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Abstract
Moderating the intensity and expression of our emotions is necessary for successful 
engagement in learning. This systematic review explored, “what are schools doing 
to support autistic children and young people to develop their emotion regulation 
skills?” Critical analyses considered the inclusiveness of interventions and whether/
how autistic pupils were asked about their participation. PsycINFO, Web of Science 
(Core Collection) and ERIC were searched on 18 July 2022. Eight studies were 
included, incorporating 419 autistic pupils, aged three to 17, from at least 955 schools 
in the USA, Australia and France. A narrative synthesis was used to provide an 
overview of the literature. Seven different approaches to emotion regulation were 
utilised, and only one was used in the school prior to the research. Forty out of 419 
autistic pupils were asked for their views of the intervention they received. There 
is a lack of research considering school- led approaches to embedding emotion 
regulation skill development in everyday school practices and a lack of involvement 
of autistic pupil's views about emotion- regulation interventions. More research is 
needed to enable educational professionals to provide evidence- informed support 
for autistic pupils to develop their emotion regulation skills.
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Key Points

• Emotion regulation is foundational for learning and included in the Primary 
school curriculum in England.

• Autistic children can experience difficulties with emotion regulation, which can 
impact on their learning, and so we systematically searched the international 
literature to find examples of school- based studies that could inform how best to 
support them.

• Eight studies from three countries discussed seven different approaches with 
varying outcomes, and only one focused on emotion regulation strategies that 
were already embedded in the school curriculum. Two studies took an inclusive 
approach (making the interventions available for all pupils).

• More research is needed to understand and document what schools are doing 
to support the emotion regulation of pupils in ways that move beyond specific 
(time- limited) and targeted interventions.
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INTRODUCTION

Understanding emotions and being able to influence 
how and when they are expressed is known as emotion 
regulation (Gross, 1998, p.271). In the classroom, emo-
tion regulation has been defined by Boekaerts (2011) as 
a pupil's capacity to maintain their energy for learning 
whilst modifying emotions that interfere with the pursuit 
of their learning goals. If a pupil is unable to influence 
the intensity and duration of their emotions then this can 
negatively impact their learning and social functioning 
(Boekaerts, 2011). Autistic people experience differences 
related to social communication, sensory sensitivities, 
repetitive behaviours and intense interests (American 
Psychiatric Association, 2013). Although emotion regu-
lation is not referred to within the diagnostic criteria for 
autism, research has indicated that this is an area of dif-
ficulty for many autistic people (Cai et al., 2018; Cibralic 
et al., 2019; Conner et al., 2021; Mazefsky et al., 2012) and 
that, for some individuals, these difficulties can result in 
increased social and behavioural difficulties over time 
(Berkovits et al., 2017).

Consequently, emotion regulation and the strategies 
that may be employed to support pupils with this, is 
an important topic worthy of further investigation. In 
England, the National Curriculum from the Department 
for Education requires schools to support pupils to de-
velop their understanding and self- management of emo-
tions. Specifically, by the end of primary school at age 
11, children are expected to be aware of the “scale of 
emotions that all humans experience in relation to dif-
ferent experiences and situations” and be able to “judge 
whether what they are feeling and how they are behav-
ing is appropriate and proportionate” (Department 
for Education, 2019, p.32). To meet the demands of the 
National Curriculum, it is therefore important that ed-
ucation settings in England are implementing effective 
support. However, there is no current research available 
that provides a clear picture of what schools are doing 
to support the development of autistic pupils' emotion 
regulation skills; this systematic literature review aims 
to address this gap in the literature.

There are resources available to support autistic pu-
pils in the development of emotion regulation skills as 
researchers (often in the United States of America) have 
designed targeted programmes. For example, The Zones 
of Regulation Curriculum (‘The Zones’; Kuypers, 2011) 
was designed for neurodivergent learners to develop 
their emotion regulation skills alongside executive func-
tioning and sensory integration skills. The zones can 
be delivered on an individual, group, or whole- class 
basis. Another example is the SCERTS Model, which 
focuses on the development of social communication, 
emotional regulation and transactional support and 
was designed specifically for autistic people and those 
with related disabilities to be embedded within every-
day classroom activities (Prizant et  al.,  2006). Aside 

from these targeted programmes, support can be pro-
vided through day- to- day interactions. For example, 
Boekaerts (2011) outlined how teachers can support ef-
ficient emotion regulation through having predictable 
daily routines, encouraging pupils to talk about their 
emotions, modelling how they manage emotions and re-
sponding to pupils' emotion regulation strategies in an 
accepting and supportive manner. These methods and 
programmes such as The Zones and SCERTS, can be 
used with all pupils.

Being able to apply these programmes or models to all 
children aligns with the national and international push 
for inclusive education since the publication and agree-
ment of the Salamanca Statement (UNESCO, 1994, p.3). 
This states that, inter alia, “those with special educa-
tional needs must have access to regular schools which 
should accommodate them within a child- centred ped-
agogy capable of meeting these needs” and that “…
education systems should be designed and educational 
programmes implemented to take into account the wide 
diversity of these characteristics and needs”. We rec-
ognise that the definition of what constitutes inclusive 
education is contentious and varied (Florian, 2014). For 
example, Schuelka  (2018) described inclusive education 
as when all pupils, neurodivergent and neurotypical, 
are taught together in a mainstream classroom most of 
the time. However, others (e.g. Goodall, 2020) have ar-
gued that inclusive education is much more than where 
children go to school and is, at its core, about a sense 
of belonging that can be achieved in a range of settings. 
Notwithstanding these debates, good practice guid-
ance for the education of autistic pupils is clear that all 
schools should work towards taking an individualised 
and strengths- based approach to educating autistic 
pupils (Guldberg et  al.,  2019). However, research into 
what makes an effective school- based socio- emotional 
intervention has been inconclusive thus far due to the 
variety of delivery methods (Hassani & Schwab, 2021). 
Consequently, little is known about what kinds of ap-
proaches have been applied in the development and ap-
plication of approaches to emotion regulation and how 
inclusive or not these may be, and so this is the focus of 
this literature review.

In focusing on inclusive practices in our interpreta-
tion of the literature, this systematic review is anchored 
in a specific theoretical framework and, therefore, moves 
beyond a simple description of the findings of research. 
An inclusive approach to education aligns with the social 
model of disability, which highlights that whilst physi-
cal, sensory, intellectual, or psychological differences 
can result in functional limitations or impairments, 
these should only be considered a disability if society 
fails to provide the necessary adaptions to address them 
(Oliver, 2013). The social model, therefore, centres bar-
riers to inclusion as context- based rather than within 
the individual, meaning it is a school's responsibility 
to adapt their environment and teaching practices to 
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ensure all children have access to the same opportunities 
i.e. that approaches are universal rather than targeted at 
individual children (Hegarty, 1991). This contrasts with 
the medical model of disability, which has dominated 
the discourse around autism in both research and prac-
tice (Pellicano & den Houting, 2022; Robertson, 2010). 
This model outlines that people are disabled because of 
their impairments or differences and therefore seeks to 
‘fix’ the difference that is located within the individual. 
This framing of disability or difference has resulted in a 
deficit- focused narrative around autism as the difficul-
ties are located within autistic people and the onus is on 
them to change to fit into their environment rather than 
the other way around (Dinishak,  2016; Milton,  2014; 
Pellicano & den Houting, 2022). Consequently, interven-
tions aligned to the medical model tend to be targeted at 
individual children to address their assumed ‘deficits’ in 
specific skills or understanding.

Increasingly, autistic advocates and their allies are 
opposing the medical model perspective of autism, due 
to the resulting dehumanisation and stigmatisation 
of autistic people (e.g. Botha et  al.,  2021; Kapp,  2019). 
Instead, the social model has given rise to the neurodi-
versity movement which advocates for the acceptance 
and valuing of human diversity, particularly for individ-
uals whose brains develop differently (i.e. neurodiver-
gent people), in a similar way to society's acceptance that 
people have differing genders, races, religion, ethnicities 
and sexual orientations (Nicolaidis, 2012). The neurodi-
versity movement (see Milton, 2020, for a brief history) 
also emphasises the importance of the voices and lived 
experiences of autistic people for informing practice, re-
lated research and research questions (Gillespie- Lynch 
et al., 2017; McLaren, 2014). Importantly, there is strong 
recognition also that assumptions of homogeneity based 
on diagnostic labels should be avoided and that any 
approaches to support learning should be based on an 
understanding of individual strengths, preferences and 
needs (e.g. Milton, 2014). Consequently, it is important 
for reviews of literature to understand the ways in which 
(in this case) autistic children and young people's views 
were included in the research and able to influence deci-
sions made.

In particular, the view that autistic people should 
change and conform to neurotypical behaviours is being 
challenged, as interventions with this focus (alongside 
cure- oriented organisations, policies and research) are 
creating and maintaining stigma towards autistic people 
and therefore sustaining marginalisation from society 
(Gillespie- Lynch et  al.,  2017). Camarata  (2022) argued 
that researchers would benefit from guidance on how 
to ethically research interventions for autistic people, 
whilst maintaining a position of promoting societal ac-
ceptance of diversity. Furthermore, the voices of autistic 
pupils are rarely heard or sought when making decisions 
about the interventions they engage in, making this a 
key area for development within research and practice 

(Hassani & Schwab, 2021). As Zilli et al. (2020) identify, 
the involvement of autistic pupils in decision- making at 
school is an important indicator of inclusive practice, 
and so this review will also examine whether / how au-
tistic pupils were asked about their participation in the 
studies identified.

Accordingly, the primary research question addressed 
in this systematic literature review was: What are schools 
doing to support autistic children and young people to 
develop their emotion regulation skills? Additional sec-
ondary questions were:

a. How inclusive are the approaches being used to 
support emotion regulation in schools?

b. In what ways are autistic pupil's views heard or sought 
when making decisions or giving feedback about the 
interventions they engage in?

M ETHODS

This systematic literature review applied the ten- stage 
process described by Boland et al. (2017): (1) planning 
the review, (2) performing scoping searches, identify-
ing the review question and writing a protocol, (3) lit-
erature searching, (4) screening titles and abstracts, (5) 
obtaining papers, (6) selecting full- text papers, (7) data 
extraction, (8) quality assessment, (9) analysis and syn-
thesis, (10) writing up, editing and disseminating. In 
stage two, the scoping searches explored how schools 
support emotion regulation development using four 
search engines: ‘Delphis’ (accessible via the University 
of Southampton library), ‘Google Scholar’, EThOS and 
Dissertation and Theses Global (PROQUEST). The 
search was then narrowed to focus on autistic children 
and young people, and the resulting specific systematic 
literature research question was developed using the 
SPICE framework (Booth, 2006), which informed the 
search strategy.

