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Abstract

:

Home education is a phenomenon that has been increasing globally over the past decade, particularly for families of children with special educational needs or disabilities. The impact of the COVID-19 pandemic has exacerbated this phenomenon with many families continuing to home educate even after their children can officially return to school. This paper reports on a small-scale design-based research project that explored the needs of families who are home educating children with autistic spectrum disorder (ASD). Working in partnership with educational settings, practitioners, and families during the second year of the pandemic, academic researchers in Malaysia and England designed, implemented and evaluated a home learning pack for children with ASD aged 6–12 years old. The findings emphasised the role of economic, social and cultural capital for the families involved and how this impacted their ability to work and educate their children successfully. This raises crucial questions in relation to the place of home education within the wider international inclusive education debate and matters of social equality whilst also highlighting key questions for future research in this field on how policy and provision might develop to meet a growing diversity of need.
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1. Introduction


In recent years, there has been a notable increase in families with children with special education needs and disabilities (SEND) choosing to educate at home [1,2]. Over the past 5 years in the UK, this increase has been as much as 57%, with a further 1000 children waiting for a place in schools [2]. The COVID-19 pandemic has further exacerbated this phenomenon with national lockdowns in many countries forcing school closures and shifting the role of educator from teacher to parent [3]. This project developed in response to this trend and the international pandemic practice of home education to evaluate how families with children with ASD effectively educate and to consider how inclusive education policy might respond to these developments.



As four academic researchers (two from Malaysia and two from England), we adopted a design-based approach to research in collaboration with 14 practitioners and 11 parents from three educational settings. We began the research with a baseline study to explore the needs for supporting home education for children with ASD. This then enabled us to design and trial a pack of home learning resources with six families before evaluating its use and impact. We conducted this research with a critical eye to the international meaning and practices of ’Inclusive Education’. The education tools, data and meanings that emerged cast light on commonly shared international realities for families living and educating with disability. Furthermore, the collaboration between researchers, practitioners and families highlighted meaningful and impactful ways society and its institutions could work if they aim to be responsive and inclusive of its membership whilst also raising questions as to what families and practitioners currently understand by ‘equal’ or ‘inclusive’ education.



This paper is presented in two parts. The first considers inclusive education in the context of home learning. We follow with a brief overview of Bourdieu’s thinking tools as concepts to explore how the system of education positions learning for children with SEND. This leads us to reflect on how the domains of learning, rather than core curriculum content, value individual children by providing a structure for learning both at home and in school. The second part sets out the present study and our research findings, which reimagine inclusive pedagogical practices for whole child development and academic progression.




2. Inclusive Education and the Question of Home Learning—International Developments


Evidence on a global scale highlights the negative impact the COVID-19 pandemic has had upon children’s learning and their expected chronological levels of attainment and progression [4,5]. For children with SEND, the picture is not as clear, with some research reporting that the lockdown has improved cognition and language skills for children with ASD but that social and emotional skills have worsened (Huang et al., 2021). The support for families of children with ASD during lockdowns in both England and Malaysia has varied depending on the education setting their child attended and the services they were accessing, as well as locality and cultural issues [6]. Consequently, the education tools and resources needed at home have also varied—both during and after school closures. These matters have all contributed to international concerns regarding the changing place and impact of inclusive education upon learners.



When questioning what is ‘Inclusive Education’ and how the diversity of learner needs has been met in England and Malaysia, one discovers a variety of positions, perspectives, policies and practices, which claim to be ‘Inclusive Education’ [7]. As a discourse, inclusive education emerged from the international disability rights movement and other related equality movements in the 1980s and 1990s, e.g., the rights of the child (UN 1989). Where there were barriers preventing the integration of children with disabilities, the ideals and policies of inclusion demanded these be challenged.



