDD-NOS 0

Aspergen?

Syndrome

Suspected HFA | 11
AS but

undiagnosed

Total 19

N=28

Nine schools indicated that they had learners in their schools in the past five/gearee
undiagnosed but suspected ave HFA / AS buhumbers were not specified. The difference

in numbers of learners with HFA / AS who were currently enrolled at schools in the target
area and those enrolled in the target ardhepast five years as only two lemers. It

should be notethat in both time periods there were unspecified numbers of learners who
were undiagnosed but suspected to have HFA / AS. The number of schools between the two
time periods differed by three schools with the lowamnber of schools (13) being the

current numberSixteen schoolseported that they had learners with HFA / AS or suspected
HFA / AS in theirschools in the past five yeail®e rumbers are indicated ifable 4.9

below.This drop in mmbers of schools witlearners with HFA / AS is surprising

considering the rise in number of children with ASD, including HFA /(A&itby, et al.,
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2009; Autism Society, 2011 Centre for Disease Control, 2012a). Possible reasons for learners

not being admitted into mainstreanheols were discussed in sections 4.2.4 and 4.2.5.

Table 4.8: Numbers of learners enrolled with HFA / AS in the past five years as
reported by schools in the study

Condition Numbers

HFA 3

PDD-NOS 0

Asper ge|l5

Syndrome

Suspected 3
HFA / AS but

undiagnosed

Total 21

N=28

4.2 .9 Objective6: To explore possible ways barriers to admission to mainstream

schools for children with HFA / AS ay be overcome

4.29.1 Attitudes
Overcoming the attitudinal barriers to mainstream education for children with HFA / AS can
be dependent on the outlook of the senior management staff at the primantg $@fadton,
2002). The Social éological model of educatiotescribed by.andsberget al.(2005)notes
that for inclusion to be successful attitudes have to change. This is addressdetinctteon
White Paper 6 South AfricanDepartmenof Education, 200d) wherethe need for training
at schools at management level is mentioned in reference to revising current school
programmes . Ch angi n g titode is mot ausienples poonebssvever having a
national policy in place can start nreversing the educationabrms and expectations of the
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past. Therefordor schools to overcome this barrier they wonkgbdto recognise the stance
the government takes on this issue, A While
to learners who require intense ééy of support, they also accommodate learners who require
much less support and should ideally be in mainstsgdrol® (South AfricanDepartment

of Education, 2004, p.21) and ASpecifically admission po
learners who can leccommodated outside of special schools and specialised settings can be
accommodated within designated faéirvice or other schools and seitia South African
Department of Educatio2001b, p.27). It should be noted that only three of the schools in

the studystated that theglid not have any understanding about the Education White Paper 6
(South AfricanDepartment oEducation, 200d). The remainin@5 schools all had varying

levels of understanding about the document meaning inclusion of spedalleamers into
mainstream school# Uganda, policy changes were made to include learners with

disabilities into mainstream schools. The implementation of the policies were difficult despite
the legislation as many families, government officials andhility organisationsvere

unaware of the new legislation (Mittler, 200B).this study the majority of the senior staff
members were aware of the inclusion policy, yet were not in favourTdfetSouth African
Department oiWomen Qiildren andPeople wth Disabilities in their Annual performance

plan fiscal year 2022013 documenf2012) states that the departmetrives for the

equalisation of opportunities for persons with disabilitidge equal opportunity desired for
children with HFA / ASis for mainstream schooling. Tenual performancdocument
(2012)goes on to say that attention will be given to effective service delivery for persons

with disabilities.While the service delivery is still lacking support of teachers at

mainstream gwols who teach learners with HFA / ABe presence of this attitude

national policy indicates the desire to up hold the rights of persons with disabilities including

HFA | AS.
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Attwood (2007) describes how knowledge charegétudes, and we could asse the
missing part to changing the attitudd#ssenior management staff is that the means to
implemening the policies puforward in the Education WhiteaPer 6 South African

Department of Education, 200)1are not yet realised.

4.2.9.2 Educator support
Dealing with challenging behaviours such agexbility (Wing 2006; Schette& Lighthall,
2009), difficulty dealing with change (McAfee, 2002), self stimulatory behaviours (APA,
200Q WHO, 2013 and emotional outbursts (Schopler & Mesibov, 1992), agsalcvaith
HFA / AS, can be difficult for #aeacherespecially of a large clasgpproximately a third
(32.19%9 of schools in the study reported that they would enrol learners with SAf/the
learners did not have behaviouisdues (including repetitevand stereotypical behaviours).
This would seem discriminatory since behavioural difficultiespart of the diagnosis of
ASD (and thus HFA AS) (APA, 2000 WHO, 2013 and form part of the triad of
impairments (Exkorn, 2005; Wing, 2008his barrier ca be overcome by means of class
assistants (Koeget al, 2011) o personal facilitatorgRoberts2007) for the child with HFA
| AS. The role of a class assistant is to aid the teacher in the classroom in a general sense with
learners and class activitieBhe role of a facilitator is to be a personal aid to a learner with
special needs, including HFAAS. Thesdfacilitators and class assistamitso should be
trained in working with learners with HFAAS (Koegelet al, 2011)would assist the teacher
with the child with HFA /AS should a difficulty with behaviour arise. In this study, 50% of
schools recognised the need for class assistants to overcome this barrier, saying they would
enrol learners with HFA / AS if they had class assistants. The need for the parents of the child
with HFA / AS to provide a personal facilitator for the learner to enable enrolment was noted

by 28.5% of the participant schools. This would impact the personal finances of the parents
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of the child with HFA / AS which goes against the charter rightpdosons with Autisnas

reflected upon batthewsandMatthews(2012).

An additional area of support needed for the educators is in dealing with the sensory issues
the learners with HFAAS may experience. In excess of half of the schools in thig,stud

57.1%, felt that they would be able to enrol learners with HFA / AS if supportnsdedf

employed at their schools ggchologists, occupational therapists, speech therapists and
remedial teachers). Waltat al.(2009)agreewith the need forwgpport saff however how

the support staff are funded is not noted. Of the schools who reported they did have support
staff working at their schools, all were personally funded by the parents of the children who
needed access to them. Fourteen schools repodethdy employed either class assistants,
support staff or both ee Table 4.6 and Table 4.0f thesel4, three reported that a

mainstream school is the setting most suited to educate learners with HFA / AS, three
reported that mainstream schools witport (i.e. class assistance or support staff) is the

best setting, three reported the best educational setting for a child with HFA / AS depends on
the how the child presents with one of those three schools adding that the support the teacher
is given isalso important. One school said mainstream education with teacher training would
make the best setting. Therefore in this study, 10 of the 14 schools (71.4% ) which had class
assistants or support staff felt mainstream education was the best placernsamhéos with

HFA | AS.

Overcoming this barrier to acceptance to mainstream government primary schools for

children with HFA /AS is addressed within the Education White Pap&daith African

Department of Education, 20001 Educator support by meansdi$trict professional support

teams is outlined. Teachers are due to receive support services by trained personnel to assist

|l earners with a #fAf uSolth AfrieanDgmartnent of Edueation,i ng need

2001, p. 25). Howeverthe implementation of this goal was not realised by the schools in
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this study.Teachers in Malaysia (Yoke, 2010) and in K4t Nysscher2008 reported that
increased work load in terms of paper work affected their attitudes towards teaching with
learnes with ASD.Providing teachers with support in practical areas such as administration
would provide more time for teachers to concentrate on teaching. This could be achieved by
means of parent volunteers or collaboratnolvement from other teachefBhese could be

the physical education teachers, librarians or music teachers who do not have the added
demands such as setting and marking exams. Additionally teachers could provide each other
support by means of weekly meetings to share ideas and proldienmsareas involving

HFA / AS. This form of collaborative teaching (Yoke,20&0p ul d i ncrease a t e
confidence and reduce streds.Nysschei2008 revealed that stress levels are high for
educators working with learners with HFA / AS. Supportldde needed for the educators

on an emotional level as well in order to promote successful inclusion. For this support
groups were suggested as well as shorter school days and increased communication with the
parents of learners with AS&s well as timeut from the learners and increased physical

activity.

