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Abstract

This study examined the increasing importance of integrating children with autism into mainstream
educational institutions in Ghana, highlighting the challenges faced by educators due to inadequate
skills and training. A mixed-methods approach was employed to gather data from 51 teachers,
utilizing both a structured questionnaire and an in-depth interview. The study demonstrated that
numerous teachers hold an inadequate grasp of autism. There was shortcomings in professional
training, resulting in feelings of inadequacy among the educators. Therefore, preparing teachers is
crucial in making schools more inclusive and welcoming to learners with autism. The study
recommends enhancing autism-specific training programs, initiating regular professional
development seminars and establishing peer support networks to equip educators with the
necessary skills to manage children with autism in inclusive settings effectively.
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Introduction

Children with autism are gradually being
enrolled in regular education schools in Ghana
(Senoo et al. 2024; Awuna et al. 2024).
Therefore, it is expected that teachers who
teach the learners with autism in the regular
education classrooms should be competent in
teaching and meeting the unique needs of the
children, to address their learning needs and
develop their potentials. Since education serves
as a significant source of management for
persons with autism, teachers must have a
strong sense of self-efficacy to improve the
quality of life of the learners with autism. They
must be trained, be skillful and knowledgeable
about autism, especially on the interventional
and educational practices specific to
supporting the learners with autism in the
classroom (Senoo et al. 2024).

Ghana has been committed to providing
education for all persons, children and youth
alike, irrespective of their differences,
disabilities and impairments. All persons,
including people with special educational needs
and disabilities, have the right to participate in
learning as much as possible alongside their
peers and to learn in an accessible educational
environment in a regular education classroom
(Ministry of Education, 2015; 2003). Given this,
the Ministry of Education introduced the
inclusive education policy in 2015 to provide
equity in educational opportunities for all
persons, as well as enriching teacher training
programs to empower teachers to work with
diverse learners in the learning environment
(Ministry of Education 2018; 2015). In the bid to
make education more accessible to students
with varied needs, teachers are supposed to be
provided with human and material resources to
support diverse learners, including those with
autism.

The Government of Ghana through its diverse
policy directives, such as the Inclusive
Education Policy, New Standard Based
Curriculum, Free Compulsory Universal Basic
Education (FCUBE), Free Senior High School
Policy, and National School Feeding
Programme, has introduced curriculum based
on the universal design framework to promote
accessibility and participation of diverse
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learners. To reinforce universal access and
participation in education, the government
provides free basic and senior high school
education for all learners attending government
funded schools. These measures were put in
place to aid and encourage all students to
participate fully in schools in the country
(Ministry of Education, 2019; Frank & Joshi,
2017; Engelbrecht et al., 2016; Kuyini and
Abosi, 2014; Ghana Education Service, 2011).

Despite the policy initiatives by the Government
of Ghana through the Ministry of Education,
there have been criticisms on the policy
implementation efforts to make education more
accessible and inclusive to students with
intellectual-related difficulties and other special
educational needs in the regular education
setting.There have been criticisms on the policy
implementation efforts to make education more
accessible and inclusive to students with
intellectual-related difficulties and other special
educational needs in the regular education
setting. The enrolment for most persons with
such intellectual and developmental disabilities
are primarily channeled to predominantly
special schools rather than regular schools,
even though these learners  could have the
capabilities to learn alongside their peers in
regular education classrooms (Lilley, 2015).

Teachers have been criticized for not using
teaching methods and approaches that are
reflective and accommodating the needs of the
diverse learners with special educational needs.
Research indicates that some learners are not
benefiting from teaching methodologies used in
the regular classrooms (Bawa & Osei, 2018;
Robinson, 2017). This reinforces the need for
regular education schools and classrooms to
be structured in such a way that teaching and
learning is effective and fruitful for students with
autism. Research emphasizes the pivotal role of
teacher competence in supporting learners with
autism, underscoring the negative impact of
inadequate knowledge and skills of teachers in
providing quality education for the overall
growth and development of the children with
autism (Taresh et al., 2020; Talib & Paulson,
2015).