Search strategy

Table 1 shows the search strategy and the inclusion and 
exclusion criteria. Three databases relevant to psychol-
ogy and education research were selected: PsycINFO, 
Web of Science (Core Collection) and ERIC (Education 
Resources Information Centre). The search strategy 
was reviewed and then adjusted to suit each database 
(Table 2).

The literature search was conducted on 24 August 
2021 and repeated on 23 March 2022 and 18 July 2022. 
No restrictions were applied regarding publication date, 
geographical origin, or peer review. The language of 
publication was restricted to English only. Books, liter-
ature reviews and book or article reviews were excluded. 
The Preferred Reporting Items for Systematic Reviews 
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and Meta- Analyses (PRISMA; Page et al., 2021) process, 
shown in Figure 1, was used to filter the identified re-
cords. The rationale for excluding papers during full- text 
screening is shown in Table 3.

Eight reports were identified for inclusion in this re-
view. A second researcher independently replicated the 
literature search, abstract/title screening, removal of du-
plicates and full- text screening; they obtained the same 
eight reports.

Quality assessment

Of the eight reports, six were papers published in 
peer- reviewed journals (Beaumont et  al.,  2015; Einfeld 
et  al.,  2018; Fage et  al.,  2019; Mackay et  al.,  2017; 
Morgan et  al.,  2018; Parent et  al.,  2016), and two were 
unpublished doctoral theses (Lee, 2020; Pierman, 2020). 
The published papers were quality assessed using the 
Quality Assessment with Diverse Studies (QuADS) tool 
(Harrison et al., 2021) as this enabled the comparison of 
studies using qualitative and/or quantitative methods. 
Overall, the published studies were deemed to be of at 
least good quality. All were rated highly for their use of 
appropriate study designs and data collection tools relat-
ing to the research questions. However, four (excluding 

Fage et al., 2019 and Parent et al., 2016) scored low on 
providing evidence that research stakeholders were con-
sidered in the research design or conduct (QuADS 
question 12); the participating autistic pupils were con-
sidered the main stakeholders as they were the recipients 
of the interventions. As the QuADS was developed for 
peer- reviewed papers, doctoral theses were quality as-
sessed using the National Institute for Health and Care 
Excellence (2014) checklist for grey literature, and both 
were deemed to be of high quality. See Tables 4 and 5 for 
quality assessment data.

To strengthen the reliability of the review, a peer re-
searcher extracted data from and quality assessed all 
eight papers. In the QuADS, the paper is scored from 
zero to three for each of the 13 questions. When the 
outcomes were compared, there were differences in 
around half of the individual question scores. Items 
with a difference of two points or more were resolved 
through discussion. Considering the consistency across 
questions, the most variation occurred on question 
one (theoretical or conceptual underpinning to the 
research) and question 12 (evidence that the research 
stakeholders have been considered in research design or 
conduct). The main reviewer (first author) individually 
reviewed the items where there was one point of differ-
ence. For the theses, all differences were compared, and 

TA B L E  2  Full systematic search strategy for each database.

Database Interface Search strategy

PsychInfo EBSCO (TI (school* OR nurser* OR kindergarten OR class*) OR AB (school* OR nurser* OR kindergarten OR 
class*) OR DE (schools OR classrooms)) AND (TI (child* OR “young person*” OR “young people*” 
OR adolescen* OR teen*) OR AB (child* OR “young person*” OR “young people*” OR adolescen* 
OR teen*) OR DE (Students)) AND (TI (Autis* OR “autism spectrum disorder*” OR “autism 
spectrum condition*” OR Asperger* OR ASD OR ASC) OR AB (Autis* OR “autism spectrum 
disorder*” OR “autism spectrum condition*” OR Asperger* OR ASD OR ASC) OR DE (“Autism 
Spectrum Disorders”)) AND (TI (interven* OR program* OR curricul* OR pedagog* OR train*) 
OR AB (interven* OR program* OR curricul* OR pedagog* OR train*) OR DE (“school based 
intervention” OR curriculum)) AND (TI (“emotion* regulat*” OR “emotion* coping” OR “emotion* 
dysregulat*”) OR AB (“emotion* regulat*” OR “emotion* coping” OR “emotion* dysregulat*”) OR 
DE (“Emotional Regulation”))

ERIC ProQuest (ti(school* OR nurser* OR kindergarten OR class*) OR ab(school* OR nurser* OR kindergarten OR 
class*) OR mainsubject(“Preschool Education”)) AND (ti(child* OR “young person*” OR “young 
people*” OR adolescen* OR teen*) OR ab(child* OR “young person*” OR “young people*” OR 
adolescen* OR teen*) OR mainsubject(“Late Adolescents” OR “Early Adolescents” OR Adolescents 
OR Children OR Youth)) AND (ti(Autis* OR “autism spectrum disorder*” OR “autism spectrum 
condition*” OR Asperger* OR ASD OR ASC) OR ab(Autis* OR “autism spectrum disorder*” 
OR “autism spectrum condition*” OR Asperger* OR ASD OR ASC) OR mainsubject(“Autism 
Spectrum Disorders”)) AND (ti(interven* OR program* OR curricul* OR pedagog* OR train*) OR 
ab(interven* OR program* OR curricul* OR pedagog* OR train*)) AND (ti(“emotion* regulat*” OR 
“emotion* coping” OR “emotion* dysregulat*”) OR ab(“emotion* regulat*” OR “emotion* coping” 
OR “emotion* dysregulat*”))

Web of 
Science

WOS Core ((TI = (school* OR nurser* OR kindergarten OR class*)) OR AB = (school* OR nurser* OR kindergarten 
OR class*)) AND TI = (child* OR “young person*” OR “young people*” OR adolescen* OR teen*)) 
OR AB = (child* OR “young person*” OR “young people*” OR adolescen* OR teen*)) AND 
(TI = (Autis* OR “autism spectrum disorder*” OR “autism spectrum condition*” OR Asperger* OR 
ASD OR ASC)) OR AB = (Autis* OR “autism spectrum disorder*” OR “autism spectrum condition*” 
OR Asperger* OR ASD OR ASC) AND TI = (interven* OR program* OR curricul* OR pedagog* 
OR train*)) OR AB = (interven* OR program* OR curricul* OR pedagog* OR train*)) AND 
TI = (“emotion* regulat*” OR “emotion* coping” OR “emotion* dysregulat*”)) OR AB = (“emotion* 
regulat*” OR “emotion* coping” OR “emotion* dysregulat*”))
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6 |   BENNETT et al.

they were related to oversights by the reviewers, likely 
due to the length of the reports. Overall, the conclusion 
was made that the findings for each study were credible 
due to suitably rigorous designs and methodologies and 
that they all warranted inclusion within this literature 
review.

Synthesis

A narrative synthesis was used to provide an overview of 
the identified literature on the approaches schools have 
used to support autistic pupils to develop their emotion 
regulation skills. The focus of the present review was 
not to draw conclusions about the effectiveness of spe-
cific interventions (see Granville,  2020 for a review on 
this topic) though summaries of outcomes are provided 
as part of the narrative. Instead, this analysis provides a 
summary of findings of the reports and then discusses 
the approaches taken through a conceptual lens of inclu-
sive education practices, based on two main indicators: 
(1) was the adaptation to practice applied universal i.e. 
available for all children in the class? (Schuelka, 2018), and 
(2) was there individualisation for each pupil? (Guldberg 

et  al.,  2019). Additionally, whether/how autistic pupils 
were included in decision- making and evaluation of their 
own participation is identified and discussed.

RESU LTS

Table  6 provides the key characteristics of the eight 
included reports. Four studies were conducted in the 
USA (Lee, 2020; Morgan et al., 2018; Parent et al., 2016; 
Pierman,  2020), three in Australia (Beaumont 
et  al.,  2015; Einfeld et  al.,  2018; Mackay et  al.,  2017) 
and one in France (Fage et al., 2019). They involved at 
least 95 different schools, though Fage et al. (2019) and 
Mackay et al. (2017) did not specify how many schools 
were involved. The type of school was varied, includ-
ing mainstream schools, inclusion classrooms (i.e. a 
mainstream classroom for pupils with and without 
learning differences), satellite classes (i.e. a classroom 
in a mainstream school, run by a special school) and a 
private therapeutic school. A total of 419 autistic pupils 
participated. Between studies, this ranged from two au-
tistic pupils (Parent et al., 2016) to 197 pupils (Morgan 
et al., 2018). The age range was 3-  to 17- years- old. Seven 

F I G U R E  1  PRISMA flow diagram (Page et al., 2021).
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   | 7J RES SPEC EDUC NEEDS

studies reported participants' sex: 334 were male and 
56 were female; Fage et  al.  (2019) did not provide this 
information.

Summary of findings

What are schools doing to support autistic 
children and young people to develop their 
emotion regulation skills?

Due to the diversity of the interventions and the as-
sessment tools applied across the eight studies, no con-
sistent conclusions can be drawn about the types of 
approaches schools were using to support the emotion 
regulation skills of pupils. The Secret Agent Society was 
the focus of two studies; Beaumont et al. (2015) used it 
with pupils aged seven to 12, while Einfeld et al. (2018) 
had an age range of eight to 14. Both reported that pu-
pils demonstrated a significantly greater knowledge of 
emotion regulation strategies after receiving the pro-
gramme. In Beaumont et al. (2015), teachers reported 
a significant improvement in emotion and social regu-
lation skills, whereas parent scores were not signifi-
cantly increased. Notably, for the teacher- reported 
measures, where the pupil's class teacher was unable 
to complete the measures (22% of pupils), these were 
completed by the intervention facilitator. The opposite 
findings occurred in Einfeld et al. (2018); teacher meas-
ures reported no change in emotion and social regu-
lation skills, whereas parents reported a significant 

improvement. In this study, as the pupil's teachers were 
also the intervention facilitator, teaching aides com-
pleted the teacher measures. Despite the variation in 
findings between studies immediately after the inter-
vention, parents and teachers reported a significant 
improvement in both studies at follow- up (6 weeks and 
12 months later, respectively).