The theory and philosophy behind inclusive education is clearly depicted in the work of the Centre for Studies on Inclusive Education [8] and the academic research of Allan [9], Barnes [10] and Barton [11]. These sources, and their engagement with inclusive education, place its emphasis and practice with that of human rights and equality. Individuals are not equal; they bring with them a certain habitus and capital to the field of education that afford (or do not afford) their access to opportunities for learning [12]. An effective and inclusive pedagogy might be located within a specific location such as a school building or elsewhere. Most importantly, it should take place in an education space that values all aspects or domains of learning, understands and embraces diversity, and considers the needs of all learners and their families—whether that be in school, alternative provision or at home.



2.1. Key Domains of Learning in Special Education


When children with SEND are educated within mainstream schooling, they are expected to fit into a system of education that develops chronologically and is designed to cover academic core curriculum content. A principal concern of such an educational system is how it may contribute towards social injustice by limiting access to a suitable education via inequalities in experiences and outcome opportunities [13]. Such a system can position children with SEND at a deficit and keep them from meeting expected learning outcomes. It may not value children’s capabilities and is therefore not inclusive of children who have needs that sit outside of the curriculum, where small developmental steps need to be supported and celebrated. In the UK, these broad areas of need (key domains of learning) are set out in the SEND Code of Practice [14] as follows: ‘communication and interaction, cognition and learning, social, emotional and mental health, and sensory and/or physical needs’. These domains are explored in Table 1 below:



Inclusive education for children with SEND positions children as capable in their own right. It is a philosophy that aims to transform education, to value individual children and to meet their educational needs [24]. By empowering families and children with SEND to direct their own learning needs within the domains of learning rather than a core national curriculum, attitudes to learning can shift to prioritise the child rather than the system.




2.2. A Need to Support Home Education for Children with SENDs


As noted above, England and Malaysia witnessed significant challenges to special education provision during the COVID-19 pandemic. The shifting trends and practices in policy and national provision during this time resulted in children receiving most of their education at home. When a child’s learning is entirely dependent on their family’s economic, cultural and social capital, inconsistencies in family educational tools/resource provision, learner experiences and progression can be seen. Enforced home learning was found to be both beneficial and detrimental for pupils and their families with some students making gains in their learning whilst others fell further behind their peers [5].



Access to online learning resources was hindered globally for many due to poor infrastructure, access to computers and poor digital skills in homes and societies [25]. This in turn added to the emotional and psychological challenges faced by many children with SEND and their families. Bellomo et al. [6] identified children with ASD as being particularly vulnerable to the negative impacts of the COVID-19 pandemic with increased anxiety due to a loss of routine and a lack of access to support for both the child and the family. Similarly, Amorium et al. [26] recognised the importance of maintaining routines, and for those families that were able to implement a clear structure to learning at home. the benefits could be seen in terms of reduced anxiety and improved focus.



It becomes clear that the impact of learning at home during the COVID-19 pandemic meant inconsistency in provision, family experience and progression for many children [27]. Despite a family’s desire to support the educational needs of their child(ren), capital, working commitments and hectic work routines presented as regular barriers [28]. One of the key challenges to proponents of special education was the separation of learners from one another, the loss of socialisation and the reduction in family support networks [29,30]. Calls and questions raised by families of children with SEND during lockdowns/school closures included the following: How can we, as the educators at home, work towards meeting our children’s learning needs? How do we continue to ensure their effective progress and success? What tools can our school communities develop and provide for us at this time [4,6]? The authors’ methodology and the home learning provision created was in response to these calls and to the inconsistency of provision that families were receiving. Thus, our study aimed to investigate the needs of families who were home educating children with ASD by asking the following key questions:



	
How can families with children with ASD be supported in home learning as part of a philosophy of inclusive education?



	
What are the experiences and realities of education at home for families with children with ASD?



	
How might inclusive education policies and provisions respond to these developments?