Senoo et al. (2024), Twi-Yeboah et al. (2021)
and Ayoka (2018) in their respective studies
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reveal that teachers encounter challenges in
supporting children with autism due to their low
understanding and lack of competencies in
how to support the learners, which hampers the
implementation of inclusive education. While
existing literature has primarily focused on
special education teachers’ support to students
with autism, comparatively, little attention has
been given to the understanding and
competencies of regular classroom teachers in
teaching and supporting autistic learners within
mainstream educational environments in Ghana
and across many African countries (Alhassan &
Abosi, 2014; Genovesi et al.,, 2024; Kuyini &
Desai, 2008). Other studies conducted in
Ghana and sub-Saharan Africa on autism have
predominantly focused on health workers’
knowledge and attitudes toward autism,
parental experiences and perceptions of caring
for children with autism (Kissi- Abrokwah &
Koduah- Ntim, 2022; Oti- Boadi et al.,2025).
Therefore, this study fills the gap in the
Ghanaian context by providing research
findings on teachers’ understanding of autism
as well as their competencies in supporting
learners with autism in Ghana.

Literature Review

This section presents an overview of the theory
guiding the study as well as detailed empirical
review of literature for the study.

Theoretical Framework

The theory of self-efficacy by Albert Bandura
(1977) pertains to an individual's belief in their
capability to perform behaviors necessary to
achieve desired outcomes. Self-efficacy is the
belief in one's ability to organize and execute
actions required to attain specific goals
(Bandura, 1997). This belief shapes teachers’
choice and intensity of instructional practices
when working with students with autism, as
well as their confidence in achieving positive
outcomes in the classroom.

According to Warner and Schwarzer (2017) and
Sdorow (1993), self-efficacy comprises two
components: efficacy expectancy and outcome
expectations. Efficacy expectancy reflects a
teacher's belief in their capacity to influence
outcomes while outcome expectancy is the

belief that effort will result in a desired outcome.

Senler (2016) suggests that teachers’ efficacy is
influenced by their locus of control, as
proposed by Rotter (1966), where internal locus
of control relates to the belief that one's actions

determines outcomes while external locus of
control attributes outcomes to external factors.

Bandura (1977) identified four sources of self-
efficacy: mastery experiences, vicarious
experiences, social persuasion and
physiological and emotional states. Mastery
experiences play a significant role in shaping
self-efficacy as successful past experiences
contribute to feelings of competence. He
emphasized that repeated successes lead to
strong efficacy expectations while repeated
failures diminish them. Garza et al. (2014)
suggested that individuals with high self-
efficacy are more likely to engage in
challenging activities and persist in facing
difficulties, leading to further mastery
experiences and increased self-efficacy.
Conversely, individuals with low self-efficacy
tend to avoid challenging tasks and give up
easily, perpetuating a cycle of decreased self-
efficacy (Bandura, 1977; Garza et al., 2014).

In this study, the Self-Efficacy Theory provides
a foundational framework for understanding
teachers' beliefs in their capacity to educate
learners with autism effectively. This theory
posits that self-efficacy or belief in one's ability
to execute necessary actions or skills to
achieve desired outcomes is influenced by
mastery experiences, vicarious experiences,
social persuasion and physiological/emotional
states. Teachers who have understanding
about autism and have the skills in supporting
students with autism will be more competent
and confident in their ability to support the
learners with autism. Teachers who have also
succeeded in teaching learners with autism are
more likely to feel confident in their ability to do
so again. Observing the successful experiences
of peers can further increase their confidence.
By applying the Self-Efficacy Theory, this study
sought to explore teachers' beliefs about their
capability and competence to teach students
with autism. Understanding factors contributing
to teachers' self-efficacy can inform
interventions designed to enhance teacher
training and support in educating autistic
learners. Through this lens, the study sought to
shed light on the critical role of teachers'
competence in supporting learners with autism.

Empirical Literature Review

A study of Paraskevi (2021) found a correlation
between experience, knowledge and
confidence in successful inclusion of children
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with autism. Studies by Gdémez-Mari et al.
(2021); Keen et al., 2016 and Al-Sharbati et al.
(2015) revealed that mainstream school
teachers had low knowledge about autism.
Twi- Yeboah et al. (2021) and Omolayo et al.
(2020) further reported low levels of knowledge
of autism among teachers in Ghana and Nigeria
(Twi-Yeboah et al., 2021; Omolayo et al., 2020).