4.2.9.3 Finances
More than half of the schools in this study,.®7%) reported that they would enrol learners
with HFA / AS if they had more government funding. In this study some schools had
overcome the baer of financial limitations to enrolling learners with HFAS themselves
by means of fund raising or by the parents of the children affected paying for class assistants,
support staff and facilitators. Although this method goes against the chartsrfoighersons
with Autismas mentioned bilatthewsandMatthewg2012), it is a reality for the current
educational options within South Africa. This option therefore excludes all families of
children with HFA / AS who are not in a financial positionpay for the personnel needed to

help their children in the school settiogfor the training of such staff
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The Education White Paper 8quth African Department of Education, 200)1outlines the

need for educator support to facilitate successful irmud he practicality of the

implementation of the policies in the document however, are not yet a reality as evidenced by
100% of theparticipant schools reporting that they have not had training provided by the
government on HFAAS but that they wouldike training on the topidn Ghana (Anthony,

2009) similar financial issues exist with policy existing to include all learners with non

severe disabilities into mainstreathools (Government of Ghariz003)but means to do so

being absenDue to the high expense of special needs education, financial priority has not
been given to implement the policies. The difficulty in providing suitable education for
learners with ASD in Ghana is that structures are not presently in place for theseslead

they are therefore not in school. Numbers of learners needing special education are therefore
not determined and the ripple effect is that these learners are not budgetgaeoning for

special needs education (Anthony, 2009). The problereftre perpetuates itself.

4.2.9.4 Training
The lack of staff training in the field of HFA / AS was presented repeatedly as a difficulty by
the schools. Of the participant schools, 100% reported that no training had been provided by
the South African Department bEducation. Some school staff had attended training
seminars on HFA / AS which had been provided by private organisations, which typically are
not free of charge. This made up 17.8% of the participant schools, leaving 82.2% of the
schools in the study hang receivedo input about HFA / AS, about characteristiesching
methods or classroom management for learners with HFA TS regards workshops or
seminars teaching staff have attended at some point during their teaching career. It does not
repreent instruction on HFA AS included in the tezning qualification, as reportdxy
senior management staff of the schoald r@corded in section 4.3.1.2 where 92.8% of the

senior management staff reported that no instruction on thewasi provided inheir
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teacher trainingjualification It was evident that the schools felt unprepared to educate
learners with HFA AS as 100% of the participant schools reported that they would like to

receive training in HFA / AS.

The Education White Paper 8dquth Afican Department of Education, 200)1states that the
classroom teacher is the main resource in the successful implementation of inclusion and that
the skills of the educato(scluding senior management staffiil need to be further

developed and new dls will need to be learned in order for inclusion to be successful in

South African schools. This exemplifies tBecial Ecological model of education (Landsberg

et al, 2005) which would be beneficial to learners with HFA / AS. The Education White

Paper6 (South African Department of Education, 200l goes on to say t hat
needs will be reviewed and structured programmes will be put into place in order to meet the
needs of the educators in successfully implementing inclusive education. dtuthyghe

lack of provision in this area remains a barrier to admission to mainstream education for

children with HFA / AS in primary schools.

For schools to overcome this barrier without the presence of the district support teams, they
could collaboratavith other schools in the areas and hold brainstorming sessions. Teachers
from different schools could share their experiences and difficulties and together reach
solutions which would be beneficial for all schetff attending the meeting (Yoke, 2010).
These types of meetings could be held on a regular basis and would not have any financial
impact on the schools. The resource being used would be the time needed to meet. Guest
speakers from Autism organisations such as Autism South Africa and ActiorismAzould

be invited to address the specific issues the teachers are facing in the classroom. Both
organisations are non profit and do not charge for their sericeas to address which

would be helpful to teachers could be behavimanagement, visuaupport and I.E.P to

name a few (délysschen2008). In the absence of professionals available to teach on the
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topic of HFA / AS, use could be made of the training available on the internet, for example
the CARDorganisation or by means of D\éavailablgor purchase on line or through

Autism resources centres.

4.2.9.5 Curriculumandteaching techniquadjustmerg
Just less than half (46.4%) of the schools in this study reported that they would accept
learners with HFA AS into their schools if they assessedchid to be suitable for their
schools. This would indicate that théneols were still employing the &tlical model of
education (Landsbegfal, 2005; Jordan, 2008), where t
accepted into that school by fitting itbow the school has always operated. The Education
White Paper 6outh African Department of Education, 20®} outlines tle implementation

of the Social Eological model (Landsbewg al, 2005) wherehe curriculumand teaching

he

methods are to be adjustedmeet the needs of the learnsayingii | N mai nstr eam

education, priorities will include multevel classroom instruction so that educators can
prepare main lessons with variations that are responsive to individual learner needs; co
operative learningcurriculumenrichment; and dealing with learners with behavioural

pr o b | Souoits AfricanDepartmendbf Education, 2004, p. 18). Overcoming this barrier
again relates to finances and teacher training in order for the educators to bedrantjadt

thecurriculumto accommodate learners with HFA / AS.

4.29.6 Class sizes
Behavioural difficulties can be challenging for an educator of a large class. Two schools
expressed thisissue by sayihnd i ncl usi on] d oes annoBicedwai r kK i
wor k i n cl as s eTaisiglinkedtd tkerneet foraduca®Osdpport by means of
a class facilitator or class assistant, which therefore relates to the barrier of finances, as
provision would be needed for the payment of such staff. In thidy Stome schools had

overcome this barrier themselves by means of fund raising or by the parents of the children

132

n

h



affected paying for the support staff. One sdh@ml adS u p p o r tSU) Winich tatered for

a maximum of 14 learners per grade. This schadldvercome the barrief class size by
creating arSU for each grade. This catered for the individual needs of children with special
needs in genat, which included HFA / AS. This again would require finances to achlave.
Malaysia the Persons with Risilities Act (Government of Malaysia, 2008titled children
with disabilities including ASD equal opportunity to attend mainstream schidds.
mainstream classes had approximatelyea®ners per clasnd thepracticd implemenation

of the Act led tospecial classes being institutaidthe mainstream schoolhese classdsad
special education programmes for learners who were not able to padadeamically in
mainstream classro@nThey were effectively remedial or special needs facilities at a
mainstream school. While this method would be beneficial for learners with cognitive
difficulties, learners with HFA / AS do not have cognitive challenges (APA;20(40,

2012 and would berfé from mainstreanturriculum A combination for the two methods

that is, small classes with mainstream curriculum would be most effective as demonstrated by
one school in the Umlazi district which had successfully implemented this combined
approach to LSENIhefactors expressed in this section (section 4.2.9.) wdgbbols stated

as necessary for acceptance of learners with HFA / AS into their scheoépegsented in

Figure 4.1(elow.
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Figure 4.10: Factors needed to accept learners with HFAAS into mainstream siools

It is interesting to note that 13 schools required an assessment of children with HFA / AS
who would like to enrol at their schools. When schools were asked what type of screening
method was used, 20 schools reported that they do not have a sgreetiind and a
maximum of eight schools had specific requirements used for screening. These were an
interview with the parents, an interview with the child, a performance test for the child, a

report from the previ ous [®lcahicuroahd oneschoob bser v at
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required reports from any specialiite child had seen for examplsyghologist or speech

therapist. Tiese are representedFigure 4.11below.