Lee's  (2020) study utilised a mindfulness- based in-
tervention, delivered on an individual basis, with two 
pupils aged 7 and 9. Researcher's quantitative observa-
tions indicated a decline in undesired behaviours in the 
classroom, indicating that following the intervention, 
the pupils had improved their emotion regulation skills. 
Similarly, after two pupils aged 12 and 16 followed a 
cognitive- behavioural therapy- based intervention, also 
delivered on an individual basis, Parent et al. (2016) re-
ported that researchers' quantitative observations indi-
cated a decline in undesired behaviours in the classroom, 
thereby suggesting an improvement in pupil's emotion 
regulation skills.

To evaluate the effectiveness of the SCERTS model 
with pupils aged four to eight, Morgan et al. (2018) also 
used researcher qualitative observational methods, but 
conversely reported no significant difference in emo-
tion regulation between pre-  and post- intervention. 
The SCERTS model was designed to be embedded 
into everyday educational activities, meaning that 
with practice, trained school staff were able to imple-
ment the approach for up to 25 h per week. A combi-
nation of multiple staff using the approach for most 
of the school day across the academic year provided 

TA B L E  3  Summary of reports excluded at full- text screening.

Citation Rationale for exclusion

Fujii et al. (2013) Not conducted in the pupil's education setting: “with sessions taking place at a university clinic or an 
associated autism community clinic” (p.29).

Hample et al. (2020) Developing emotion regulation skills were not part of the study's aim. Exclusion discussed and agreed with 
peer reviewer.

Hassenfeldt et al. (2015) Not conducted in the pupil's education setting: the approach is intended to enable generalisation “outside of 
the clinic” (p.84).

Jesionowicz (2016) Not conducted in the pupil's education setting: “the sessions were conducted in a room at a local community 
centre” (p.64).

Kurtz (2018) Not conducted in the pupil's education setting: the intervention was delivered in a “designated office space” 
within the “Social Learning Centre” (p.35).

Macoun et al. (2021) Developing emotion regulation skills were not part of the study's aim. Exclusion discussed and agreed with 
peer reviewer.

Marzouki et al. (2022) Not conducted in the pupil's education setting: the intervention was delivered “at a local indoor swimming 
pool” (p.6).

Phung (2018) Not conducted in the pupil's education setting: participants were required to go “to the university testing 
space” (p.36).

Stickney (2010) Not conducted in the pupil's education setting: sessions were conducted at “Central Kentucky Riding for 
Hope”, a nationally accredited riding centre (p.30).

Wood et al. (2009) The intervention included “16 weekly sessions”, however, “two meetings [were] scheduled at the child's school” 
(p.1610), indicating that the majority of the intervention was not conducted in the pupil's education setting.

Wood et al. (2014) Not conducted in the pupil's education setting: sessions took place “at a university clinic or an associated 
autism community clinic” (p.2267).
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8 |   BENNETT et al.

numerous opportunities for pupils to develop and 
generalise their skills over time. Also based within 
the classroom, although only for 1 h per week, Fage 
et al.  (2019) explored the impact of pupils aged 12–17 
using an emotion- regulation application on a tablet. 
After 3 months, pupils demonstrated a significantly 
better emotional vocabulary.

After engaging in the Resourceful Adolescent 
Program – Autism Spectrum Disorder (RAP- A- ASD; 
Mackay et  al.,  2017), the 10-  to 13- year- old pupils self- 
reported a significant change in their behaviour; how-
ever, this change was also reported by the control group. 
Parental report measures indicated the pupils demon-
strated significantly better emotion coping skills after 
the intervention, but this change was not reported by 
school staff; neither parents nor teachers noted a change 
in the pupils' behaviour. Analysis of interviews with par-
ticipants combined with written responses from parents 
and teachers reported positive outcomes, suggesting the 
RAP- A- ASD intervention had supported the develop-
ment of emotion regulation skills, such as coping with 
and managing emotions.

Dance to Learn (Pierman,  2020) was the only in-
tervention already embedded in the participating 
school's curriculum, whereas all other interventions 
were introduced specifically for the research stud-
ies. Dance classes were delivered once per week, over 
10 weeks, to whole classes including both neurotyp-
ical and neurodivergent pupils. Partnership working 
between school staff and the ballet company enabled 
individual support to be offered to pupils as re-
quired. Pupils in the study were aged three to five. 
No significant statistical change in emotion regu-
lation development was reported on the parent or 
teacher survey after the Dance to Learn programme. 
However, Pierman  (2020) collectively analysed the 
researchers' qualitative observations and interviews 
with the classroom teachers and dance teachers and 
reported themes indicated that following the imple-
mentation of the Dance to Learn programme, the 
pupils' successful socio- emotional behaviours had in-
creased and they were better able to control responses 
to strong emotions.

How inclusive are the approaches being used to 
support emotion regulation in schools?

Was the adaptation to practice applied universal?
Morgan et al.  (2018) and Pierman  (2020) utilised uni-
versal interventions, which were delivered to whole 
classes, inclusive of autistic and non- autistic pupils. 
Five studies used targeted interventions, delivered 
only to pupils with an autism diagnosis (which was an 
inclusion criterion for recruitment across all studies 
aside from Lee (2020), which also included pupils pre-
senting with characteristics representative of autism, 
although they have not been included in this review). 
These targeted interventions were delivered to autis-
tic pupils outside the classroom in a group (Beaumont 
et al., 2015; Einfeld et al., 2018) or on an individual basis 
(Lee,  2020; Mackay et  al.,  2017; Parent et  al.,  2016). 
Fage et al.'s (2019) emotion- regulation application was 
a targeted intervention, used on a tablet within the 
classroom with the support of an adult.

Was there individualisation for each pupil?
Of the six targeted interventions, all were either manual-
ised or followed a set session structure. However, three 
studies specified that the intervention content was in-
dividualised for each pupil (Fage et al., 2019; Lee, 2020; 
Parent et al., 2016).

In what ways are autistic pupils' views 
heard or sought when making decisions or giving 
feedback about the interventions they engage in?

In all but one study (Morgan et al., 2018), feedback from 
autistic pupils was sought about the intervention. In 
four studies, this feedback was focused on tasks or self- 
report measures to determine if the pupils' knowledge 
and skills had developed (Beaumont et al., 2015; Einfeld 
et al., 2018; Fage et al., 2019; Mackay et al., 2017). Four 
studies, involving a total of 40 autistic pupils, moved be-
yond assessing intervention efficacy to seek the pupils' 
views regarding the delivery, feasibility and acceptabil-
ity of the interventions. This was achieved using either 

TA B L E  4  Quality assessment of published journal articles using the Quality Assessment with Diverse Studies (QuADS) tool 
(Harrison et al., 2021).

Study

1. Theoretical 
or conceptual 
underpinning

2. Statement of 
research aim/s

3. Research 
setting and target 
population

4. Study design 
is appropriate

5. Appropriate 
sampling

6. Rationale for choice 
of data collection tools

7. Format and content of data 
collection tool

8. Description of 
the data collection 
procedure

9. Recruitment 
data provided

10. Justification 
for the analytic 
method selected

11. The method 
of analysis

12. Research 
stakeholders 
considered

13. Strengths 
and limitations

Beaumont et al. (2015) 3 3 2 3 2 3 3 3 2 2 3 1 2

Einfeld et al. (2018) 3 3 3 3 2 2 3 3 2 2 3 1 2

Fage et al. (2019) 3 3 2 3 2 3 3 3 1 2 3 3 2

Mackay et al. (2017) 3 3 2 3 2 3 3 2 3 2 3 1 3

Morgan et al. (2018) 3 3 3 3 3 3 3 3 3 2 3 2 2

Parent et al. (2016) 2 3 3 3 2 0 3 2 0 0 2 3 2
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pupil interviews (Parent et al., 2016; Pierman, 2020) or a 
pupil questionnaire (Lee, 2020; Mackay et al., 2017). In 
Parent et al.'s (2016) interviews, pupils reported positive 
outcomes. Similarly, pupils rated the intervention highly 
for fairness, importance and enjoyment on Lee's (2020) 
rating scale.

Only in one study did the researchers mention in-
volving the pupils during the recruitment phase; Fage 
et  al.  (2019) noted that assent was obtained from the 
pupils; however, no further details were provided about 
this. None of the studies mention if or how they informed 
pupils about the nature and purpose of the intervention 
or the research. In all studies, participants were selected 
for inclusion by school staff and/or parents/carers, and 
parents/carers gave consent for their child to participate 
in the study.

DISCUSSION

This review aimed to explore what approaches have 
been used in schools to support autistic pupils to de-
velop their emotion regulation skills, with a particular 
focus on considering how inclusive these approaches 
were and the ways in which autistic pupils were involved 
in decision- making or providing feedback about the in-
terventions. Eight papers met the inclusion criteria, and 
they presented seven different adaptations to practice, 
all of which were specific interventions. From a meth-
odological standpoint, the included studies were of good 
quality, indicating that their findings and conclusions 
were reliable.

Only one intervention (Dance to Learn; Pierman, 2020) 
out of eight was already embedded in the participating 
school's curriculum, with the other interventions intro-
duced specifically for the research. Therefore, this review 
was unable to document what approaches schools have 
been or are using in practice, highlighting a major lack of 
research that considers school- led approaches to embed-
ding emotion regulation skill development in everyday 
practices. However, this is unlikely to be because schools 
are not providing this support, but rather due to the well- 
known disconnect between educational research and 

practice (Parsons et  al.,  2013). An in- depth discussion 
of this disconnect is beyond the scope of this paper but 
is well covered elsewhere (e.g. Guldberg, 2017) including 
discussion about the challenges that arise when aiming to 
undertake educational research that impacts on practice 
and the different conceptions of evidence about ‘what 
works’ (e.g. Thomas, 2012). Central to strengthening the 
relationship between research and practice is the valu-
ing of different perspectives and forms of knowledge, 
including from education professionals and autistic chil-
dren (Parsons et al., 2022). Close collaboration is needed 
between research and practice to enable the voices of 
typically marginalised groups to contribute to building 
the evidence base (Parsons, 2021) and address longstand-
ing epistemic injustice (Catala et al., 2021). This includes 
taking more participatory approaches to research that 
strengthens the roles of autistic people within research 
teams (e.g. den Houting et  al.,  2021), while also recog-
nising that participation in research is a continuum and 
not everyone wants to participate in the same way (e.g. 
Parsons et al., 2020).