Comprehensive training in autism is essential
for educators to adequately support individuals
with the disorder. Studies by Yasar and Cronin
(2014) and Boyle et al. (2022) reveal
deficiencies in teacher preparation and
professional development, hindering effective
interventions for learners with autism spectrum
disorder (ASD). Despite varied efforts across
Ghana, Nigeria, Kenya, and Tanzania,
challenges, such as limited resources and
awareness persist, underscoring the ongoing
need for enhanced teacher training to support
learners with autism effectively (Odunsi, 2017;
Paul & Brisibe, 2015; Ndunguru & Kisanga,
2023).

Kanjatanga et al. (2020) identified the absence
of occupational therapists and a
multidisciplinary team as a major barrier to
supporting individuals with autism in Ghanaian
schools. Similarly, Kuyini and Abosi (2014)
observed that teachers employed fewer
instructional adaptations due to limited
knowledge and skills, corroborating the findings
of Kanjatanga et al. (2020). Rakap et al. (2016)
further reported deficiencies in teachers’ use of
instructional adaptations for learners with
special educational needs. In contrast,
Taliaferro et al. (2015) found that teachers with
training in autism demonstrated stronger
intervention skills and a greater inclination
toward inclusive education, underscoring the
potential benefits of preparing teachers to
support individuals with autism and enhance
their ability to address autism-related
challenges

Methodology

This study employed a mixed methods
approach, integrating qualitative and
quantitative methodologies to provide a
comprehensive analysis.

Design

An explanatory sequential research design was
employed, beginning with quantitative data
collection and analysis, followed by a

qualitative phase. This design allowed for the
collection of numerical data on the attitudes
and opinions of the target population, as well
as an in-depth understanding of teachers’
competencies in supporting students with
autism (Creswell & Creswell, 2017).

Population and Sampling

The target population comprised approximately
90 teachers from five mainstream basic schools
attended by learners with autism, of which 51
teachers participated in the study. All the 51
teachers completed a survey and four were
subsequently interviewed to provide deeper
insights, thereby creating a nested sample
(Onwuegbuzie & Collins, 2017; Tanner, 2023).
Purposive sampling was used to select the
schools, random sampling was employed to
select the 51 teachers and purposive sampling
was applied to select four interviewees from
among the 51 teachers, thus forming a nested
sample  (Creswell &  Creswell, 2017;
Onwuegbuzie & Collins, 2017).

Instruments

Data collection involved a questionnaire
consisting of 20 closed-ended items, adapted
and modified from previous studies, to assess
teachers’ understanding of autism, their
readiness, and their skills in supporting learners
with autism. In addition, in-depth interviews
were conducted using an interview guide to
further explore teachers’ understanding and
competencies.

Reliability and Validity

A reliability test, using the Cronbach’s alpha
yielded values above 0.70 for all the constructs,
indicating acceptable internal consistency (Hair
et al., 2010; Fraenkel & Wallen, 2007; Nunnally,
1978). The use of random sampling further
helped reduce potential threats to the internal
validity (Creswell & Creswell, 2017).

The trustworthiness of qualitative findings was
ensured through credibility, dependability,
transferability, and confirmability (Lincoln &
Guba, 1985). Credibility was established
through member checking and expert scrutiny
(Forero et al., 2018; Shenton, 2004).
Dependability and transferability were achieved
through detailed record-keeping and cogent
descriptions. Confirmability was established by
comparing findings with other research (Forero
et al., 2018).
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Statistical Treatment of Data

Survey data was analyzed using the SPSS
version 23, specifically frequencies and
percentages, while thematic analysis was
applied to analyzing information derived form
the interviews.

Ethical Considerations

Participation in the study was voluntary and
informed consent was sought from all the
respondents. They were given the choice of
opting out of the study or refusing to answer
questions if they so desired. Furthermore, the
respondents were assured of their anonymity
and confidentiality.

Findings and Discussion

This section presents the findings from both the
quantitative and qualitative phases of the study
in a sequential order.

Research Question One: What understanding
do teachers have about Autism?

Table 1 presents the questionnaire results on
teachers’ understanding of autism, indicating

recognition of communication and sensory
challenges, such as speech limitations and
sensory processing difficulties.