3. The Study


The nature of this project meant that practical research methods were needed in order to gain insights into parents’ needs and experiences in supporting their child’s learning at home whilst also facilitating a theory-driven design for a home learning resource [31]. Working within the tight constraints of a pandemic meant that a practical method of data collection was needed that would support the development of a home learning resource and its evaluation. Such an approach is referred to by Morgan [32] as one of pragmatism, a model of inquiry linked to John Dewey with an emphasis on human experience.



The design of such a home learning pack also needed to minimise pressure on parents for structuring learning activities while providing the capacity for discovery and independence for both parents and children in order to fulfil needs. We were keen to adopt a methodology that would appreciate the authentic everyday experience of parents supporting learning at home for their child [33,34], and this was facilitated via a pragmatic, participant-orientated approach that provided a richness of data from the participant’s perspective known as design-based research (DBR). The combination of pragmatism and DBR created a result that was so much more than a simple process of product development; instead, it was theory-driven and responsive to the ‘emergent features’ of the situation in which we were operating [31].



DBR demands a cyclical approach to product development in recognition that one cycle is not sufficient to facilitate a finished product. The process is iterative starting with an initial needs analysis that leads to the design of a product, followed by further analysis and redesign, and, as such, it ‘has many cycles, trials and improvements over time’ [35]. This paper therefore represents the first cycle of our research, the pilot project, which forms a basis for developing home learning as part of the evolving philosophy and practice of inclusive education [36].



3.1. Approach


At the needs analysis phase of the study, we conducted a baseline evaluation to gain insight into the barriers and enablers for home learning, the areas of learning with which families needed support and the resources available. Questionnaires consisted of four close-ended and six open-ended questions hosted via an online platform, and the link was distributed by email to the settings in their role as gatekeeper [37] and cascaded to staff and parents. As part of our inclusive education ethos, we wanted to be responsive to individual needs whilst empowering diversity. As such, the matter of cultural capital [38] for our families was a key element of consideration in both the design, content and accessibility of our home learning pack. We recognised the tension between the individuals and the system of education and the challenges that home learning presented to inclusive education both in theory and application.



Following the initial analysis of needs, we then developed a pilot home learning pack, which included a range of activities across all four broad areas of need, and this was shared digitally via an online platform and pdf files. Following our initial roll-out of the home learning pack, the researchers carried out an evaluation via an online questionnaire recognising the need for ease of access across two countries, time zones, cultures and a range of settings. This post-design evaluation consisted of thirteen questions, which focused on the parents’ perceptions of the format of the home learning packs in supporting their child’s learning. Our focus here was on the appropriateness of the design; how well the activities supported the child’s learning, enhanced parental knowledge, improved their confidence; and how the experience empowered both the parents and the children. Two open-ended questions focused on the barriers and limitations of using the home learning packs.



For the baseline survey, a total of twenty-five completed responses were received from 14 setting staff and 11 parents. They came from one SEND centre in England and two centres in Malaysia. Of these, eleven families from both countries agreed to take part in the next stage of the research and access the pilot home learning pack. However, only six Malaysian parents completed the final evaluation stage of the research. This may be related to a second pandemic lockdown in England at the time and the approaching end of term.



Descriptive statistics were used to analyse closed questions in both the baseline and evaluation questionnaires, thus summarising the data in a meaningful way [39]. A thematic analysis [40] then facilitated the identification of patterns across the data set with systematic rigour that brought trustworthiness and credibility to the research.




3.2. Ethics


Whilst children with ASD took part in the activities, the data for this project was collected from the parents and practitioners. We recognise that a criticism of this research is a potential lack of authenticity [41] without the voices of the children being included, but time pressures and the pandemic context made this challenging. It was anticipated that, as a first cycle, of research the parents’ voices would provide some insight into the family’s experiences and that future cycles would include the children more as active participants within the research process.



Procedural ethics ensured that informed consent was obtained from the parents and practitioners involved in the study. The participants were made aware of the purposes of the project, how their data would be stored, their right to withdraw and their rights to anonymity in accordance with BERA [42] ethical guidelines.