How inclusive are the approaches being used?

Reflecting upon how inclusive the approaches to sup-
porting emotion regulation were within this research 
enables consideration of how future research can seek 
to increase autistic pupils' inclusion in the classroom. 
Researchers primarily utilised targeted interventions 
as opposed to universal approaches that are inclusive 
of the whole class, such as adaptations to teaching 
practices, teaching content, or the learning environ-
ment (Boekaerts, 2011; Boekaerts & Pekrun, 2015). Six 
out of eight interventions involved an adult working 
with autistic pupils on an individual or small group 
basis to support the autistic pupils to change their be-
haviour. This is similar to Olsson and Nilholm's (2022) 
findings from their overview of 80 literature reviews 
focusing on the education of autistic pupils, in which 
most reviews centred the autistic pupils as the agents of 
change (i.e. they needed to learn new skills and change 
their behaviour). When approaches aiming to change 

TA B L E  4  Quality assessment of published journal articles using the Quality Assessment with Diverse Studies (QuADS) tool 
(Harrison et al., 2021).

Study

1. Theoretical 
or conceptual 
underpinning

2. Statement of 
research aim/s

3. Research 
setting and target 
population

4. Study design 
is appropriate

5. Appropriate 
sampling

6. Rationale for choice 
of data collection tools

7. Format and content of data 
collection tool

8. Description of 
the data collection 
procedure

9. Recruitment 
data provided

10. Justification 
for the analytic 
method selected

11. The method 
of analysis

12. Research 
stakeholders 
considered

13. Strengths 
and limitations

Beaumont et al. (2015) 3 3 2 3 2 3 3 3 2 2 3 1 2

Einfeld et al. (2018) 3 3 3 3 2 2 3 3 2 2 3 1 2

Fage et al. (2019) 3 3 2 3 2 3 3 3 1 2 3 3 2

Mackay et al. (2017) 3 3 2 3 2 3 3 2 3 2 3 1 3

Morgan et al. (2018) 3 3 3 3 3 3 3 3 3 2 3 2 2

Parent et al. (2016) 2 3 3 3 2 0 3 2 0 0 2 3 2
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10 |   BENNETT et al.

the individual are used in isolation they can reinforce 
a deficit- focused, medical model view of autism as this 
implies a continued desire for autistic people to behave 
in a neurotypical way rather than accepting natural 
human variation (Mitchell & Snyder, 2015). However, 
taking a personalised approach to interventions by 
considering the individual's strengths, difficulties 
and context, alongside their views regarding the skills 
they want to develop, enables a more inclusive use of 
targeted intervention approaches (Lord et  al., 2022; 
Milton, 2014).

As an alternative to targeted interventions, two in-
terventions were delivered universally within a whole- 
class context. First, within the SCERTS Model (Morgan 
et al., 2018), all school staff working with participating 
children were invited to the training, and as the model 
was applied to the classroom setting rather than with tar-
geted individuals, all pupils had access to the approach. 
Second, the Dance to Learn programme (Pierman, 2020) 
was delivered to whole classes, which enabled all chil-
dren to benefit from the approach and to consolidate 
or develop their skills. Compared to the other studies, 

TA B L E  5  Quality assessment of theses using the National Institute for Health and Care Excellence's (2014) checklist for grey literature.

Lee (2020) Pierman (2020)

Individual 
author

Associated with a reputable organisation? Yes Yes

Professional qualifications or considerable experience? Yes Yes

Produced/published other work (grey/black) in the field? Yes Yes

Recognised expert, identified in other sources? No No

Cited by others? (use Google Scholar as a quick check) No No

Higher degree student under ‘expert’ supervision? Yes Yes

Detailed reference list or bibliography? Yes Yes

Accuracy Does the item have a clearly stated aim or brief? Yes Yes

Does the item meet its aims? Yes Yes

Does the item have a stated methodology? Yes Yes

Has the item been peer- reviewed? N/a N/a

Has the item been edited by a reputable authority? N/a N/a

Is the item supported by authoritative, documented references or 
credible sources?

Yes Yes

Is the item representative of work in the field? Yes Yes

If no, is it a valid counterbalance? N/a N/a

Is any data collection explicit and appropriate for the research? Yes Yes

If the item is secondary material (e.g. a policy brief of a technical report), 
does it provide an accurate, unbiased interpretation or analysis of the 
original document?

N/a N/a

Coverage Are any limits to the item clearly stated? Yes Yes

Objectivity Is the author's standpoint clear? Yes Yes

Does the work seem to be balanced in presentation? Yes Partly

Date Does the item have a clearly stated date related to the content? Yes Yes

If no date is given, but can be accurately ascertained, is there a valid 
reason for its absence?

N/a N/a

Has key contemporary material been included in the bibliography? Yes Yes

Significance Is the item meaningful (i.e. does it incorporate feasibility, utility and 
relevance)?

Yes Yes

Does it add context? Yes Yes

Does it enrich or add something unique to the research? Yes Yes

Does it strengthen or refute a current position? Yes Yes

Would the research area be lesser without it? Yes Yes

Is it integral, representative, typical? Yes Yes

Does it have impact (in the sense of influencing the work or behaviour of 
others)?

Yes Yes

Comments (where the response was no, unclear, or partly) Possible bias due to the authors' 
previous involvement in the 
programme.
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these approaches reported in Morgan et  al.  (2018) and 
Pierman  (2020) offer a more inclusive way to develop 
emotion regulation skills, as whole- class interventions 
enable opportunities for all pupils to develop their knowl-
edge and skills, not just those who have been identified 
as requiring additional support (Harlacher et al., 2006).

There is an apparent tension between taking univer-
sal approaches to implementing classroom strategies and 
the kind of individualisation to approaches discussed 
here. However, the two ideas are not incompatible since 
the former rests on an assumption that strategies for 
learning should be available for all children, regardless 
of labels that may accompany them, while the latter 
simply recognises that, in being available for all, there 
may be individual differences in how strategies are ap-
plied, exemplified, or worked upon, and that taking an 
autism lens on what those differences may be is import-
ant (Ravet, 2011). This is what Ravet  (2011, p.678) calls 
an ‘integrative’ approach to inclusion, which places an 
emphasis on teacher training for mainstream (inclusive) 
teachers such that “…other children in mainstream class-
rooms could benefit from the principles and strategies 
associated with good autism practice without any danger 
of conflating the needs of children on the spectrum with 
those who are not”.

Importantly, the neurodiversity moment does not re-
ject the notion that interventions can be beneficial for 
autistic people. Ne'eman (2021) argued that interventions 
that lead to the reduction of harmful behaviours (i.e. 
self- injury) or personal distress are helpful, whereas in-
terventions aiming to suppress autistic traits so that the 
individual appears non- autistic are unethical and likely 
harmful. However, across the studies, there was lim-
ited contemplation of whether the particular approach 
would benefit or be appropriate for each individual, 
and instead, assumptions were apparently made about 
relevance of the intervention based on diagnostic labels 
only. More careful and considered alignment is needed 
between the strengths and support needs of individual 
pupils and the kinds of educational interventions and ap-
proaches being implemented (Guldberg et al., 2019).

In what ways are autistic pupils' views heard or 
sought when making decisions or giving feedback 
about the interventions they engage in?

Beyond seeking pupil assent to participate in the study 
(Fage et al., 2019), there was little consideration for en-
suring whether autistic pupils were making an informed 
decision about wanting to engage in developing emotion 
regulation skills in the way being offered at that time. 
Overall, the level of participation of autistic pupils in 
decision- making or evaluation of the research, beyond 
being recipients of the interventions, was limited. Half 
of the studies (Beaumont et al., 2015; Einfeld et al., 2018; 
Fage et al., 2019; Mackay et al., 2017) included the pupils 

in assessing the development of their knowledge and 
skills via tasks or self- report measures; however, this is 
a passive role within the research process and does not 
provide pupils the opportunity to share their opinions 
about the interventions received or indeed to help inform 
and shape any interventions in the first place. Across all 
studies, only 40 of 419 pupils were asked for their views 
regarding the intervention they had received; therefore, 
overall judgements regarding the acceptability of the in-
terventions seemed to be primarily based on data pro-
vided by adult stakeholders (i.e. parents, teachers and 
researchers).

Four studies successfully demonstrated that there are 
ways to seek autistic pupils' views of interventions within 
research. Parent et al. (2016) utilised pupil interviews to 
explore social validity (i.e. self- advocacy skills, partici-
pation in school, community and family activities), while 
Pierman (2020) used informal interviews to develop their 
understanding of the programme's significance to the 
children and the learning that was taking place. Pupil 
questionnaires, consisting of Likert- type questions were 
used by Lee  (2020) to evaluate the level of acceptance 
of the intervention and by Mackay et al. (2017) to mea-
sure participant satisfaction with the programme. As 
the intended recipients of the interventions, autistic 
pupils' voices should be included in informing the de-
velopment of interventions in line with the more par-
ticipatory approaches to research noted above (e.g. den 
Houting et  al.,  2021). Researchers need to be mindful 
that more creative methods may be required to ensure 
all pupils can share their views in a way that is accessi-
ble and comfortable for them (e.g. minimising language 
demands) (Ellis,  2017; Lewis- Dagnell et  al.,  2023). It is 
often assumed that autistic people find self- reflection 
difficult and that other people are better able to judge 
what is best for them, but this is an unjustified assump-
tion that hinders the development of autistic individu-
als' autonomy (Späth & Jongsma, 2020). Therefore, the 
responsibility lies with researchers to enable the active 
participation of autistic people through creative meth-
ods and approaches so that their voices can be heard and 
these dominant views can be challenged (Ashby,  2011; 
Moyse, 2021; Parsons et al., 2021).

Emotion regulation: Conceptual and 
methodological challenges

There were several conceptual and methodological 
challenges to navigate in this review. From the in-
cluded papers, researchers had not sought to develop 
emotion regulation skills in isolation but rather as one 
part of a broader intervention to develop other skills 
(e.g. social skills, behaviour). This is logical, as emo-
tion regulation is closely interlinked with self- regulation 
(e.g. Kuypers,  2011) and socio- emotional development 
(e.g. Prizant et  al.,  2006). Nevertheless, this overlap in 
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constructs has likely contributed to the ongoing lack of 
conceptual clarity in the literature around emotion regu-
lation as an identifiable construct and how it can be de-
veloped and appropriately measured (Cai et al., 2018).