In this discussion, we combined strongly
disagree with disagree to make it disagree. Also,
strongly agree with agree was made as agree
to make the discussion easily comprehensible.
Table 1 presents the findings of a survey that
asked educators to rate their understanding of
autism spectrum disorder. It shows that they
were aware of the various problems associated
with the disease. First, most respondents,
78.3%, disagreed with the idea that "Autism is
caused by a lack of mothers' emotional
responses to their children's needs." Only 5.9%
agreed, which means they did not think that
how mothers act is a cause of autism. The
assertion "Autism affects males more than
females" provoked diverse reactions. While
47.1% of the participants remained neutral,
17.6% agreed and 35.3% disagreed. This
shows that educators did not all agree on this
subject, which means that many of them do not
know how common autism is in both boys and
girls.

Table 1: Teachers’ understanding of autism

Statement Disagree Undecided Agree
Autism is caused by the lack of mothers’ emotional 40 (78.3%) 8 (15.7%) 3 (5.9%)
response to their children’s needs
Autism affects males more than females 18 (35.3%) 24 (47.1%) 9 (17.6%)
There is limited or no speech development in children with 7 (13.9%) 12 (23.4%) 32 (62.7%)
autism
Some children with autism avoid eye contact with others 18 (35.3%) 9 (17.6%) 24 (47.1%)
Children with autism overreact or are sensitive to some 11 (21.6%) 6 (11.8%) 34(66.6%)

noise, light, and touch

In the same way, 62.7% of respondents agreed
with the statement "There is limited or no
speech development in children with autism,"
which shows that many children with autism
have trouble speaking. On the other hand, just
13.9% disagreed, indicating that they
understood that speech development can vary
for these children. The assertion "Some
children with autism avoid eye contact with
others" was somewhat positive as 47.1% of
educators agreed and 35.3% disagreed. This
indicates that a significant number of teachers
recognized the challenge that some children
with autism may face in engaging with others.
Finally, when asked about sensory sensitivities,
66.6% agreed with the statement "Children
with autism overreact or are sensitive to some
noise, light, and touch." This shows that many

of them knew that problems with sensory
processing are a common sign of autism.

Awareness of autism emerged as a theme in
the qualitative findings. Furthermore,
identification and interventions related to
autism emerged as sub-themes.

Understanding by Observation

How autism is identified emerged as a sub-
theme under teachers' awareness about autism.
This is observed in some comments by the
teachers. For example, Teacher D remarked,

An autistic person is one with the inability to do
something. They are not as normal as the
normal child. They do things differently from
normal children. They delay speech and mostly
like repeating words. That is what makes one
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know a person has autism. The child | teach
cannot talk well, and because of that, whenever
he wants to get my attention, and | do not
understand what he wants, he screams or
makes noise.

Teacher B also expressed, “From my
observation, with people with autism, it takes a
long time for them to develop how to talk.
Sometimes, people with autism cannot talk.
However, they can hear. It takes about four to
five years before some start talking.”

Teachers' understanding of autism was
primarily based on their observations of specific
students, leading to a limited grasp of the
disorder's spectrum (Wei & Yasin, 2017;
Bandura, 1997). While they recognized certain
behaviors like echolalia, their comprehension
lacked depth, echoing previous research on

teachers' limited knowledge of autism
(American  Psychiatric  Association, 2000;
Georgiades et al.,, 2022). Thus, teachers’

understanding of autism was found to be
limited, as their knowledge was largely based
on observations of individual learners with
autism rather than a broader understanding of
the condition. These findings corroborate those
of Twi-Yeboah et al. (2021), who also reported
low levels of autism knowledge among

teachers. These findings underscore the need
for comprehensive and targeted training
programs to better equip teachers with the
knowledge and skills required to support
learners with autism in educational settings.

Research Question 2: What is the readiness of
teachers to teach learners with Autism?

Table 2 highlights significant disagreement
among teachers regarding their readiness to
teach learners with autism, particularly in
communication strategies, social interaction
skills, curriculum adaptation and behavioral
interventions.