4. Research Findings


4.1. Needs Analysis Phase


Key themes within the baseline study focused on the needs for inclusive education, the areas of learning that families with children with ASD needed support with and the design of a home learning support pack. This provided a focus for us to develop the home learning pack and the subsequent evaluation.



Findings at this initial stage indicated that parents received a good level of support from the settings (8/11 parents). When evaluated in terms of the different domains of learning, the area that was rated the lowest was sensory needs (7/11 parents). General wellbeing was the highest with all parents rating support as good or exceptional, whilst the other learning areas were held in high regard by 8–10 parents. This means that any additional home learning support should not replace setting support but should complement the learning opportunities already provided with a focus primarily on sensory needs.



When asked to elaborate on their responses, the participants indicated a need for wider support for children across the areas of social development (behaviour and independence), communication and language, cognition, and sensory skills, and this is in line with the four domains of learning as set out in the UK SEND Code of Practice [14]. Parents also reflected on their own need for support as educators for their child in terms of how to engage with their child’s learning, and this is emphasised by Parent 4, who stated, ‘I wish there is a platform for parent to seek help and the correct method to teach our kids’.



In terms of design, participants highlighted a wish for hands on practical activities that would reinforce or complement their learning in school, stating a desire for ‘ideas for home-base physical activity and hands on technology/equipment for practical learning on top of theory’ (Parent 1). They identified an interest in specific ‘sensory or fidgeting tools that are suitable for home base study’ (Parent 1), to improve motor control and concentration [43], and to have access to resources such as downloadable worksheets and useful websites. Of interest were the concerns raised by participants in terms of ‘time, training and knowledge’ (Practitioner 6) or, as Bourdieu [38] would describe, their economic, social and cultural capital. Worries about the cost of a home learning resource were highlighted, along with accessibility, in terms of the format, degree of difficulty, clarity and sustainability of parent training and empowerment.



Overall, this needs analysis highlighted a need for a home learning resource that would accomplish the following:



	
Complement any existing education provision;



	
Include home learning activities that cover all four domains of learning;



	
Be low cost;



	
Be easily accessible in terms of format and content;



	
Empower parents to support their child’s learning.






These criteria thus provided an ‘orientation point for the design and re-design of home learning activities’ [44] that would take place over several cycles of DBR, providing a focus for evaluating the design and planning for the next cycle of research.




4.2. Development and Implementation Phase


During this first cycle of DBR, our hypothesis was that all children are curious and capable in their own right and that any approach to support home learning should value the child as an individual in order to meet their educational needs [24,45]. Whilst the COVID-19 pandemic, lockdowns and school closures shifted the role of educator from teacher to parent, inclusive education positions learning and education as a concern for all and not something that only takes place within the confines of a school building. The design, development and implementation of a home learning resource pack therefore needed to encompass this inclusive education philosophy in order to enable and empower families to become confident and competent in their approach and practice.



The design criteria identified during the needs analysis led to our development of a home learning pack in the form of a set of activity ‘cards’ linked to the four domains of learning rather than specific curriculum content. This meant that the activities would complement any existing education provision rather than replace it. The activity cards were made available to participants as a free resource in both pdf format and via a website, making them easily accessible and printable as appropriate to the needs of the family and their circumstance.



Introductory ‘cards’ explained how we had designed the pack and how the activities linked to the different domains of learning [14]. We were seeking to provide a range of activities in order to provide for the different needs, developmental stage and interests of the children and families. Participants were encouraged to choose those activities that they were drawn toward and interested in rather than having to complete all of them. Each domain of learning had its own set of between three and six activities to select from as set out in Table 2 below. Most were available in pdf format and on the website. Three of the physical activities were only available on the website so as to gain insight into how the website might be used.



Each activity was designed to be explained on two sides of a single A5 ‘card’. Each card set out the purpose of the activity, resources, and what to do, whilst on the back of the card were tips, extension activities and support for parents. We made it clear throughout that the separate areas of need are interrelated and that the contents of the pack were not designed to replace specialist setting activities but to complement them.