Across the eight studies, a variety of assessment meth-
ods for emotion regulation were utilised, including ac-
tivities with pupils, questionnaires (pupil, parent and 
teacher) and observations. A strength of these studies is 
that six (75%) used more than one measure of emotion 
regulation, and five studies (62.5%) used more than one 
informant (i.e. self- report and informant report). Due to 
the multidimensional nature of emotion regulation, using 
several measures completed by multiple informants is rec-
ommended as best practice (Weiss et al., 2014). This also 
suggests methodological progress within emotion regula-
tion studies, as Weiss et al. (2014) found only 50% of stud-
ies in their literature review used more than one measure, 
and only 25% used more than one informant to measure 
the emotion regulation skills of autistic individuals.

However, the questionnaires chosen to assess emo-
tion regulation skills were not designed to measure 
emotion regulation exclusively, with the relevant ques-
tions often being embedded within a measure cap-
turing multiple constructs (e.g. social skills). Existing 
measures for assessing autistic people's emotion regu-
lation skills, for example, the Emotion Dysregulation 
Inventory (Mazefsky et al., 2018), were available at the 
time some of the studies were conducted and yet were 
not used. Ne'eman (2021) recognised how challenging it 
is to develop outcome measures when a disability, such 
as autism, is defined by behaviour and describes how 
this has often led to measures focusing on the reduc-
tion of diagnostic traits. To address this fundamental 
weakness, Ne'eman  (2021) has called for the revision 
of existing outcome measures or the development of 
new ones, and recommends that this process includes 
autistic people and consideration of the neurodiversity 
perspective.

TA B L E  6  Overview of included studies and their key characteristics.

Study Study design
# Autistic 
participants Age School setting Adaptation

Existing 
practice? Delivery

Implemented 
by Training

Emotion regulation construct 
measured

Indicators of inclusive 
practice: Universal 
adaptation? Individualised 
adaptation?

Were autistic pupils 
included in evaluating the 
intervention: 1. Efficacy? 2. 
Acceptability?

Beaumont 
et al. (2015)

Non- randomised 
control trial 
with six- week 
follow- up

69 7–12 Mainstream 
schools

Secret Agent Society social skills program: 
A multimedia, manualised CBT- based 
programme

No Weekly group (n = 3)
10 × 90 min or 

20 × 45 min

A member of 
school staff

Yes Parent and teacher- rated 
emotion regulation and 
social skills

Pupil knowledge of emotion 
regulation strategies

No
No

1. Yes
2. No

Einfeld 
et al. (2018)

Non- randomised 
waitlist- control 
trial with 12- 
month follow 
up

84 8–14 15 specialist 
primary and 
high school 
satellite classes

Secret Agent Society social skills program: 
A multimedia, manualised CBT- based 
programme

No Weekly group
9 × 90 min

Teachers Yes Parent and teaching aide- rated 
emotion regulation and 
social skills

Pupil knowledge of emotion 
regulation strategies

1. No
2. No

1. Yes
2. No

Fage 
et al. (2019)

Participatory 
cross- 
syndrome 
comparisons

29 12–17 Special- education 
classrooms in 
mainstream 
secondary 
schools

Tablet- based application. Pupils identify 
their emotion and intensity, then access 
a co- regulation strategy

No Available 1 h per 
week

3 months

School staff Yes Pupil's emotional word fluency 
and emotional awareness

1. No
2. Yes

1. Yes
2. No

(Lee, 2020) ABAB single case 2 7 and 
9

General education 
inclusion 
classroom

Mindfulness- based intervention No Daily, individual
5–7 min
(25–28 sessions)

Researcher No Researcher observations of 
behaviour in the classroom

1. No
2. Yes

1. No
2. Yes

Mackay 
et al. (2017)

Mixed methods 
randomised 
control trial

29 10–13 Not specified Resourceful Adolescent Program – Autism 
Spectrum Disorder (RAP- A- ASD): 
strength- focused resilience intervention

No Weekly, individual
11 × 50 min

Post- graduate 
psychology 
student

Yes Parent and teacher- rated 
behaviour and coping 
self- efficacy

1. No
2. No

1. Yes
2. Yes

Morgan 
et al. (2018)

Cluster 
randomised 
trial

197 4–8 60 general 
education 
and special 
education 
schools

Classroom Social, Communication, 
Emotion Regulation, and Transactional 
Support (SCERTS) Intervention (CSI).

No Integrated into the 
curriculum

School staff Yes Researcher observations of 
emotion regulation

1. Yes
2. N/a

1. No
2. No

Parent 
et al. (2016)

Single subject, 
nonconcurrent 
multiple 
baseline

2 12 and 
16

Private therapeutic 
school

Intervention using Cognitive Behavioural 
Therapy and behaviour- analytic 
techniques.

No Weekly, individual
13 × 15–20 min

Researchers Yes Teacher and researcher 
observations of aggression 
and use of coping skills

1. No
2. Yes

1. No
2. Yes

Pierman (2020) Mixed methods 
comparative 
case study

7 3–5 3 inclusion 
classrooms

Dance to Learn: dance lessons promoting 
motor, cognitive and social–emotional 
development.

Yes Whole class Ballet 
company

Yes Parent, teacher and researcher 
ratings and observations of 
socio- emotional behaviours

1. Yes
2. N/a

1. No
2. Yes
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Strengths, limitations and future research

The robustness of this review was strengthened in several 
ways. Peer review was utilised for the literature search, 
screening, data extraction and quality assessment pro-
cesses, and advice was sought from more experienced 
others during supervision and through a University of 
Southampton librarian. The inclusion of grey litera-
ture enabled consideration of the most recently avail-
able research, which may not yet have been published 
(Hoffecker, 2021). Also, the protocol was pre- registered 
on Open Science Framework to aid transparency (https:// 
osf. io/ gc32z/  ).

However, the remit of this review may be limited due 
to the terms used within the search strategy. ‘Emotion 
regulation’ was the core concept to be explored; how-
ever, this term is often encompassed within ‘self- 
regulation’ (e.g. Kuypers, 2011), and therefore relevant 
literature may have been missed. This decision was 
made for good reasons, however, as ‘self- regulation’ 

was too broad for this review, as it typically incor-
porates other constructs (e.g. executive functioning, 
sensory integration), thereby potentially diluting or 
confusing any findings that are specific to emotion 
regulation.

As England's Department for Education encourages 
education professionals to practice in an evidence- 
informed way (Coldwell et  al.,  2017), and as emotional 
development is a mandatory part of the National 
Curriculum, research regarding how schools can support 
autistic pupils to develop these skills is much needed. To 
address the identified gap between research and practice, 
a helpful starting point for future research would be to 
explore the practices that schools already have in place. 
This should focus not only on specific interventions but 
in line with the social model of disability, should con-
sider what adaptations to the environment and/or teach-
ing practices are being made.

Research must be conducted collaboratively, as when 
“best practices” are developed by researchers alone, 

TA B L E  6  Overview of included studies and their key characteristics.

Study Study design
# Autistic 
participants Age School setting Adaptation

Existing 
practice? Delivery

Implemented 
by Training

Emotion regulation construct 
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1. No
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they can be inaccessible to school staff due to limited 
time, resources and training (Kasari & Smith,  2013). 
Furthermore, when researchers conduct education re-
search in isolation, this overlooks the knowledge and 
expertise of education professionals and autistic people 
(Parsons, 2021; Parsons et al., 2022). As Guldberg (2017) 
outlines, to be most fruitful, educational research needs 
to respect practitioner knowledge as equal to researcher 
knowledge, and this needs to be combined with the 
views of autistic people and their families. The authors 
of this review are neurotypical allies of the autistic com-
munity; however, the review would be strengthened by 
the inclusion of autistic researchers on the research 
team. Keates (2022, p.2) states that “it is vital to engage 
autistic people in their needs”, and this must be done in 
a way that is accessible and agreeable to each autistic 
individual, as already noted above regarding the need to 
move to more participatory research approaches.

Implications for practice

While acknowledging the above limitations of the re-
view, there are nevertheless some insightful implications 
for practice that can be drawn. First, education practi-
tioners (e.g. teachers, special educational needs and dis-
abilities coordinators, educational psychologists) should 
consider autistic children and young people's individual 
strengths and areas for development when deciding 
which interventions may benefit them, as not all autis-
tic people require additional support to develop emo-
tion regulation skills. Ideally, pupils should be involved 
in identifying what skills they would like to develop. 
Second, when making decisions about how to support 
emotion regulation development within a school setting, 
the pros and cons for using a universal versus targeted 
approach should be carefully considered in relation to 
the context and individuals within it.

It is also good practice to involve pupils in regularly 
reviewing interventions and adaptations that are in place 
to support them (e.g. changes to teaching practices or 
the environment). This should include exploring their 
thoughts about whether it is helping them develop their 
skills and their feelings towards the approach (e.g. en-
joyment, motivation). For specific interventions, pupil 
views on organisational factors such as group size, lo-
cation, timing and session structure should be sought as 
much as possible. Finally, researchers need to continue 
to develop and use creative methods to involve autistic 
children and young people in research.

CONCLUSIONS

This review aimed to explore what approaches have 
been used in schools to support autistic pupils to de-
velop their emotion regulation skills. However, very little 

research was identified that focused on emotion regula-
tion within everyday school practices. This lack of evi-
dence is a barrier to education professionals being able 
to provide evidence- informed support for autistic pupils 
to develop their emotion regulation skills. This review 
has identified that there is a need for greater prioritisa-
tion of autistic pupils' voices, both in the development 
of interventions and within evaluation of the research 
process. On- going consideration about how interven-
tions can provide opportunities for skill development 
while accepting neurodiversity is important. Future 
research would benefit from research- practice partner-
ships to develop the evidence base in a way that is more 
impactful for autistic pupils and education professionals 
(Nicolaidis et al., 2019; Parsons & Kasari, 2013; Parsons 
& Kovshoff, 2019).

ACK NO W LE DGE M EN TS
Thank you to Hill House School, who inspired this 
literature review with their on- going commitment to 
supporting their pupils to develop their emotion reg-
ulation skills. Thank you to colleagues at the Autism 
Community Research Network @ Southampton 
(ACoRNS), for providing support, reassurance, help 
and advice.