Table 2 illustrates how teachers perceived the
effectiveness of their training in preparing them
to work with students who have autism. The
Table indicates that60.8% disagreed with the
statement, "My educational training has
prepared me in communication strategies for
persons with autism." This indicates a
significant  disparity between how they
perceived their readiness to use effective
communication tactics. Likewise, 64.7% stated
that their coursework did not predominantly
focus on social skills training for individuals
with autism, while only 13.7% concurred that
this was a focal point.

Table 2: Teachers’ readiness to teach students with autism

Statement Disagree Undecided Agree
My  educational training has prepared me in 31 (60.8%) 11 (21.6%) 9 (17.6%)
communication strategies for persons with autism
My educational coursework primarily involved social skills 33 (64.7%) 11 (21.6%) 7 (13.7%)

training for persons with autism

My educational training primarily involved teaching and 34 (66.7%) 6 (11.8%) 11 (21.5%)
instructional methods to suit students with autism
My educational training primarily involved behavioral 32 (62.8%) 8 (15.7%) 11 (21.6%)
intervention plans for people with autism.

Additionally, 66.7% disagreed with and11.8 programs in this area. These findings

remained neutral regarding their training in
teaching approaches for learners with autism,
suggesting that there was insufficient focus on
effective teaching practices. Lastly, when it
came to behavioral intervention plans, 62.8%
disagreed and 15.7 had no opinion while only
21.6% thought they were well-trained in this
important area. In general, these results
indicate that teachers did not believe they are
well-trained in communication tactics, social
skills, teaching methods and behavioral
interventions for students with autism. This
indicates a need for improved educational

underscore the urgent need for more targeted
and comprehensive training program, related to
concerns raised by Hill-dJackson and Lewis
(2023).

Interviews conducted alongside the
questionnaire further emphasized the need for
training programs that empower teachers to
effectively support students with autism. The
qualitative findings introduced various themes.

Lack of Professional Training in Autism
Lack of professional training in autism surfaced
as a sub-theme concerning teachers’ readiness
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in teaching learners with autism. This sub-
theme is observed in some of the teachers'
comments. For example, Teacher A remarked,
"l have not attended any training. We, the
teachers, are not even supposed to handle the
children with autism; we are just doing them a
favor; there is no need to do any training about
autism.” Teacher B commented,

| have not had any training in autism, but |
mostly ask about autism from a class three
teacher, who teaches a child with cerebral palsy,
who cannot talk or write since the child that |
teach cannot talk. | also get my training in
autism by observing the child for a long time
and asking the other teacher.

Teacher C also remarked,"l| have not been
trained or attended any program on autism.
However, | get the information | need about
teaching people with autism from one Teacher
and through the internet.”

The findings show that teachers lack
professional training in autism, with Teacher (A)
hesitant due to a perceived lack of
responsibility for autistic students. The
identified informal learning from colleagues may
not successfully address the autistic students'
learning and support needs, impacting self-
efficacy of teachers. Comprehensive training is
crucial, as indicated by Wei and Yasin (2017)
and Taresh et al. (2020), correlating with
improved knowledge and instructional abilities
for teacher and autistic students. Garrad et al.
(2019) noted that effective frequent training and
professional development  of  teachers
enhanced positive attitudes and confidence
among teachers. Again, Johnson et al. (2021)
and Devi and Ganguly (2022) stressed the
importance of autism-specific training in

boosting teachers' competence and self-
efficacy. These suggest that frequent,
systematic training and professional

development for teachers on autism can make
them more prepared, confident, and positive,
which in turn will help students with autism
perform better in school.

Research Question 3: What skills do the
teachers have in teaching learners with autism?

Table 3 presents the results of teachers’ skills
in teaching learners with autism, derived from
the questionnaire. The results are grouped
under sub-themes: communication and visual

schedules, teaching and interaction methods
and behaviour and sensory issues management.

Communication Skills and Visual

Schedules

The questionnaire findings revealed teachers’
limited skills in communication and the use of
visual schedules, with many expressing low
confidence in their proficiency (17.6% strongly
disagreed and 33.3% disagreed with their
ability to use the picture exchange
communication systems. Furthermore, 41.2%
disagreed and 35.3% neither agreed nor
disagreed regarding the use of visual supports).
These findings suggest a perceived lack of
expertise among teachers, contrasting with the
Maine Center for Community Inclusion and
Disability Studies (2009), which reported that
teachers were skilled in implementing supports
for autistic students.