A colour scheme meant that each area of learning was branded with a distinctive colour so that different activities could be easily associated with their specific domain of learning. A key area of concern held by the researchers was the cultural appropriateness of the activities, and it was good to note that parents were overwhelmingly positive in this regard. The researchers took care during the design of the activities to ensure that the images and colour scheme used would be appropriate to Malaysian culture (such as avoiding yellow, as this colour was linked to royalty, and black, which is a colour for mourning, and replacing images of a dog with a cat, which is a preferred pet in Malaysia).




4.3. Evaluation Phase


After the home learning pack had been trialled with families, we moved to the evaluation phase with a focus on identifying the child’s level of interest and engagement with the activities, the parents’ experience of facilitating their child’s learning using the packs and any revisions needed for the pack design for the next cycle of research.



Whilst we encouraged families to choose only those activities they were interested in, within the participant group, all of the activities on the pdf cards were tried, and they provided a learning opportunity as summarised in Figure 1 below. Notably, none of the three additional activities for supporting physical development, which were available only on the website, were tried, despite parents stating that it was easier to access the website materials than pdfs. Feedback from two of the six parents highlighted an interest in accessing printed activity cards that they could easily return to in the future. This is a point of note for future cycles of this project if we are to ensure that the resources are made accessible for all.



In terms of child engagement there was a particularly high level of interest (all parents) in the activities supporting social and emotional needs and sensory/physical needs. This confirms the findings from the initial needs analysis for activities to support these domains of learning and from the literature in terms of how the pandemic had a negative impact on social and emotional wellbeing during lockdown [46]. It highlights a need to provide home learning that is physical in nature and engages different senses as a basis for learning and for supporting social and emotional well-being.



The activities that provided the most enjoyment were the ‘sock puppet show’, ‘what comes next?’, ‘family tree’, ‘play dough’ and the ‘tracing game’. While all of the activities had been designed to be fun and engaging, these provided the most stimulation mentally and physically. They were also ranked highly in terms of supporting the child’s confidence in their abilities and the parent’s confidence in supporting their child’s learning, along with the ‘what is important to me?’ and ‘printing with food’ activities




4.4. Findings and Limitations


The repositioning of parents as educators during the pandemic has cast light on the challenges of providing suitable learning in the home. Of particular concern has been how parents are supported when their child has additional needs in terms of their knowledge and resources—their economic and cultural capital [6].



Whilst this has only been a pilot project, our initial findings indicated that parents felt more empowered to support their child’s learning at home, whilst five out of six parents felt that their child was more empowered to develop their own learning using the home learning packs. This was an important outcome and relates to the development and practice of an inclusive education philosophy that recognises the funds of knowledge [47] residing in families rather than locating knowledge exclusively with teachers in schools.



There was a range of families participating in this project with a variety of abilities and circumstances. This study was also conducted during lockdown, and it was possible that the parents were not able to engage with some activities to their fullest extent. Most of the limitations mentioned by the parents appeared to be focused on the time they had to work with their child stating that it was ‘challenging to keep the child focused to complete the activity due to surroundings at home’ (Parent 2). Another parent pointed out that their child lacked the ability to work independently, stating ‘my child would always need guidance to keep an eye on him during activities’ (Parent 3).



Whilst we had emphasised in the pack guidance that families should choose to access only those activities they are interested in and drawn towards, parents did comment on a need to provide activities suited to a range of abilities, stating that ‘Some activities may not suit/is too advanced for my child … Perhaps provide simpler activities for cognition and learning’ (Parent 4) and that ‘certain activities do show some interest to the child but maybe not all’ (Parent 3).



As a first cycle of DBR, these findings indicate promising results in terms of empowering parents and children in their learning at home. This is an element to build upon in the next iteration of the pack in addition to improving accessibility and providing activities suited to a wider range of needs and developmental stages.