F U N DI NG I N FOR M AT ION
This research received no specific grant from any fund-
ing agency in the public, commercial, or not- for- profit 
sectors.

CON F LICT OF I N T ER E ST STAT EM EN T
The authors declare no conflicts of interest.

DATA AVA I LA BI LI T Y STAT EM EN T
Data sharing not applicable – no new data generated.

ET H IC S STAT EM EN T
Ethical approval is not applicable for this article.

ORCI D
Joanne Bennett   https://orcid.org/0000-0002-6728-5587 
Sarah Parsons   https://orcid.org/0000-0002-2542-4745 
Hanna Kovshoff   https://orcid.
org/0000-0001-6041-0376 

R E F ER E NC E S
American Psychiatric Association. (2013) Diagnostic and statisti-

cal manual of mental disorders, 5th edition. Washington, DC: 
American Psychiatric Publishing, Inc. Available from: https:// 
doi. org/ 10. 1176/ appi. books. 97808 90425596

Ashby, C.E. (2011) Whose" voice" is it anyway?: Giving voice and qual-
itative research involving individuals that type to communicate. 
Disability Studies Quarterly, 31(4). Available from: https:// dsq-  
sds. org/ artic le/ downl oad/ 1723/ 1771

Beaumont, R., Rotolone, C. & Sofronoff, K. (2015) The secret agent 
society social skills program for children with high- functioning 
autism spectrum disorders: A comparison of two school variants. 

 14713802, 0, D
ow

nloaded from
 https://nasenjournals.onlinelibrary.w

iley.com
/doi/10.1111/1471-3802.12646 by T

est, W
iley O

nline L
ibrary on [30/01/2024]. See the T

erm
s and C

onditions (https://onlinelibrary.w
iley.com

/term
s-and-conditions) on W

iley O
nline L

ibrary for rules of use; O
A

 articles are governed by the applicable C
reative C

om
m

ons L
icense

https://orcid.org/0000-0002-6728-5587
https://orcid.org/0000-0002-6728-5587
https://orcid.org/0000-0002-2542-4745
https://orcid.org/0000-0002-2542-4745
https://orcid.org/0000-0001-6041-0376
https://orcid.org/0000-0001-6041-0376
https://orcid.org/0000-0001-6041-0376
https://doi.org/10.1176/appi.books.9780890425596
https://doi.org/10.1176/appi.books.9780890425596
https://dsq-sds.org/article/download/1723/1771
https://dsq-sds.org/article/download/1723/1771


   | 15J RES SPEC EDUC NEEDS

Psychology in the Schools, 52(4), 390–402. Available from: https:// 
doi. org/ 10. 1002/ pits. 21831 

Berkovits, L., Eisenhower, A. & Blacher, J. (2017) Emotion regula-
tion in young children with autism spectrum disorders. Journal 
of Autism and Developmental Disorders, 47(1), 68–79. Available 
from: https:// doi. org/ 10. 1007/ s1080 3-  016-  2922-  2

Boekaerts, M. (2011) Emotions, emotion regulation, and self- 
regulation of learning. In: Schunk, D.H. & Zimmerman, B. 
(Eds.) Handbook of self- regulation of learning and performance. 
New York: Taylor & Francis.

Boekaerts, M. & Pekrun, R. (2015) Emotions and emotion regulation 
in academic settings. In: Corno, L. & Anderman, E.M. (Eds.) 
Handbook of educational psychology. New York: Routledge.

Boland, A., Cherry, M.G. & Dickson, R. (2017) Doing a systematic re-
view: A student's guide, 2nd edition. London: SAGE Publications 
Ltd.

Booth, A. (2006) Clear and present questions: Formulating questions 
for evidence based practice. Library Hi Tech, 24(3), 355–368. 
Available from: https:// doi. org/ 10. 1108/ 07378 83061 0692127

Botha, M., Hanlon, J. & Williams, G.L. (2021) Does language matter? 
Identity- first versus person- first language use in autism research: 
A response to Vivanti. Journal of Autism and Developmental 
Disorders, 1–9, 870–878. Available from: https:// doi. org/ 10. 1007/ 
s1080 3-  020-  04858 -  w

Cai, R.Y., Richdale, A.L., Uljarević, M., Dissanayake, C. & Samson, 
A.C. (2018) Emotion regulation in autism spectrum disorder: 
Where we are and where we need to go. Autism Research, 11(7), 
962–978. Available from: https:// doi. org/ 10. 1002/ aur. 1968

Camarata, S. (2022) Balancing respect for individuals, human rights, 
neurodiversity, and positive behavioral support in intervention 
research for a spectrum of autistic people. Journal of Speech, 
Language, and Hearing Research, 65, 1607–1609. Available from: 
https:// doi. org/ 10. 1044/ 2022_ JSLHR -  21-  00660 

Catala, A., Faucher, L. & Poirier, P. (2021) Autism, epistemic injustice, 
and epistemic disablement: A relational account of epistemic 
agency. Synthese, 199, 9013–9039. Available from: https:// doi. org/ 
10. 1007/ s1122 9-  021-  03192 -  7

Cibralic, S., Kohlhoff, J., Wallace, N., McMahon, C. & Eapen, V. 
(2019) A systematic review of emotion regulation in children 
with autism Spectrum disorder. Research in Autism Spectrum 
Disorders, 68, 101422. Available from: https:// doi. org/ 10. 1016/j. 
rasd. 2019. 101422

Coldwell, M., Greany, T., Higgins, S., Brown, C., Maxwell, B., Stiell, 
B. et  al. (2017) Evidence- informed teaching: An evaluation of 
progress in England. Department for Education. https:// assets. 
publi shing. servi ce. gov. uk/ gover nment/  uploa ds/ system/ uploa ds/ 
attac hment_ data/ file/ 625007/ Evide nce-  infor med_ teach ing_ - _ 
an_ evalu ation_ of_ progr ess_ in_ Engla nd. pdf

Conner, C.M., Golt, J., Shaffer, R., Righi, G., Siegel, M. & Mazefsky, 
C.A. (2021) Emotion dysregulation is substantially elevated in 
autism compared to the general population: Impact on psychi-
atric services. Autism Research, 14(1), 169–181. Available from: 
https:// doi. org/ 10. 1002/ aur. 2450

Department for Education. (2019) Relationships and sex education 
(RSE) and health education. https:// assets. publi shing. servi ce. 
gov. uk/ gover nment/  uploa ds/ system/ uploa ds/ attac hment_ data/ 
file/ 908013/ Relat ionsh ips_ Educa tion__ Relat ionsh ips_ and_ 
Sex_ Educa tion__ RSE__ and_ Health_ Educa tion. pdf

Dinishak, J. (2016) The deficit view and its critics. Disability Studies 
Quarterly, 36(4), 5236. Available from: https:// doi. org/ 10. 18061/  
dsq. v36i4. 5236

Einfeld, S.L., Beaumont, R., Clark, T., Clarke, K.S., Costley, D., Gray, 
K.M. et al. (2018) School- based social skills training for young 
people with autism spectrum disorders. Journal of Intellectual 
and Developmental Disability, 43(1), 29–39. Available from: 
https:// doi. org/ 10. 3109/ 13668 250. 2017. 1326587

Ellis, J. (2017) Researching the social worlds of autistic children: 
An exploration of how an understanding of autistic children's 

social worlds is best achieved. Children & Society, 31(1), 23–36. 
Available from: https:// doi. org/ 10. 1111/ chso. 12160 

Fage, C., Consel, C., Etchegoyhen, K., Amestoy, A., Bouvard, M., 
Mazon, C. et al. (2019) An emotion regulation app for school in-
clusion of children with ASD: design principles and evaluation. 
Computers & Education, 131, 1–21. Available from: https:// doi. 
org/ 10. 1016/j. compe du. 2018. 12. 003

Florian, L. (2014) What counts as evidence of inclusive education? 
European Journal of Special Needs Education, 29(3), 286–294. 
Available from: https:// doi. org/ 10. 1080/ 08856 257. 2014. 933551

Fujii, C., Renno, P., McLeod, B.D., Lin, C.E., Decker, K., Zielinski, 
K. et al. (2013) Intensive cognitive behavioral therapy for anxi-
ety disorders in school- aged children with autism: A preliminary 
comparison with treatment- as- usual. School Mental Health: 
A Multidisciplinary Research and Practice Journal, 5(1), 25–37. 
Available from: https:// doi. org/ 10. 1007/ s1231 0-  012-  9090-  0

Gillespie- Lynch, K., Kapp, S.K., Brooks, P.J., Pickens, J. & 
Schwartzman, B. (2017) Whose expertise is it? Evidence for au-
tistic adults as critical autism experts. Frontiers in Psychology, 8, 
438. Available from: https:// doi. org/ 10. 3389/ fpsyg. 2017. 00438 

Goodall, C. (2020) Inclusion is a feeling, not a place: A qualitative study 
exploring autistic young people's conceptualisations of inclusion. 
International Journal of Inclusive Education, 24(12), 1285–1310. 
Available from: https:// doi. org/ 10. 1080/ 13603 116. 2018. 1523475

Granville, S. (2020) Emotion regulation interventions in autism (sys-
tematic review); evaluating a goal- setting intervention for chil-
dren and young people with executive dysfunction: A single- case 
experimental design (empirical paper) [doctoral dissertation, 
University of Exeter]. https:// ethos. bl. uk/ Order Detai ls. do? uin= 
uk. bl. ethos. 810324

Gross, J.J. (1998) The emerging field of emotion regulation: An in-
tegrative review. Review of General Psychology, 2(3), 271–299. 
Available from: https:// doi. org/ 10. 1037/ 1089-  2680.2. 3. 271

Guldberg, K. (2017) Evidence- based practice in autism educational 
research: Can we bridge the research and practice gap? Oxford 
Review of Education, 43(2), 149–161. Available from: https:// doi. 
org/ 10. 1080/ 03054 985. 2016. 1248818

Guldberg, K., Bradley, R., Briscombe, J., Phillips, C. & Jones, G. 
(2019) Good Autism Practice: Full Report. London: Autism 
Education Trust.