N=28
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Screening methods used at mainstream schools to determine accpetance
learners with HFA / AS into their schools

Figure 4.11: Screening methoddor acceptance into mainstream schools for children
with HFA / AS

Three schools required a performance test and eight required a report from a previous school
in order to determine if they woulttimit a learner with HFAAS into theirschools. The use

of a performance test to determine eligibility for a school is howélegyal according to the

Rights and responsibilities of parents, learners and public schools: Public School Policy

Guide (South African Department of Education, 20@5)ould seem thre is a need to

135



address the lack of standardisation of the admission process for learners with HFA / AS as in
this study schools accepted or rejected learners with HFA / AS based on the subjective views
of the senior management sta8creening tool suchs The HighFunctioning Autism

Spectrum Screening Questionngk&sSQ which was developed for use with school aged
children Ehlers,Gillberg & Wing, 1999) could be utilised in the South African & to
determine thappropriatenessf learners on the Autism Spectrum for maieat schooling.
Learners who do not fall within the High Functioning range as determined by the screening
tool, could then be referred to special needs schobésevtheir needs would be better

attended tolt is suggested that the district support teams take this responsibildnana,

similar difficulties exist with a poor screening system in place and confusion amongst school
staff as to the steps involved witkferral oflearnes with special educatioreeds including

those with HFA / ASA lack of standardisation was also reported (Anthony, 2009).

In additionto the data processed from the questionnaires already being discussed in this

chaper, the qualitative data represented iffable 4.1(elow.

Table 4.9: Themes arisingfrom open ended questions

Lack of staff training
6 ¥ry difficult for the teachers to provided specialise
teaching..... for HFA AS as there is no trained suppd
structureimpp | ace o

6Definite eed for
in this r

O o

l'y a
egard

0[ for 1incl usi edocatorowoldenees
trainingo
0Teachers are not fully

[Teachers were] not sufficiently trained to deal with
behavioursoftree | ear ner s 6

6 Teachers wer e] not co
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Willingness to teach children
with HFA / AS or accommodate
them in mainstream classes

0Training on the above
go a long wayto us being in a better position to help
children with HFAOG

OEducational class asse
to be test ed|[waudneedditemate c
testing methods]

hing strateg

a c¢ hi | dgedwouttoh
t new i deas

Consideration of neurotypical
learners

O0[ Neurotypical | earners
fully all the circumst a
6[ Having a child with aH
academic time from the
0[] Neurotypical |l earners

[learners with HFA / AS] very difficult after
explanation have found the learners do try to
understand and make all
0[l earners withd dHBAuUu/lptA

6some | earners found th

Positive teaching experiences

0 The teache ] |l earned

rs
t hat occurred"

60 New c h-aaéwlearninge)gerience [for
teachers] 6

O6We have |l earned so muc

Otltakes you out of your comfort zone, leads to
research and increased

0Teachers have enjoyed

Negative teaching experiences

0 The teache
t

] 0
demands of i

rs cou
he chil

O QO
5

I
d
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Owi t h so man ycorstartly od theeback
foot unless you have su

6Di fficult to handl e th

60Ti me consuming®é

4.2.10 Summary ofPhase 1

Phase 1 revealed that there asmall number adchools in théwo circuits of the Umlazi
school district which do enrol learners with HFA / A®ie majority of the schools were not

in support of mainstream education for learners with RS, rather suggesting special
needs schools or remedial schools as the teach#re mainstream schools were not trained
to teachearners with HFA / ASOnly approximately one third of the schools which currently
had learners with HFA / AS enrolleaportedthatmainstream schoolingasthe educational

setting most suited to leamsewith the conditionApproximately two thirds of the schools

reported that no applications were made at the schools by learners with HFA / AS. This may

be due to the | ate age of diagnosis of the

Lighthall, 2009) or the difficulty in the diagnosis itself (Whitby & Mancil, 2009). It can be
inferred that since the majority of the schools were not in support of mainstream education

for HFA / AS, that a diagnosis may be a barrier to admission (Barratt, 2005).

It was revealed that there was misunderstanding about HFA / AS amongst sehior staf
members of the schools and tl#assic Autism was confused with HFA / AS in some cases.
The changes intheSMi5r egar di ng Asperger 6s Syndr ome
(APA 2013) may cause further confusion for schools and increased difficulty regarding
admissiorfor learners. Learners who are High Functioning but are now diagnosed with
Autism Spectrum Disorder, mayave applications declined based on the assumption that

they have Classic Autism. In contrast those who will be diagnosed with Social (pragmatic)
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Communication Disorder (APA, 2013) may have an advantage regarding admissions as no

connection with ASD is made.

Schools expressed that they woaldol learners wit HFA / AS if certain criteria such as
teacher training and government funding were met. The results from Phase 1 will be

integrated with the results from Phase 2 and the autoethnographic essay in section 4.7

4.3 Results Phase 2

Theaim of Phase 2 was taddres®©bjective 3andObjective 6 of the study. These are:
Objective 3:To explore theexperiences of admission or attempted admission to mainstream
education for parents of children with HFA / A8dObjective 6: To explore possible ways
barriers to adhission to mainstream schools for children with HFA / AS may be overcdme.
focus group was utilised for this purpose. The participants fulfilled all the selection criteria
for participation in te study as outlined in Chaptehrge.Despite efforts madetrecruit
participants, there was a lack of volume in responsive participants. This lack could be
attributed to families feeling that the educational problem is far reaching and a discussion
group would not change the attitudes of schools. Perhaps thisleoaeen as a waste of the
parentso6 time. Parents who did attend were a
education. Absent participants could perhaps be those who did not have assertive
personalities and had accepted the educationahlimits without resistancall participants
requestedeedback on the study following the completion of the research projeich

indicated thatheyregarded the study as importahihe biographical information of the

group is presenteid Table 3.7sedion 3.5.4.2. above

The five participants in the study had enrolled or attempted to enrol their children with HFA /
AS at different schools in different areas witttie digrict of Umlazi. Despite the differences

in enrolment locationghere was commoltity amongtheir experienceg-ourthemes
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emerged, each with subthem&beme 1 The lack of knowledge of school staff aboutAd/
AS, with three subthemes;11The uniqueness ofchild with HFA / AS. 1.2The
dissatisfaction of parents with the scregnamocess for enrolment of their children with HFA
/ AS into mainstream schools ah@. The lack of knowledge [the parents had] about the

Education White Paper &¢uth African Department of Education, 206)1

Theme 2: @nflict beween school staff angarens, consisted of three subthem2sg,
Inflexibility of schod staff [which caused conflict]2.2. Attitudes of school staff towards
inclusion [which caused conflicgnd2.3. Desire from parents for unity between themselves

and those involved wittheir children [to overcome the conflict]

Theme 3 emerged as the impact HFA / AS has on parents. The three subthefgs are
Emotional indicators for parents of children with HFA / /8. Dissatisfaction with
schooling options or experiences &18. Views on suitablechool settings for learners with

HFA / AS.

The fourth and last theme emergiederred to: ewson how to overcome the barriers to
mainstream education for childrerth HFA / AS. This theme has five subthemes or
conceptsthose beingl. Small classes?. Aass assistant8, Teacher training/experience in
HFA / AS, 4. Change in attitudes [of school staff and parents of neurotypical learner4] and
Accommodation§in the classroom]These themes are presenitedable 4.11below and

discussed thereafter.
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Table 4.10: Themes arising from the focus group

1. Lack of Knowledge of school staff about HFA / AS
1.1.Uniqueness of a child with HFA / AS
1.2.Dissatisfaction of parents wiitreening processes for enrolment of their children wit
HFA / AS into mainstream schools
1.3.Knowledge of the Education White Paper 6

2. Conflict between school staff and parents

2.1Inflexibility of school staff

2.2.Attitudes of school staff towardsclusion

2.3 Desire from parents for unity between themselves and those involved with their chi

3. The impact HFA / AS has on parents

3.1.Emotional indicators for parents of children with HFA3

3.2.Dissatisfactiorwith thegapsin the current schooling system as experienced by pare
3.3.Views on suitable school settings for learners with HAS/