5. Discussions


This study represents the first cycle of a design-based research project. It was developed in response to increasing demands in Malaysia and the UK to support families with children with ASD who were struggling to support their child’s learning during lockdown. The challenges faced by these families have brought to light issues of social justice, equity, access and inclusion. Engaging families in learning has become more significant in terms of the provision of educational experiences of children at home, in school and online [48]. This project has highlighted a need to empower families in their child’s learning at home and at school as part of an inclusive system of education that values the role of parents in their child’s education and recognises the knowledge [47] acquired outside of school. It highlights the role of familial habitus and capital in the field of education and how these can become barriers or enablers to learning at home.



5.1. Home Learning as Part of Inclusive Education


This study aimed to cast light on how families with children with ASD can be supported in their home learning as part of the philosophy of an inclusive education curriculum. We argue that when viewed through an inclusive education lens [9,24], ‘education’ encompasses more than the content of a national curriculum, and this is particularly important for children with additional needs who do not necessarily conform and fit into a mainstream system of education that is premised against a measurement of ‘normal’ development [45].



Schools and professionals need to re-consider their culture and practices to ensure that no one is left out [45]. Inclusion does not mean offering the same to everyone; it is about recognising the strengths and needs of the individual, working with children and their family to support those needs, and providing activities that build on the strength and competencies of children to enhance their development across all domains of learning.




5.2. The Role of Habitus, Capital and Field in Inclusive Education


The experiences and realities of home learning for families with children with ASD have highlighted the role of habitus, capital and field. For many children, home learning during lockdown took the form of online work set by the school following a national curriculum. This brought challenges in terms of a family’s ability to access the internet, the need for a learning space in the home for the child and the support for the child from the family in terms of curriculum knowledge and encouragement. Parents were expected to take on more significant duties to support the daily learning routines of their child [29], and, indeed, this research found that a main concern of parents was their time and resources.



The dispositions and attitudes for learning in the home, the habitus [13] of parents and that of their children, are influential in a child’s educational development. It takes time to change attitudes to learning and to reposition education as more than school. Not all families have the economic, social or cultural capital [38] to draw upon in order to support their child’s learning in terms of resource, knowledge or connections. Participants in this research felt under pressure to have their child conform to a ‘norm’ and to achieve in curriculum tests and, as such, viewed education as residing in a purely cognitive domain. Those with higher levels of capital were able to access additional support via specialist educational providers or resources. For those with less capital, the barriers of time, space and resource were significant.




5.3. Empowering Learning at Home


This research has highlighted the need for families to have choice and a significant say in the form of provision available for their children. This feeds into the inclusive education discourse in terms of the importance of empowerment. The design of the home learning packs needed to minimise the pressure on parents, to help lead a restrictive curriculum-based education in the home and to empower parents and children to recognise the learning that takes place every day through activity [33]. The design of the home learning packs aimed to do just this: to make links to everyday experiences such as shopping, to the development of a child’s mathematical knowledge. Valuing the authenticity of voice and everyday experience in this way raises the importance of a pragmatic, participant-oriented design, which would cater for the different learning needs of children with ASD.



The structure of the learning activities facilitated a capacity for discovery and independence for both parents and children. There was a recognition that an activity aimed at one domain of learning had threads that interlinked to all areas of a child’s learning and development. By explaining how a learning activity linked to a child’s development, the parents in this study felt empowered to support their child’s learning at home, and, at the same time, the children felt more empowered to develop their own home learning.