From qualitative data, communication skills
emerged as a sub-theme of teachers’ skills in
teaching students with autism. For example,
Teacher A recalled,

If | want to teach the child to request something,
| draw pictures of the things the child likes to
do and stick them to the wall. If | notice the
child wants something, | help him pick the
picture of what he wants to do and after he
gives me the picture, | allow him to do the
activity in the picture. That way, | teach him
how to ask for permission or communicate.

Teacher B recalled, "I communicate with them
like the deaf communicate, using signs or
actions, if | want them to do something.”
Teacher C remarked,"If | want to tell the child to
do something, | just sign and talk to the
students with autism because they cannot talk
but can hear." Teacher D further commented,
"If the child wants something, he pulls me to
what he wants, pointing at it. Therefore, if |
want to tell the child something or the child
wants something, we communicate using
actions."

Teacher A's response reflects confidence in
using the picture exchange communication
system (PECS) to enhance communication
outcomes. However, the other teachers'
reliance on only gestures and verbal cues,
without active engagement, aligns with
previous research highlighting the significance
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of effective communication strategies like

PECS (Alamer 2020; Creger, 2019).

Teaching and Interaction Methods

The questionnaire’s findings reveal teachers'
limited skills in various teaching methods for
learners with autism. As indicated in Table 3,
many teachers disagreed or expressed
uncertainty about breaking down complex
tasks (35.3% disagreed, 17.6% neither agreed
nor disagreed). Furthermore, 37.3% disagreed
with using peer mediated methods while only
31.4% agreed they could provide relevant
assignments. These results align with Dixon et
al. (2014) findings, indicating teachers'
challenges with adapting instruction for diverse
learners.

Curriculum and Instructional Adoptions
Another sub-theme that emerged from the

When teaching a new topic, like numeracy, |
use number legos to teach the autistic student
because he cannot write. | draw the number,
mention it, and ask him to pick the Lego bricks
with that number | draw. | also use the same
process to teach colours to a child with autism.

Teacher B commented, “It is not easy to teach
the child because he cannot write. So, | just let
them scribble and colour. | try to teach the
child to learn the alphabet. However, doing that
is difficult because the child cannot write.”
Teacher D advocates for  curriculum
modifications for autistic students, unlike the
Teacher B's hesitance, echoing Kuyini and
Desai (2007) but contrasting with the Maine
Center for Community Inclusion and Disability
Studies (Rose & Meyer, 2002). Bandura (1977)
suggested that teachers’ difficulty may stem

study is curriculum and instructional  from lack of mastery while Matalka et al. (2024)
adaptations. For example, Teacher D  Ssupports curriculum modifications' efficacy in
commented, enhancing student engagement.
Table 3: Teachers’ skills in teaching students with autism
Statement Strongly Disagree  Undecide Agree Strongly
disagree d agree
Communication Skills and visual schedules
| am skilled in using picture 9 17 (33.3%) 13 7 5
exchange to improve (17.6%) (25.5%) (13.7%) (9.8%)
communication.
| am experienced in using visual 9 21 (41.2%) 18 9 1
supports and schedules as (17.6%) (35.3%) (17.6%) (2.1%)
timetables for students with autism
to facilitate functioning in class
Sub skills: Teaching and interaction methods
| am practiced in breaking down 4 18 (35.3%) 9 ( 17 3
complex skills and tasks into more (7.8%) 17.6%) (33.3%) (5.9%)
minor activities to facilitate learning
| use peer mediated methods in 5 19 (37.3%) 14 10 3
supporting children with autism (9.8%) (27.5%) (19.6%) (5.9%)
| adapt my teaching and assessment 10 (19.6%) 23 (45.1%) 8 ( 6 ( 4
methods to suit students with autism 15.7%) 11.8%) (7.8%)
| give students with autism relevant 11 (21.6%) 12( 10 16 2
and functional assignments they can 23.5%) (19.6%) (31.4%) (3.9%)
relate to.
Sub skills: Behaviour and sensory issue management
| use rewards and removal of 10 (19.6%) 15 (29.4%) 9 14 3
rewards in managing the behaviour (17.6%) (27.5%) (5.9%)
of students with autism
| can use sensory integration 9 18 (35.3%) 10 12 2
activities to manage the sensory (17.6%) (19.6%) (23.5%) (3.9%)
difficulties of students with autism.
Interaction Skills commented: "Interaction  occurs  during

Another theme that emerged from the study is
interaction skills. For example, Teacher A

playtime, where we leave the children with
autism to follow their mates or just imitate
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them." Teacher B also remarked, “The child
with autism knows how to interact, so when the
children go out of class during break time, the
child with autism must be left to run about with
the peers."