4. Views on how to overcome the barriers to mainstream education for children with HF
AS

4.1.Small classes

4.2.Class assiants

4.3.Teacher training/ experience in HFAS
4.4.Change in attitudes

4.5. Accommodations

4.3.1Results andidcussion of Phase 2

To illustratetheresultsof the focuggroup, direct quotations from the focus group participants
are presented. CodesPto P: 5areused to refer to the participants, coded @ C: 5are
used to r ef er childeenanth & toy aaretused to peferriotsshools. Codes
are used to ensure the confidentiality of the informataments not oglexpressetheir

view verballybut also by means of volume and tone of voides difference in tone and
volume wasevident when the participants were referring to difficulties encountered with
mainstream school staff. It was also evident when the participants agtkeshch other on a

topic or warned to express understandingpph e anot her 6s experiences.
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4.3.2Theme 11 ack of Knowledgef school staff about HFA / AS

Thelack of knowledge of HFA / Aamongstchool staff of mainstream government schools
was raised repeadly by the participantduring the focus group. Parents expressed their
concerns about the lack of knowledge the teaching staff and school managememhstaff

came into contact with their children with HFA / A&d about the conditiofhey felt that

limited training given to the school staff contributes to this lack of knowledge amongst school
staff. Swartet al.(2004) and Yssedt al.(2007) repat that even tbugh there has been

progress in South Africa in terms wfderstandingnclusive educatioby means of the

Education White Paper &¢uth African Department of Education, 200)1 parents still lack
confidence in the education systeloe to the lack of trainingducational staff have received

in this field Thisis illustrated below in theomments made by focus groparticipants, who

commenthat teachers auntrained an@reunaware of the condition.

P:50le [t he teacher] said, well thereds
chil dé

A

P.36Aey [the teachers] d
a 0

Autism brings to the t 0b
Two of the participants expressed howythad met with the teaching staff to discuss the
needs of their children with HFAAS but were informed that thedchers were not able to
assist the childrehe significance of the parents meeting with the school staff is that the
parents desire to hgart of the solution and support of the educators who work with their
children. This will be discussed further in Themsubtheme 3 below: Desire frgparents

for unity between themselves and those involved with theldreim The Education White
Paper South African Department of Education, 200)1loutlines how training of teachers
for efficiency in indusion will be provided by th&outh African Department of Education.
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However, this has not yet been realised at the schools which the participaatsbadtered.

P:5in the quote beloweferst o her ¢ hi I(meddewn)wmbithdhe ieacher dees

not know how tdhandle Emotional outbursts can be presented by people on the Autism

spectrum (Schopler & Mesibov, 199utism Society of America, 1998/cAfee, 2002) so

the teachersd concerns ar e todealwithdtheibdhavibursai ni ng

mentioned

P.50Mhen we were given the diagnosis that n
back to the school and | told them. | spokéhteacher and the teacheaid they

candét cope.whtdhltbeatd, what do you mean vy
they dondét have teachers that are trained
that are on the Autism spectrum because tlepddt know how t o deal
they have a meltdown. 6

P. 46 We had parent interviews to explain al

The reports from the participants about teachers being underprepared for educating learners
with HFA / AS reflect the experienced teachersn other parts of South Africahen

working with learners with HFA / AS (Roberts, 2007; Walatral, 2009).The participants

did not direct any negative emotion towards the teaching staff but eatipathsed with the
teachers, knowing that the teachers have not been exposed to maihitigerefore felt

fearful of teaching learners with HFA / AS because they wesgilipped. The dialogue

below illustrates this idea.

P.16And thatdos nhbetdrbghaeneaghehi because

P.26Ja, you canét cope, Jabéb
P.161 t 6s not that you [the thsadhamdyoauly @
feelillequi pped to deal with itéo

Participant 4 andParticipant 1took the empathwg step further, suggesting thtrents need

to beconsiderate in dealing with the teachdiiseimportance of this again reflectde
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desire from the parents to be supportive of the teachers and be in unity with the sthool st

This pointwill be revisited in heme2, subtheme: Desire from parents for unity between
themselves and those involved with their childiEme importane of this is that the parents
recognised that the teachers are not the policy makers and that the teachers are in need of
support in the absence of the district support teams which should be assisting the teachers
(South African Depatment of Education, Zilb). Parents are therefore understanding of the
teachersdé position within a system which 1s
AS. The participants expressed that their own conduct should be positive towards the

teachersas illustrated intte quotes below.

P:.461 just want

t ents we need
to understand it i s dif f r

t hem, i

t

P:16 Absol utely, ye u
i n he

h a v ethd nmessage withb e ne
cal mness and t hi t

e
hat persons taken

4.3.2.1 Subtheme 1.1The uniqueness of a child with HFA / AS
Part of the difficulty teachers face in working with children with HFA / AS is that each child
on the Autism spectrum presedifferently (Jordan2001; McAfee, 2002). Therefqgreach
child needs to be handled according to how the triad of impairments are represented in that
child. The participants in the focus group understood this conceptgeily on to realise
that the tea h elack df understandingf the characteristics of the condition can contribute
to causing barriers to mainstream education for their children with HFA P&8ntsas a
result of living with a child with HFA / AS, recogngé¢he individuality of the children The
teachersinfortunatelywho had not had training or experience in HFA / AS wdddat a
disadvantage iknowing how to approach teaching a child with HFA / ABe participants
expressed how the uniqueness of each child should be takercaount by those who

interact with the child as shown below.
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P:36 Auti sm what they r eautsm that eathltheld presexts. b o o k
And just because you have read something
chil dé.

P.56o0ci ety candét expect kids to conform,
know everybody is different; everybodwisque in their own specialavy 6

The lack of understanding school staff had about the uniqueness of each child with HFA / AS
could influence thecreenig process employed at the schoolddéterminea hi | d 6 s
suitability for the schoolThe assumptionould be made by the school staff that all children

with HFA / AS present in the same way and therefore limit access to the mainstream school
to future learners based on how past learners presented. This introduo#evlieg

subtheme which addresses gtreening processes at mainstream schools for learners with

HFA | AS.

4.3.2.2 Subtheme 1.2Dissatisfaction with&eening proes®s for enrolment
of childrenwith HFA / AS intomainstream schosl

The focus group participants felt that the process employed at the mainstream schools to
determine their childrends suitability for
uniquenessf the child into consideratiofdordan, 2001; McAfee, 2002)ot all children on
the Autism spectrum are suited for mainstream educé®omopler & Mesibw, 1992;
Whitby & Mancil, 2009). { would stand to reason then tlia¢ South African Department of
Education, by means of district support tedBwsuth African Department of Education,
2001b),would set in place a suitable screening method to determine which children could be
accommodated within mainstream education and those which cannot. The taqus gr
participantgeportedthat the school management staff did not have effective screening

methods in place’hen considering their children with HFAAS for the mainstream
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placementThe process was experienced as vague oraxstent by the parents as

demonstrated below.

P36 That they [school management staff] ar
we can look at him. Looking at my son in that moment, in that instant is not telling
you about my sono

P26 Basical ly . . .t hallysaldedueltd his bghaviour onithataldy b a s i
they felt that he needed to go to...O0
C:4aMy child wasndét screened at all .. He

said are you willing to accommodate these x, y, z and he said yes and he promptly lef
within six months...and she basically sat on a beanbag and was screened by her
behaviour on the beanbag and the hand holds and she was an angel, so they were like
yes okay. Once the problems had happened and we made application elsewhere
obviously. Thasuspension from the meltdowns followed her and no ose wa
prepared to give her a screenbo