5.4. Developing Inclusive Education Policy


Inclusion is a global agenda and should be a goal for the education of all children [45]. Definitions of inclusive education are, however, a matter of debate both in country and internationally. In Malaysia, inclusive education is a relatively new concept with legislation changes in 2019 to ensure that no child is refused enrolment at any school of their choice, whereas an ‘inclusive education’ programme in Malaysia refers to a specialist educational programme for children with SEND that is separate to a mainstream class or school [49]. In England, inclusive education is focused on a parent’s right to send their child to a school of their choice; however, the education provided in that school is not necessarily inclusive. Instead, children with additional needs are compared to an ableist agenda [45] that positions those with SEND as a deficit and in need of segregation into specialist classrooms. Even the language of SEND positions those with identified needs as ‘other’, as outside of a ‘norm’. As countries across the globe were plunged into lockdown education in the home became an expected part of everyday life. This brings into question the place of ‘inclusive education’ in an era where education is located only in schools.



An alternative view of inclusive education is as a philosophy, an approach that values the abilities of the individual, diversity and interests. Here, education outside of school becomes part of inclusive education rather than separate from it. Relationships between child, parent, teacher, school and other professionals are strengthened by funds of knowledge in homes, schools and the community.





6. Conclusions


This research aimed to design a resource to support learning at home for families with children with ASD in England and Malaysia during the COVID-19 pandemic. A design-based research approach was adopted that invited settings, practitioners and families to contribute their views on home learning, thebarriers, enablers and aspirations. Findings from the first cycle of research highlight a need to empower parents and children in their education across all domains of learning via activities that engage the children, celebrate their funds of knowledge and relate to their everyday lives. In this way, economic, social and cultural barriers to education are reduced, and learning becomes meaningful and purposeful to each child whilst also supporting their education on a holistic level.



The need for inclusive education systems has been highlighted on a global level; however, definitions of inclusion remain unclear as children with additional needs remain segregated, othered from their peers and, in some casesconsidered as deficit. By repositioning inclusive education as a philosophy that focuses on the capabilities of children, learning becomes a construction arising between children, their families and teachers [24].



Learning in the home during and following the pandemic thus becomes a key and core part of inclusive education provision. Rather than seeing it as separate from what takes place behind the school gates, undervalued and not adequately resourced, we argue for inclusive education policies and provisions that engage with home learning as a complementary and essential component of inclusive education pedagogy for all learners’ progress.
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Figure 1. Impact of activities. 
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Table 1. Domains of learning.
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	Domain of Learning
	Description





	Communication and interaction
	Essential for learning, to build relationships with others and to share experiences [15,16]. Children with speech, language and communication needs may have difficulties in communicating with others, understanding what is being said to them, or interpreting social etiquette [17].



	Cognition and learning
	Relates to an individual’s problem-solving skills, memory and perception and how they process information and concepts. Communication and language skills are integral to thinking and the processing of ideas. Developmental theorists such as Piaget [18] and Vygotsky [19] can be helpful in our understanding of child development and learning, whilst other theorists such as Skinner [20], who describes learning via stimulus and response, and Rogers [21], who offers a person-centred approach, can help us to understand behaviour and thus how to work with children to better support their needs.



	Social, emotional and mental health
	Form the basis for an individual’s wellbeing and are clearly defined within Maslow’s [22] hierarchy of needs. Social, emotional and mental health difficulties are difficult to define [16] and often used to explain poor behaviour without considering the root cause.



	Sensory and/or physical needs
	This area of learning includes children with hearing, sight, physical and multi-sensory impairment. They may have a health condition that impacts learning, such as diabetes or epilepsy, or struggle to make sense of themselves in the space around them (proprioception) [23].
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Table 2. Pack content.
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Domain of Learning

	
Activities






	
Communication and interaction

	
The art of description




	
The listening project




	
A sock puppet show




	
What is important to you?




	
Cognition and learning

	
What can you buy?




	
Mapping where you live




	
Lego modelling




	
Adventure land




	
Bingo




	
Social, emotional and mental health

	
What comes next?




	
Large-scale body mapping




	
Family tree




	
Sensory and/or physical needs

	
Playing with dough




	
Printing with food




	
A tracing game




	
Music mayhem (on website only)




	
Yoga stretches (on website only)




	
Fidget toy (on website only)
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