Hample, K., Mahler, K. & Amspacher, A. (2020) An interoception- 
based intervention for children with autism spectrum disorder: 
A pilot study. Journal of Occupational Therapy, Schools & Early 
Intervention, 13(4), 339–352. Available from: https:// doi. org/ 10. 
1080/ 19411 243. 2020. 1743221

Harlacher, J.E., Roberts, N.E. & Merrell, K.W. (2006) Classwide in-
terventions for students with ADHD: A summary of teacher 
options beneficial for the whole class. Teaching Exceptional 
Children, 39(2), 6–13. Available from: https:// doi. org/ 10. 1177/ 
00400 59906 03900202

Harrison, R., Jones, B., Gardner, P. & Lawton, R. (2021) Quality assess-
ment with diverse studies (QuADS): An appraisal tool for meth-
odological and reporting quality in systematic reviews of mixed-  
or multi- method studies. BMC Health Services Research, 21(1), 
144. Available from: https:// doi. org/ 10. 1186/ s1291 3-  021-  06122 -  y

Hassani, S. & Schwab, S. (2021) Social- emotional learning interven-
tions for students with special educational needs: A systematic 
literature review. Frontiers in Education, 6, 808566. Available 
from: https:// doi. org/ 10. 3389/ feduc. 2021. 808566

Hassenfeldt, T.A., Lorenzi, J. & Scarpa, A. (2015) A review of par-
ent training in child interventions: applications to cognitive- 
behavioral therapy for children with high- functioning au-
tism. Review Journal of Autism and Developmental Disorders, 
2(1), 79–90. Available from: https:// doi. org/ 10. 1007/ s4048 
9-  014-  0038-  1

Hegarty, S. (1991) Toward an agenda for research in special educa-
tion. European Journal of Special Needs Education, 6(2), 87–99. 
Available from: https:// doi. org/ 10. 1080/ 08856 25910 060201

 14713802, 0, D
ow

nloaded from
 https://nasenjournals.onlinelibrary.w

iley.com
/doi/10.1111/1471-3802.12646 by T

est, W
iley O

nline L
ibrary on [30/01/2024]. See the T

erm
s and C

onditions (https://onlinelibrary.w
iley.com

/term
s-and-conditions) on W

iley O
nline L

ibrary for rules of use; O
A

 articles are governed by the applicable C
reative C

om
m

ons L
icense

https://doi.org/10.1002/pits.21831
https://doi.org/10.1002/pits.21831
https://doi.org/10.1007/s10803-016-2922-2
https://doi.org/10.1108/07378830610692127
https://doi.org/10.1007/s10803-020-04858-w
https://doi.org/10.1007/s10803-020-04858-w
https://doi.org/10.1002/aur.1968
https://doi.org/10.1044/2022_JSLHR-21-00660
https://doi.org/10.1007/s11229-021-03192-7
https://doi.org/10.1007/s11229-021-03192-7
https://doi.org/10.1016/j.rasd.2019.101422
https://doi.org/10.1016/j.rasd.2019.101422
https://assets.publishing.service.gov.uk/government/uploads/system/uploads/attachment_data/file/625007/Evidence-informed_teaching_-_an_evaluation_of_progress_in_England.pdf
https://assets.publishing.service.gov.uk/government/uploads/system/uploads/attachment_data/file/625007/Evidence-informed_teaching_-_an_evaluation_of_progress_in_England.pdf
https://assets.publishing.service.gov.uk/government/uploads/system/uploads/attachment_data/file/625007/Evidence-informed_teaching_-_an_evaluation_of_progress_in_England.pdf
https://assets.publishing.service.gov.uk/government/uploads/system/uploads/attachment_data/file/625007/Evidence-informed_teaching_-_an_evaluation_of_progress_in_England.pdf
https://doi.org/10.1002/aur.2450
https://assets.publishing.service.gov.uk/government/uploads/system/uploads/attachment_data/file/908013/Relationships_Education__Relationships_and_Sex_Education__RSE__and_Health_Education.pdf
https://assets.publishing.service.gov.uk/government/uploads/system/uploads/attachment_data/file/908013/Relationships_Education__Relationships_and_Sex_Education__RSE__and_Health_Education.pdf
https://assets.publishing.service.gov.uk/government/uploads/system/uploads/attachment_data/file/908013/Relationships_Education__Relationships_and_Sex_Education__RSE__and_Health_Education.pdf
https://assets.publishing.service.gov.uk/government/uploads/system/uploads/attachment_data/file/908013/Relationships_Education__Relationships_and_Sex_Education__RSE__and_Health_Education.pdf
https://doi.org/10.18061/dsq.v36i4.5236
https://doi.org/10.18061/dsq.v36i4.5236
https://doi.org/10.3109/13668250.2017.1326587
https://doi.org/10.1111/chso.12160
https://doi.org/10.1016/j.compedu.2018.12.003
https://doi.org/10.1016/j.compedu.2018.12.003
https://doi.org/10.1080/08856257.2014.933551
https://doi.org/10.1007/s12310-012-9090-0
https://doi.org/10.3389/fpsyg.2017.00438
https://doi.org/10.1080/13603116.2018.1523475
https://ethos.bl.uk/OrderDetails.do?uin=uk.bl.ethos.810324
https://ethos.bl.uk/OrderDetails.do?uin=uk.bl.ethos.810324
https://doi.org/10.1037/1089-2680.2.3.271
https://doi.org/10.1080/03054985.2016.1248818
https://doi.org/10.1080/03054985.2016.1248818
https://doi.org/10.1080/19411243.2020.1743221
https://doi.org/10.1080/19411243.2020.1743221
https://doi.org/10.1177/004005990603900202
https://doi.org/10.1177/004005990603900202
https://doi.org/10.1186/s12913-021-06122-y
https://doi.org/10.3389/feduc.2021.808566
https://doi.org/10.1007/s40489-014-0038-1
https://doi.org/10.1007/s40489-014-0038-1
https://doi.org/10.1080/0885625910060201


16 |   BENNETT et al.

Hoffecker, L. (2021) Grey literature searching for systematic re-
views in the health sciences. The Serials Librarian, 79(3–4), 
252–260. Available from: https:// doi. org/ 10. 1080/ 03615 26X. 
2020. 1847745

den Houting, J., Higgins, J., Isaacs, K., Mahony, J. & Pellicano, E. 
(2021) ‘I'm not just a Guinea pig’: Academic and community 
perceptions of participatory autism research. Autism, 25(1), 
148–163. Available from: https:// doi. org/ 10. 1177/ 13623 61320 
951696

Jesionowicz, R.L. (2016) The effects of animal assisted therapy on 
tantrums and aggressive behaviors of children with autism 
(2016- 37853- 250) [doctoral dissertation, University of North 
Colorado]. http:// search. ebsco host. com/ login. aspx? direct= 
true& db= psyh& AN= 2016-  37853 -  250& site= ehost -  live

Kapp, S. (2019) How social deficit models exacerbate the medical 
model: Autism as case in point. Autism Policy & Practice, 2(3), 
3–28.

Kasari, C. & Smith, T. (2013) Interventions in schools for children 
with autism spectrum disorder: Methods and recommendations. 
Autism, 17(3), 254–267. Available from: https:// doi. org/ 10. 1177/ 
13623 61312 470496

Keates, N. (2022) A letter to the editor regarding Bambara et  al. 
(2021), “using peer supports to encourage adolescents with au-
tism spectrum disorder to show interest in their conversation 
partners”. Journal of Speech, Language, and Hearing Research, 
65(4), 00028. Available from: https:// doi. org/ 10. 1044/ 2022_ 
JSLHR -  22-  00028 

Kurtz, T. (2018) Utilizing exercise to treat symptoms of anxiety in 
autism spectrum disorder [doctoral dissertation, Hofstra univer-
sity]. http:// search. ebsco host. com/ login. aspx? direct= true& db= 
psyh& AN= 2018-  48576 -  058& site= ehost -  live

Kuypers, L.M. (2011) The zones of regulation. Santa Clara, CA: Social 
Thinking Publishing Inc.

Lee, E.O. (2020) Using a mindfulness- based intervention with children 
with autism spectrum disorder to decrease disruptive behavior in 
the early childhood inclusion classroom (2021- 34758- 018) [doc-
toral dissertation, the University of Alabama]. http:// search. 
ebsco host. com/ login. aspx? direct= true& db= psyh& AN= 2021-  
34758 -  018& site= ehost -  live

Lewis- Dagnell, S., Parsons, S. & Kovshoff, H. (2023) Creative meth-
ods developed to facilitate the voices of children and young 
people with complex needs about their education: a systematic 
review and conceptual analysis of voice. Educational Research 
Review, 39, 100529. Available from: https:// doi. org/ 10. 1016/j. 
edurev. 2023. 100529

Lord, C., Charman, T., Havdahl, A., Carbone, P., Anagnostou, E., 
Boyd, B., et  al. (2022) The Lancet Commission on the future 
of care and clinical research in autism. The Lancet, 399(10321), 
271–334. Available from: https:// doi. org/ 10. 1016/ S0140- 6736(21) 
01541- 5

Mackay, B.A., Shochet, I.M. & Orr, J.A. (2017) A pilot randomised 
controlled trial of a school- based resilience intervention to pre-
vent depressive symptoms for young adolescents with autism 
spectrum disorder: A mixed methods analysis. Journal of Autism 
and Developmental Disorders, 47(11), 3458–3478. Available from: 
https:// doi. org/ 10. 1007/ s1080 3-  017-  3263-  5

Macoun, S.J., Schneider, I., Bedir, B., Sheehan, J. & Sung, A. (2021) 
Pilot study of an attention and executive function cognitive in-
tervention in children with autism spectrum disorders. Journal of 
Autism and Developmental Disorders, 51(8), 2600–2610. Available 
from: https:// doi. org/ 10. 1007/ s1080 3-  020-  04723 -  w

Marzouki, H., Soussi, B., Selmi, O., Hajji, Y., Marsigliante, S., 
Bouhlel, E., et al. (2022) Effects of aquatic training in children 
with autism spectrum disorder. Biology, 11(5), 657. Available 
from: https:// doi. org/ 10. 3390/ biolo gy110 50657 

Mazefsky, C.A., Pelphrey, K.A. & Dahl, R.E. (2012) The need for 
a broader approach to emotion regulation research in autism: 
Applying an emotion regulation framework in ASD. Child 

Development Perspectives, 6(1), 92–97. Available from: https:// 
doi. org/ 10. 1111/j. 1750-  8606. 2011. 00229. x