The participants in this focus group felt the need for a better screening process, unlike parents

in Ghana, who were resistant to screening processes for theieohitdiear of labelling and

rejection (Anthony, 2009 he Sout h Af rct(Soath Afrgan [Fepaitroentlofs A
Educdion, 1996b, Chapter 2 pointsaysi | n det er mi ni ng t he pl aceme
special education needs, the head of departmentraraipal must take into account the

fights and wishes of the parents of such a |
well to collaborate closely with the parents of the child with HB&/in order to understand

thec hi | d a n dneetdshle termsof theds@&@eening process this could include a more
extended method, allowing the child opportunity to familiarise Hierself with the

environment or possibly screening the child in an environment which the child is comfortable

with (Walton et al, 2009) It appears from the comments of the participants that a once off

screening interview is insufficient in deter

To better the screening process for learners with HFA / AS, it would be impibrdatihe

senior management staff have an understanding about the condition as misunderstanding
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about a condition has been shown to be a barrier to incluBiaik et al, 2002).Should
schools be familiar with the main characteristics of HFA / AS, mogoitantly peer level
language, peer level self help skills and peer level cognitive skills (APA; 000, 2013

the contemplation of applications for learners with HFA / AS would be more defihede

is adisagreement amongst professionals in the diefmof HFA / AS andas a result some
professionals resort to developing their own
Mancil, 2009. The gap between understanding HFA / AS atilising a suitable screening
process for school entry could be aekfied by means of the professionals who would make
up the district support teams recommended by the Education White P&mertle African
Department of Education, 200)1 The HighFunctioning Autism Spectrum Screening
QuestionnairdASSQ)(Ehlerset al, 1999)is a 10 minute screening questionnaieyeloped

for use by teachers and parentstf@screening of learners wlawe suspected to hat-A /

AS in order to give the learners the best educational supff@tASSQ was found to be
successful screamj tool and since it is easy and quick to utilise could be a possible option
for use by the district support teams in the Umlazi school distitiet.significance of using
standard screening tool and utilisitg district support teams would be thatgistency in
screening would be achieved amongst schioodscommon ared earners would not be
admitted or rejected by schaediased on dyjective opinions but rather kaystandard
measureAdditionally families would not be impacted financially (MattheSv#atthews,
2012) as the district support teams would be employed bydbth African Department of
Education and the parents would not be charged for this service. The current implementation

of this ideal is unfortunately not yet realised by distrigtsrt teams.

4.3.2.3 Subtheme 1.3nowledge of the Education White Paper 6
With the exception of one participant in the focus group, the parents were unaware of their

childrenbés rights to mainstream education, a
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(South Arican Department of Education, 200)1 The participants stated openly that they did

not know what the document was about as illustrated below.

P:361 have no | aparofc ewvédn what P
P.16 We | | I know whatodés fl oating around?®o

P: 56 Bitherdol,ldnd6t knawewhéati PO

Participant 4, who was a special needs teacher haseifell as being a parent of a child
with HFA / AS, knew the contents of tlieducationwWhite Paper 6outh African
Department oEducation, 2008). Sheexpressed that kndedge of the doanentwas
insufficient in gaining a mainstream placement for a learner with HFA / AS as the
implementation of th&ducationWhite Paper 6outh African Department of Education,

2001b) had not yet been achieved.

P: 4dVery big leverag@f you as a parent aréamiliar with the Education White

Paper6) Can | just say, i1tdos athd ifyoeang wel |
you know why &per 6 means inclusion and it states exactly what they need to do and
what they, if youif it, you can fight and fightandfigatn d . . . i t 6s i n paper
practice. It is a startéo.
Specific to the South African context, studi
have influenced the parent gérolmensfgrthechiels t o sc

with special needs (Sweet al, 2004; Ysselet al, 2007). Parents who were unaware that the

child should be allowed to enrol at a mainstream school accedted s chool sd& deci s
placementwhereas parents who knew itt@ld was entitled to be enrolled at the school
insisted that the scholkéwisaioldganpathet he chi | doés
implementation of inclusion policies was difficult as parents were unaware of the new

legislation for their children to attendamstream schools. Additionally some government
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officials and disability organisations were unaware of the inclusion poadisg to the
delay of realising the goals of inclusion (Mittler, 2008)this focus group parents
experienced conflict with thechools but only one participant (P: 4) involved KiZeN

Department of Education to ensure her child received a school plac&meitarly in the

UK, parents reported that they went¢thetimeawar e

of diagnosisand that this excluded the child frahe educational servicés whichthe chid
with HFA / AS was entitle@Harrington, 2011)Likewise in Singapore parents were not
aware of the services their children with ASD (including HFA / AS) were entitled to and

schools did not inform the parents of the options available for these learners (Barratt, 2005).

4.3.3Theme 2Conflict between schodaitaff and parents

Four of the five participants expressed conflict in some form when dealing with mainstream
school staffwith reference taheir children with HFA / AS. This was experienced during the
admission or attempted admission process or followimrglment Considering that the right

to education is a basic constitutional right in South Afriear(stitution of the Republic of

SouthAfrica 1996) and that, AThe rights and wi she

must be taken intoaccouritta t he admi ssi on of the | earners

(Admission Policy for Ordinary Public Schools, South African Department of Education,
19964, p. 4) it does seem unreasonable that parents of children with HFA / AS exgerience

conflict in attemping to access education for their children who have the cognitive ability to

learn n a mainstream settindPA, 2000; Whitbyet al, 2009 WHO, 2012. The par ent s 6

struggles are presented in the quotes below.

P46 Wi th a battle sherwpsimacgpsetobh wiijih

P.56 So they accepted her but they said
let me know and basically we had angwing battle with them ever since and that is

why | decided to take her out of the scho

P:.261't was the wholeeband!|lenhywatgoVvVemnumman
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One participant had a positive experieicéhe admission processd it would seem the

school involved put into practice the above mentioned mowent documents. She reported

that the school had a positive attitude towards her child and welcomed him into thelschool.
appears that this school took into account the positive attributes a child with HFA / AS has to

offer a community (Attwood, 20079nd embraced inclusion. This is demonstrated below.

P.16The government school said, well they
amazed you know. They came and said we wo
nice report, he I bokshéei&ehbeb| | wbeethhnhks

and thatoés what we care about t he most , t

4.3.3.1 Subtheme 2.1Inflexibility of school staff
Participants whose children were able to secure placemen&nstream government
schoos, reported difficulties gperiencedn terms of the school staff being inflexible witie
needs otheir children with HFA / AS. The inflexibilities included dealing with sensory
issues, school routines and aceoadations in the school setting. The sensory element refers
to the reed for breaks when the learner with HFA / AS has experienced too much sensory
input. The sensory input can be exgerted through any of the sengéss input which is not
problematic for neurotypical persons can come in the form of loud noises, crowded setting,
temperature change or strong smells to name a few (FBianfa, 2007).It may also refer to
planning breaks deliberately to avoid distresfore the learner with HFA / AS experiences
it. P: 5 below attempted to achieve this with the school her atiddddedy being allowed to
sit outside assembly to avoid the noika.assembly setting can be challenging for a child
with HFA / AS as the sesory input of noise in the form of group singing or clapping can be
impacting and disturbing to the child on the Autispectrum(Dunnet al, 2002; Dodd, 2005;
Schetter & Lighthall, 2009; Autism Speaks, 2012)me schools the USAhave been

known to have fimeltdowno areas where | earner
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stimulatedfrom sensory input (Palmer, 2010his is usually moreommon in specialeeds

schoolsbut the participants suggest this is not unreasonable for mainstream schools to

implement. Additionally since persons with HFA / AS have social deficits (McAfee, 2002;

Volkmar& Klin, 2005; Attwood, 2007), nhted /a bsohuet issi tut
outside assemblgnd being allowed to read a book during that @®enentioned by the

teacher in P: 50s quote below. Inflexibility
issues were also raised during the discussion as demonsiyd®ed. Both quotelselow

emphasis¢he inflexibility participants experienced at the schools.

P56The teacher battled with rouwhenwe i n t h
have our staff meeting, your child cannot be made to feel differersitamatside with
a book.