The teachers seemed to believe that learners
with autism could only learn to interact during
play or rest periods, resulting in unstructured
activities and limited interaction opportunities
during class time. Interviews with teachers
indicated that their interaction strategies lacked
specific goals for improving interaction skills,
such as eye contact or pretend play, contrary
to Maich et al.’s, (2018) recommendation of
using play groups and buddies for turn-taking
activities to facilitate interaction among
students with autism.

Structured Learning Environment

Another theme that emerged from the study is
a structured learning environment. For example,
Teacher A remarked,

The children with autism | teach do not follow
any schedule or timetable. We just try to keep
the children busy until they are tired so that |
can teach the other students without autism.
What | mostly do is give them a pencil to draw
whatever they want with, and the ones whose
condition is not serious, | sometimes try to
teach them using the level of a kindergarten
student.

The findings reveal insufficiently structured
class timetables for learners with autism,
impacting their understanding of routine and
autonomy (Sterling-Turner & Jordan, 2007;
Panerai et al., 2009). The absence of transition
activities further compounded difficulties in
adapting to routines, highlighting the
importance of structured environments for
promoting learning and independence among
autistic students.

Behaviour and Sensory Processing
Management
The questionnaire revealed  substantial

uncertainty or disagreement among teachers
regarding the use of positive and negative
reinforcements (19.6% and 29.4%) and sensory
integration strategies (17.6% and 35.3%) for
autistic students, highlighting challenges noted
by Dovey et al. (2017).

Interviews highlight vital themes, underlining
teachers' multifaceted challenges and the need
for comprehensive training and support.

Behaviour Management Skills

Another theme that emerged from the study is
sensory-behaviour management skills. For
example, Teacher C commented,

......... when the child becomes so hyperactive
that it is difficult to control him, we, the
teachers in the class put the child in a special
chair and sometimes restrain him tightly so it
that makes it difficult for the child to get out to
go and cause trouble.

The respondent's evidence reveals challenges
in managing hyperactivity among learners with
autism, often leading to punitive measures
instead of recognizing underlying symptoms.

Gourley et al. (2012) highlighted the
importance of teachers having skills in the
management of behavior and sensory
problems. However, Gomez-Mari et al. (2021)
also indicates teachers  have limited
proficiency in behaviour =~ management

approaches which is consistent with findings
of the current study.

These findings indicated that teachers felt less
skilled in teaching children with autism,
managing behavioral and sensory challenges
and effectively communicating and interacting
with them. These results align with Dixon et al.
(2014), who found that teachers face difficulties
adapting the instruction for diverse learners,
and with Gdémez-Mari et al. (2021), who
reported that teachers had limited skills in
managing challenging behaviors in students
with autism.

Conclusions

The study concludes that educators lacked in-
depth knowledge about autism, and what they
do know is often based on their observations.
This shows that they need further training to
learn more about autism spectrum disorder.
Many teachers did not feel ready to educate
kids with autism, especially when it comes to
communication tactics, social skills, and
behavioral interventions. This illustrates the
importance of having thorough professional
development programs. Additionally, teachers
lacked effective communication, teaching and
behaviour management skills, highlighting the
importance of providing them with specialized
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training to enhance their abilities and better
support students with autism in the classroom.

Recommendations

Based on the conclusions, it is essential to
enhance training programs for educators who
work with students with autism spectrum
disorder, enabling them to acquire the
necessary knowledge and effective teaching
methods. Additionally, educators should attend
regular professional development seminars to
enhance their confidence in communication,
social skills and behavior interventions. Lastly,
establishing peer support networks will
facilitate collaboration among teachers and the
sharing of resources, ultimately fostering a
community of ongoing learning and growth.
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