P: 4 érhe meltdown, the sensory disorder and there was no accommodation. Her

private psychologist visited the school and said thererwas r eason why s he
mainstream. We had a lady who trains facilitators come look at haviagilitator

come there; they wouldné6t allow that at t
needs to make a few adjustments to accommodate her, and they were not big

adjustments they were small adjustments, Anyway long story short, she was
suspendedntice, then asked to leave

The need to address flexibility is that the relatively small changes dbractly affect
educatiorbut rather if the issues are handled correctly would make teaching easier as
outbursts would be reduceBhould a school system recognise the needs of learners with
HFA / AS within amainstreansetting, inflexibility can be reduced by setting policies in
place to allow foradjustments. Thisasnotedby Rix, Sheehy, Fletche&Zampbell, Cris@and
Harperin the Continuum of EducationrBvision for Children with Special Educatioredds
(Review of international policies and practic2813)where the importance of addressing the
individual needs of the learner was expressed. This fleximsliggth reference to 55
countries reviewed and the 10 countries which were examined in greater detail (Victoria,

Australia; Cambodia; Nova Scotia, Canada; Cyprus; Italy; Kenya, Lithuania; Scotland;
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Norway; and Japan). The flexibility included addptae s chedulidessand t eacher s
adjusted teachin(Rix et al, 2013).It was assumed that flexibility was needed for successful
inclusion.The participantscontinuedalong these lines expressing that the teachers want all

the children to do the same thing, not realising theviddal challenges a child with HFA /

AS experiences (Jorda®001; McAfee, 2002) The participants referred to the school

routines and neurotypical learners, which indicates the structure of the school seems to take
preference to the learning needs ofitisévidual which is in contradiction to the Education

White Paper 6outh African Department of Education, 200)1and the Social Ecological

model of educatioflLandsberget al, 2005) The inflexible attitudes are reported below.

P:16 Se efteacheesjd on 6t want to do somet hing that
because theyodéve got this beli efdotnhéatt al |
know whet hevi ddatést goitt o

P.46 So i t écenformimgto theoschool regulation and routinestttihe school
battled witho

Participant 1who mentioned previously that she hagasitive school enrolment experience,
noted that the school did take the sensory issues intorgoesben dealing with her child.
One would assume that the school whichfvasv our abl e t o her sonbés pl

considered the implications of his needs at the school, as indicted below.

P:16. . . di fferent teachers wil/| be differen
to the gala or go sit quietly. They |l et vy
of the whole class sort of thingo

This sentiment of sensitivity ofthesehéd t o her sondés sensory need
experiences reported by the other focus group participants who reported that akomerece

not made for sensory issues as illustrated below.

P.46 Mi ne didnét, mine had to go sit at spo
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Partc i pant 106s positi v dronetkemsehool safficvelvingsensary f | e x i b
issues for her childhoweverwas not extended to flexibility with other issues in the

classroomThis inflexibilityr e gar ded t he par ent hehslpewishedi si on

to share with another learner in the class. This request was denied by the school even though

the provision of the facilitatatould bese en as b e i n gadiardagdThe@arente a c h e r ¢
of the child with HFA / AS wereffering to give he teacher more support in the classroom

with another learner who needed assistaaceo extra cost to the school ortheeoth c hi | d 6 s
family. The attituddeachers hold towards making inclusion workable and smooth for those

affected has been noted tdezt the educational experiences and enrolment of learners with

special needs (including HFA / AS) in mainstream schools (Carrington,1999; Education

Review Office,2010)T he parent 6s experience is recordec

P16 So coul d s he [ranotqustget lsinm goiagithefclaild with i t at o
HFA / AS] and then as you suggested4(Ryet the next one going maybe and if the

facilitator was happy to do that, you know, work between two and float and it was
completely.. the school said absolutely no,itcdt be, my facilitator
interfere with someone el seb

In the USA the provision of a classro@ssistantdide) is considered part of inclusion

depending on the needs of the child (United States Department of Education, 2004). In
Yokebds s)}uidy §MaD 4 gkdss assidtaataar facditators (aidesye also

reported for some learners with ASD. Having a classroom assistant is beneficial for both the
learner with HFA / AS as well as for the teaghmovided the assistant is trained

Inflexibility is an outward indicator of negative attitudes towards inclusion, because if school
staff do not feel a child is suited to mainstream schooling as in Malaysia (Yoke, 2010), Ghana
(Anthony, 2009) and Singapore (Barratt, 2005) the desire to helpdmers achieve in that

school will be absent and expectations will be low (Anthony, 2009).
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4.3.3.2 Subtheme 2.2Attitudesof school staff towards inclusion
The attitudes teachers and school staff hold towards their roles in an inclusive school setting
are immrtant in ensuring the learners within that school setting achieve maximum success.
Teachers need to not onlgig information about the toplwt also be willing to make
changes (Koegadt al, 2011). The attitudes of teachistff are seen to be influenced by the
attitudes held by senior staff members at the school (Williams, 1983; Coé&tragr2003)
meaning that if a senior school staff member has a negative attitude towards inclusion, the
teaching staff are likely to agt that same attitud&@he same would apply to a positive

outlook demonstrated by the senior staff members. The focus group participants recognised

this concept, identifying the headmasters and headmistresses of the schools as critical people

in establising a favourable school ethos towards HFA / AS. This is illustrated in the quotes

below.

P.261't starts for me, it starts, currently

off, my son was written off by the headmaster and the head of departnveas. sd
shocked when | found out that the head

of

GFE 0So where does that positive attitude

P16 The headmistress...you see they sta
it was going to fail. Thethought it would, they wanted it to work so from the word
good

P:46but the headmaster that took then t
mentioned he cl osed. We candét cope wi
almost null and void because ongai mention, their skewed wief Autism and
Asperger 6sunand ohii g é®

The signifcance of the attitudes of the headmistressegsadinasteris important

consdering thattheyare gatekeepers to admitting learners into their schools, along with
DeputyPrincipals and Head of DepartmerkZ{( Department of Education, 201@hould

the senior staff members be resistant to inclusion and express negativity towards inclusion,

other taching staff are likely to adopt the same vi€Wslliams, 1983; Colemaret al,
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2003). Should finances allow, senior staff members would benefit from interaction with their
counterparts in countries where inclusion is established, such as the USA &iate]
Department of Education, 2004) and Australia (Gorent of South Australia, 200&)s a

means to promote positive attitudes towards inclugibe. participants went on to note that
teachers could still hold apposing attitudes towards inclusiamiéttee principal is

favourable to inclusionThere could be those who follow policy if directed to do so by a

senior staff member but may not internalise the change, as illustrated below.

P.366ome teachers woul d do i toftgatheraheyaieng] b e
whereas another teacher 1is only going to

P:20By the headmaster, exactlyd

Participants expressed that the attitudes of the teachers changed positively as a result of
exposure to HFA / AS durg the yearThis could then open the door for inclusion a little

wider for future learners with HFA / AS (Ainscow [daile-Giorgis, 1998; Education Review

Office, 2010).The significance of this is that attitudes can change and that the barrier of

attitudes to admission to mainstream schooling for learners with HFA / AS can be overcome.

To achieve this teachers need to be willing to try and give the learner with HFA / AS an
opportunity to learn in their classrooms. Additionally senior staff members néed to

positive about inclusion and offer support and understanding to the teachers, realising the
teachers are the ones who carry the responsi
trained to work with learners with HFA / AShe positive changeiattitudes of the teachers

as experienced by the participants are recorded below.

P:56 She [t he teacher] realised .. .that alll
problems. You get different types of chil
that, in the bit of time that:6G was in her class and me working with her and

explaining things to her, she realised that you know, when a child has a problem in

that area or the child has that kind of p
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P:1dwhat | think has worked in my school is that when he arrived and they [senior
school staff] accepted him in right in the beginning...every Friday after school, they
had a staff meeting... there were two of us [with children with H&8]/and they
invitedus and we came from very different ways from which we handled the whole,
you know, the therapies that the children [with HFAS] were following, we were
completely opposite spectrums but they brought both in and they gave the, so the
teachers learntfrom hat appr oacho

Participants also reported that senior school staff mesfddethat the parenting skills of the
participants were poor. The assumption that how the children with HFA / AS presented was a
result of poor parenting skills was a misconceaptia the part of the senior staff members as
hereditary factors and neurobiological aspactsconsidered to be the causation for ASD

(Schopler et al 1998 Dodd, 2005).It would seem that since the schools were not

knowledgeable in the field of HF/ AS as indicated in Themethey would not be in a
position to give advice to the parents on th
are part of HFA / ASNIcAfee, 2002; Wing2006; Schetter & Lighthall, 200%)is also
unjustified to assuméaite chi | dés behaviour is a result of
reported that the schools felt the children with HFA / AS were undisciplined as indicated

below.

P5d honestly told them that she had a proc
theybasically said that | was not parenting her correctly that | was too soft with her...
They said to me basically that my way of
schoobs way of disciplining the children, my child. At the end of the day, you here to
educate her, 61 06m her mother

P: 4.the recommendations [from the school] was that we would comply to the way
social services told us to discipline and

Judgementadttitudes expressed by school staff towards pareatseasily cawsa parent of a
child with HFA / AS to feel offended and contribute toward disunity between school and
parents. Pareatinvolvementat an educational leved noted to positively affect inclusion of

learners with HFA / AS (Harrington, 2011An open relabnship between school staff and

156



parens of the child with HFA / AS woulthereforebe seen as beneficial for the child (Yssel

et al, 2007; Koegeekt al, 2011).The significance of this is that parents and teachers would
be able to give each other sugpamd thus improve the teaching experience of the teacher
and therefore positively influence future enrolment of learners with HFA TA&focus

group participants therefore desired unity between themselves and the staff who work with

their children.

4.3.3.3 Subktheme2.3:Desire from parents for unity between themselves and
those involved with their children

Participants in the focus group expressed the desire to have open communication with the
school staff who worked with their children with HFA / Ahe paricipants recognised the
principles outlined by Ysselt al.(2007), Koegekt al.(2011) and Harrington (2011ywhere
such an arrangement is beneficial to the child with HFA /@& participantiescribed a
positive experience with communicative success with a teatherteacher gave the parent
her cell phone number as well as email addre
or any difficulties at school could exchangedOther focus group pacipants responded
with surprise and support of this experience as it not common place for teachers to give out
per sonal contact information to parents of |

below.

P:16al so anot her t Wisthatfirdt teacheibgave meharicélly hel pe
phone number ahherema i | . I d butishedwouldaatailosice a week with

any problems she had...she woulchail and say | just want to let you know, and its

followed through with the new teacher, shauldcemail me with any biggie

A

happening at school 6
P.26 That 6s great 6

P:46 Oh my hat, what a bl essing!d
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The importance of open communication as illustrated by the above quote is that successful
inclusion of learners with HFA / AS is possible. Throughbetfocus group P: 1 reported the
positive experience she had at the mainstream schach Wwar son with HFA / AS attends.

Unity and communication are therefore means to overcome barriers to mainstream education
for learners with HFA / AS. The unity wilinly be achieved if attitudes to inclusion of

learners with HFA / AS are positive. This will be further discussétheme 4:Change in

attitudes. The@mportance of unity was noted by other participamiso expressed the desire

to have unity between alfg@fessionals who work with their children with HFA / AS in order

to achievesuccessful inclusiarirhis is demonstrated in the following dialogue.

P:26Everyone needs to be on the same pageb

P: 3@etween the parent and the teacher and the school anepiaetohent of
education. Everybody

P: 46 a, everybody working togettéer

P: 2 @n the same page

P: 3 &Everyone needs to be, with the psychologist, the, ateam
P: 1 6ves we all agree on the same..... Plenty of communiéation

P46Pl enty, plenty, plentyéo

Participant 4 went on to introduce the importance of the parents of children with HFA / AS
being supportive of the teachers and being p
Other participants in the group agiesnd contributed to the thenikhis was interesting as

apart from P: 1 the other parents had not experienced good communication or unity from the
schools their children with HFA / AS attended. Regardless, they were able to identify this

element as essential along with the need to offangelves in other supportive roles such as

supplying visual aids for their children as noted below.
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P.46 As parents | t hi nk, whet her they rejec

communicate, communicate, communicate. We need to involve osirsedveced to
offer our assistance where we can, so much so that visual aids, | offered and | did
make for the school ...If we find the right schools or if it comes about that the schools

are willing to take and i nclitisdestogdherd, ar e
it is hard for them. We need to help make
P: 1dred

P46 You know sort of encouraging, being

thing and offering our assistance as much

The willingness othe participants to be supportive towards the teachers who work with their
children with HFA / AS is admirable, so much so that it is easy to lose sight of the fact the
this responsibility and the support of the teachers is not in fact the role of éméspaiis
responsibility is outlined in the White PaperS®(th African Department of Education,

2001b) to be held by the district support teams. Their role is to provide learning materials and
educational assistance to the teachers in mainstream salimoigork with LSEN. Ifone
assumethat parents need to be supportive and involved with those who work with their
children with HFA / AS in order for inclusion of learners with HFAS to succeed, we
immediately place children who do not have this opéiba disadvantage. Basic education is

a right to everyhild in South Africa(Constitution ofthe Republic of South Africd,996)

not only to those who have parents who have the means and inclination to be involved in

t heir childrendés educati on.

Althoughthe participants expressed the desire to support the teachers and have open
communication, the reality of finding appropriate educatartheir children with HFAL AS

did have emotionamplications for the parents.

159



4.3.4Theme 3The impact HFA / AS has orapents

4.3.4.1 Subtheme 3.1Emotional indicator$or parents of children with
HFA / AS

It can easily be understood that the parents
as they are responsible for ensuring their chilétend schoalSouth Afican Department
of Education, 2005)Their anxiety presents itself as parents are insecure if their children with
HFA / AS will have continued placement at a school or if they will be able to find a
schooling placement at all for the child. Témotional impact for the participants in this
focus groupthereforerelated to enrolment, continued placement at mainstream schools and

the pressures of homeschooling due to poor mainstream experiences.

P: 28Ne have been told there is no space for himawe from the unit to the, which
would be the intermediate kind of phase,
because they say there is no sg@ace

P.46 . . . tage | washbaside msyself so e that was a huge problem like for
them to considér

P36t hat ot her O6teacherd who my son is 1i§k
you know, and it puts me, a lot of strain on me as a person, as a mother, teacher
everything at once [homeschooling]

P:.261 6 m al so a singletmomh <ontfherees arte tdwei

Once again the stress experienced by the parents should not be present since South African
children are entitled to basic educat{@onstitution otthe Republic of South Africa, 1996).
Parents should not have to carry thedearof not knowing if their children with HFA / AS

will have a mainstream placement from term to school t&€ha.emotional strain

experienced by the paremtdates to the dissatisfaction the participants felt with the available
schooling optior in theschooldistrict wherethey live.Processing this stress can be achieved

by means of parents attending support groups as is daéxsstrdia (Harrington, 211),
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India (Action for Autism, nadnal centre for Autism) anith other parts of Qith Africa
(Swartet al, 2004) as well ag the greater Durban area (Action in Autjsialthough the
parents realised the importance of partnering with the school staff who worked with their
children with HFA / AS as mentioned in Theme 2, subtheme 3 above, the limitattitres

present schooling system were still raised

4.3.4.2 Subtheme 3.2Dissatisfaction with @ps in the current schooling
system as experienced by parents

The participants felt that their children with HFA / AS fell into a gap in the present
educationakystem. Intellectually the children functioned well (APA, 2000HO, 2013 but
the social deficits of the condition&t(vood, 2007)were not accounted for at the mainstream
schools. The special needs schools howealidmot always provide the cognitiveaitenge
the children with HFA / AS needetihe belowdiscusion between the participantyes
evidence that the problem was commbhe participants expressed that their children did not
fit into mainstream schools and did not fit into special needs kchidus gap in the current
education system was an additional factor which gave rise to stress for the parents of the

childrenwith HFA / AS as expressed bwRicipant 2.

P:361 just find, you know what f orounche, and
He doesndot fit into special needs, he doe
P:20 1 we n32andbe wer imto the kind of mainstream in their school and

after two weeks they said socially he doe
Welblwvas devastated because heds extremely
class range from Grade 1 intellect to Gra

ALL: 0YesoO

P.46Yes thatodods the barrier for wus, for HFA
P.56 Where does your child fit?6

P:361t 6s onesorwhéreoddes ,he fit 2?0

P.46we ended ueedssthoohwhishpvaschrillmittun t hey donoét

cater for Autism but they have been fanta

161



Parents in Siggporeexperienced frustration with their schooling system in accessing
appropriate education for their children. Due to teachers being untrained in mainstream
schools to work with learners with ASD, the learners were referred to special needs schools
or were ket at home as placements were not available &&ag005). While at home and
waiting for a placement the childrenlifeehind academicallgnd weregorevented from social
exposure from peerBue to thegaps in the current schoolisgstem and the stress

experienced by the parentse participants offered their input on the most suitable

educational setting for children with HFA / AS drawing from their own experiences.

4.3.4.3 Subtheme.3:Views on suitable school settings for learnerdwit
HFA / AS

It was generally agreed upamongthe participants that learners with HFA / AS do well
with one on one attention. The reality of this being achieved in the mainstream environment
was discussed amongst the parents. In America this optigailalde by means of class
assistants (United States Department of Education, 2004) and can be achieved by means of
flexischooling (Lawrence,@L2) or homeschooling (Schet&iLighthall, 2009). In the
Umlazi school district within the current South Africachool system, the participants were
not convinced it would be possible. This reflects the findings of Savaift(2004) and Yssel
et al.(2007) wherehe lack of confidencparents of children with HF AAS hadin the
South African education systenag/notedin Morocco similar attitudes amongst parents
were experienced in response to inclusion. Parents were resistant to admitting their special
needs children into schools which had been prepared for inclusion as they were not convinced
that the prognas at the schools would be beneficial for their children (Mittler, 2003).
specific difficulty discussed in the focus group was that of one on one attention for learners

with HFA / AS. Patrticipant 4aises this in the below quote
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P:46 T h[slyool stdfl st ar t t
and added and onc
about, you knowbo

O sort of
e you star

Other participants discussadd agree onthe need for one on one attention for thosiildren

with HFA / AS, with participant 3 giving this as the reason she chokertte schooher son

P:36One on one. Our children need one
ALLOYes, yesd
P:36 Our children thrive on one on one

P:26 Definitelybd

say, oh what d
t itods | i ke, o]

on (0]

atte

P36 That 6s the thing. That 6s -schoobngbetauseh e ma

if my child is, if they doing cooking class, he wants to know why does an onion look

l'i ke it is, how does it gr owz20wishitheidbs not ¢

cooking |l esson to teldl my son how t hi

Participant 1, who as @icatedin above quotes, had a positive experience with mainstream
schooling added that there aa@cial benefits to mainstreamhsoling for learners with HFA
/ AS which may not be possibigith homeschoolingShe explains in the quobelowhow

mainstream schooling provides opportunities for social development.

P.1d 6 m saying, depending on ewhaeheismnolvd

S on

but

interacting socially, [referring to mains

that social interaction, you kn@w

This statement fror: 1 reflects views (Attwood, 2007; Fein & Dunn, 20@tism
Independent, UK, 2010) where thertefits of social modelling are noted as advantageous to
learners with HFA / AS in developing their social abilities. This opportunity is absent in the
homeschooling environment. The homeschooling option does provide the one on one
attention the participas mention, although it does have financial implications for the family

as one parent would not be able to earn in order to teach the child at home (Schetter &
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Lighthall, 2009). An dternative option is mainstream private schooling or the provision of a
personal facilitator to accompany the child in thensi@eam classroom. Thpaces an
additional financial demand on the parents of the children with HFA / AS and is therefore not
available to all families. This method is also opposdaytMatthews andviatthews (2012)

in their reflections o he Charter rights of persons with Autisavhere additional financial
costs should not be imposed on families with children with Autism in order to access
education for their childrershould a family chose toome schoatheir child with HFA / AS

in the presence of suitable mainstream government schooling, one would anticipate the
family should be prepared to cover the cost. In the situation where parents are fti@mee to
schooltheir children with HFA / AS due to lack of suitable schooling provided by the
government, the additional cost is not justified. The reality of being a parent of a child with
HFA / AS in theselectectircuitsof the Umlazi school distrigs that personal finances will

be impactedThe partcipants expressed the factors needed for suitable education for their
children fell on their own budget and that not all of them could afford the costs involved as

illustrated below.

P.:26 Be c a unsdet |a f ctaschabl fges liwenato see Sl he went into the
kind of mainstream in their school 6
P:261 mean we could only go to a privat
family to send him, so it was very dif
P:36 A f tocwodldihélpalobut it ds on t mEhtpeabletnt 6 s
afforditbutP:1 wondét be able to afford i1ito
P.561 <certainly canodoto

P.461 canot o

In countries such as Singapore, parents are responsible for additional support for their
children with HFA / AS as is the case in South Afrikalndia policy is in place for funding

for therapy for a child with ASD up to age three, as well as providing schooling free of
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charge after age three. Unfortunately due to the rise in cases of childnehSidt(including

HFA / AS) not all educational needs for the children are met and parents have to pay for
services out of their own financ@é3as, 2010)In Denver, USA (Denver @ions, 2006)

Autism waivers can assist families with children on the Autipac8um with special needs

with the costs involved up to age six. Thereafter disability grants can be applied for from the

government (United States Government, 2013).

4.3.5Theme 4Views on how to overcome barriers to admission to mainstream

education for chdren with HFA / AS

The participants, as parents of children with HFA / AS and having enrolled or attempted to
enrol their children into mainstream government schools, had experience with the difficulties
faced in accessing education for their children.yTtherefore also had insight into solutions
to the areas of challenge. The participants were willing to provide suppbd teacherand
offer help as neededhis could be by means of better communication with the teachers or
extraacademic lessons ftine child.In addition the parents had suggestions such as smaller
classes, class assistants, teacher trainumgiculumadjustment, attitudehangesnd

classroom accommodations, all of which discussedn the literature These will be

discussed belv in Subtheme 4.1 to Subtheme .articipant 3 below illustrates the
willingness parents have to provide academic support outside the school setting for their
children with HFA / AS. The quotalsoshows the recognition that that each child with HFA

| AS is different and may need different types of support.

P:36 Depending on each chil d. My child, he

woul d back up his education, you understa
lessons like in maths or somethjngt to, you know and assist hima il depends on
each chil do
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4.3.5.1 Subtheme 4.1Small classes
The need for more one on one attention for children with HFA / AS was noted by the
participants in ection 4.4.43 above. To make this possibkmall classes would be needed.
With a small class a teacher would more easily be able to recognise when a child with HFA /
AS is in distress as expressed by participant 4 below. The teacher referred to in the quote
expresses that she does not have tinassest the child with HFA / AS as she has other
children to attend to. The second quote takes into account the possible views of the parents of

the neurotypical children in the class.

P.56i f you can see a chil doésissartiagtdgetng t o s
upset, surely you would be able to take the initiative and get up and say listen, what is
wrong, whatés upset you or can | help you
that because theyo6ve g¢otertagimtimetagetthrdughds i n
their work that they dondét have time to

thatds the sort of problem areab.

e

P:1lhebs god armd she&Gsut alfyiomg kmpwmoher eidme a.
finance resourcestheywa t o spread out evenly and t h
take up more of the teachétsi me t han anybody el seb

The Education White Paper 8dquth African Department of Education, 206)1doesnot

make mention of the need for small numbers of learnerslass in order for successful
inclusion.Simpsoret al.(2003 and Robert$2007)do make note that small classes are
advantageous for learners with HFA / AS in assisting with individual learning styles,
increased personal attention for the child and fanaging any behavioural difficulties. The
reality of instituting small classes would be a greater financial output by the South African
government. Since small classes are not mentioned in the Education White Famuéh6 (
African Department of Educatio2001b) it is unlikely that governmental resources would be
directed to supporting small classes at mainstream sciowther method to overcontee
need for one on one attention for learners with HFA / &iddtbe bymeans of class

assistants diacilitators.
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