Mazefsky, C.A., Day, T.N., Siegel, M., Siegal, M., White, S., Yu, L. 
et  al. (2018) Development of the emotion dysregulation inven-
tory: A PROMIS®ing method for creating sensitive and unbi-
ased questionnaires for autism Spectrum disorder. Journal of 
Autism and Developmental Disorders, 48, 3736–3746. Available 
from: https:// doi. org/ 10. 1007/ s1080 3-  016-  2907-  1

McLaren, K.R. (2014) Interrogating normal: Autism social skills 
training at the margins of a social fiction [doctoral dissertation, 
School of Education, Sonoma state university]. https:// sonom 
a-  dspace. calst ate. edu/ bitst ream/ handle/ 10211.3/ 138418/ McLar 
enK_ Thesis. pdf? seque nce= 1

Milton, D. (2014) So what exactly are autism interventions intervening 
with? Good Autism Practice, 15(2), 6–14. https:// www. ingen tacon 
nect. com/ conte nt/ bild/ gap/ 2014/ 00000 015/ 00000 002/ art00002

Milton, D. (2020) Neurodiversity past and present – An introduction 
to the neurodiversity reader. In: The neurodiversity reader. Hove, 
UK: Pavilion, pp. 3–6. https:// www. pavpub. com/ menta l-  health/ 
the-  neuro diver sity-  reader

Mitchell, D.T. & Snyder, S.L. (2015) The biopolitics of disability: 
Neoliberalism, ablenationalism, and peripheral embodiment. Ann 
Arbor: University of Michigan Press.

Morgan, L., Hooker, J.L., Sparapani, N., Reinhardt, V.P., 
Schatschneider, C. & Wetherby, A.M. (2018) Cluster randomized 
trial of the classroom SCERTS intervention for elementary stu-
dents with autism spectrum disorder. Journal of Consulting and 
Clinical Psychology, 86(7), 631–644. Available from: https:// doi. 
org/ 10. 1037/ ccp00 00314 

Moyse, R. (2021) Missing: the autistic girls absent from main-
stream secondary schools [Doctoral dissertation, University of 
Reading]. 10.48683/1926.00097405.

National Institute for Health and Care Excellence. (2014) Interim 
methods guide for developing service guidance 2014: Process 
and methods. https:// www. nice. org. uk/ proce ss/ pmg8/ chapt er/ 
appen dix-  2-  check lists 

Ne'eman, A. (2021) When disability is defined by behavior, outcome 
measures should not promote “passing”. AMA Journal of Ethics, 
23(7), 569–575. Available from: https:// doi. org/ 10. 1001/ amaje 
thics. 2021. 569

Nicolaidis, C. (2012) What can physicians learn from the neurodiver-
sity movement? AMA Journal of Ethics, 14(6), 503–510. Available 
from: https:// doi. org/ 10. 1001/ virtu almen tor. 2012. 14.6. oped1 -  1206

Nicolaidis, C., Raymaker, D., Kapp, S.K., Baggs, A., Ashkenazy, 
E., McDonald, K. et  al. (2019) The AASPIRE practice- based 
guidelines for the inclusion of autistic adults in research as co- 
researchers and study participants. Autism, 23(8), 2007–2019. 
Available from: https:// doi. org/ 10. 1177/ 13623 61319 830523

Oliver, M. (2013) The social model of disability: Thirty years on. 
Disability & Society, 28(7), 1024–1026. Available from: https:// 
doi. org/ 10. 1080/ 09687 599. 2013. 818773

Olsson, I. & Nilholm, C. (2022) Inclusion of pupils with autism – A 
research overview. European Journal of Special Needs Education, 
38(1), 126–140. Available from: https:// doi. org/ 10. 1080/ 08856 257. 
2022. 2037823

Page, M.J., McKenzie, J.E., Bossuyt, P.M., Boutron, I., Hoffmann, 
T.C., Mulrow, C.D. et  al. (2021) The PRISMA 2020 statement: 
An updated guideline for reporting systematic reviews. Journal 
of Clinical Epidemiology, 134, 178–189. Available from: https:// 
doi. org/ 10. 1016/j. jclin epi. 2021. 03. 001

Parent, V., Birtwell, K.B., Lambright, N. & DuBard, M. (2016) 
Combining CBT and behavior- analytic approaches to target se-
vere emotion dysregulation in verbal youth with ASD and ID. 
Journal of Mental Health Research in Intellectual Disabilities, 
9(1–2), 60–82. Available from: https:// doi. org/ 10. 1080/ 19315 864. 
2016. 1166301

Parsons, S. (2021) The importance of collaboration for knowledge co- 
construction in ‘close- to- practice’ research. British Educational 

 14713802, 0, D
ow

nloaded from
 https://nasenjournals.onlinelibrary.w

iley.com
/doi/10.1111/1471-3802.12646 by T

est, W
iley O

nline L
ibrary on [30/01/2024]. See the T

erm
s and C

onditions (https://onlinelibrary.w
iley.com

/term
s-and-conditions) on W

iley O
nline L

ibrary for rules of use; O
A

 articles are governed by the applicable C
reative C

om
m

ons L
icense

https://doi.org/10.1080/0361526X.2020.1847745
https://doi.org/10.1080/0361526X.2020.1847745
https://doi.org/10.1177/1362361320951696
https://doi.org/10.1177/1362361320951696
http://search.ebscohost.com/login.aspx?direct=true&db=psyh&AN=2016-37853-250&site=ehost-live
http://search.ebscohost.com/login.aspx?direct=true&db=psyh&AN=2016-37853-250&site=ehost-live
https://doi.org/10.1177/1362361312470496
https://doi.org/10.1177/1362361312470496
https://doi.org/10.1044/2022_JSLHR-22-00028
https://doi.org/10.1044/2022_JSLHR-22-00028
http://search.ebscohost.com/login.aspx?direct=true&db=psyh&AN=2018-48576-058&site=ehost-live
http://search.ebscohost.com/login.aspx?direct=true&db=psyh&AN=2018-48576-058&site=ehost-live
http://search.ebscohost.com/login.aspx?direct=true&db=psyh&AN=2021-34758-018&site=ehost-live
http://search.ebscohost.com/login.aspx?direct=true&db=psyh&AN=2021-34758-018&site=ehost-live
http://search.ebscohost.com/login.aspx?direct=true&db=psyh&AN=2021-34758-018&site=ehost-live
https://doi.org/10.1016/j.edurev.2023.100529
https://doi.org/10.1016/j.edurev.2023.100529
https://doi.org/10.1016/S0140-6736(21)01541-5
https://doi.org/10.1016/S0140-6736(21)01541-5
https://doi.org/10.1007/s10803-017-3263-5
https://doi.org/10.1007/s10803-020-04723-w
https://doi.org/10.3390/biology11050657
https://doi.org/10.1111/j.1750-8606.2011.00229.x
https://doi.org/10.1111/j.1750-8606.2011.00229.x
https://doi.org/10.1007/s10803-016-2907-1
https://sonoma-dspace.calstate.edu/bitstream/handle/10211.3/138418/McLarenK_Thesis.pdf?sequence=1
https://sonoma-dspace.calstate.edu/bitstream/handle/10211.3/138418/McLarenK_Thesis.pdf?sequence=1
https://sonoma-dspace.calstate.edu/bitstream/handle/10211.3/138418/McLarenK_Thesis.pdf?sequence=1
https://www.ingentaconnect.com/content/bild/gap/2014/00000015/00000002/art00002
https://www.ingentaconnect.com/content/bild/gap/2014/00000015/00000002/art00002
https://www.pavpub.com/mental-health/the-neurodiversity-reader
https://www.pavpub.com/mental-health/the-neurodiversity-reader
https://doi.org/10.1037/ccp0000314
https://doi.org/10.1037/ccp0000314
https://doi.org/10.48683/1926.00097405
https://www.nice.org.uk/process/pmg8/chapter/appendix-2-checklists
https://www.nice.org.uk/process/pmg8/chapter/appendix-2-checklists
https://doi.org/10.1001/amajethics.2021.569
https://doi.org/10.1001/amajethics.2021.569
https://doi.org/10.1001/virtualmentor.2012.14.6.oped1-1206
https://doi.org/10.1177/1362361319830523
https://doi.org/10.1080/09687599.2013.818773
https://doi.org/10.1080/09687599.2013.818773
https://doi.org/10.1080/08856257.2022.2037823
https://doi.org/10.1080/08856257.2022.2037823
https://doi.org/10.1016/j.jclinepi.2021.03.001
https://doi.org/10.1016/j.jclinepi.2021.03.001
https://doi.org/10.1080/19315864.2016.1166301
https://doi.org/10.1080/19315864.2016.1166301


   | 17J RES SPEC EDUC NEEDS

Research Journal, 47, 1490–1499. Available from: https:// doi. org/ 
10. 1002/ berj. 3714

Parsons, S. & Kasari, C. (2013) Schools at the centre of educational 
research in autism: Possibilities, practices and promises. Autism, 
17(3), 251–253. Available from: https:// doi. org/ 10. 1177/ 13623 61313 
483624

Parsons, S. & Kovshoff, H. (2019) Building the evidence base through 
school- research partnerships in autism education: The autism 
community research network@ Southampton [ACoRNS]. Good 
Autism Practice, 20(1), 5–12.

Parsons, S., Charman, T., Faulkner, R., Ragan, J., Wallace, S. & 
Wittemeyer, K. (2013) Commentary – Bridging the research and 
practice gap in autism: The importance of creating research 
partnerships with schools. Autism, 17(3), 268–280. Available 
from: https:// doi. org/ 10. 1177/ 13623 61312 472068

Parsons, S., Yuill, N., Good, J. & Brosnan, M. (2020) Whose agenda? 
Who knows best? Whose voice? Co- Creating a Technology 
Research Roadmap with Autism Stakeholders, Disability & 
Society, 35(2), 201–234. Available from: https:// doi. org/ 10. 1080/ 
09687 599. 2019. 1624152

Parsons, S., Ivil, K., Kovshoff, H. & Karakosta, E. (2021) ‘Seeing is 
believing’: Exploring the perspectives of young autistic children 
through digital stories. Journal of Early Childhood Research, 
19(2), 161–178. Available from: https:// doi. org/ 10. 1177/ 14767 18x20 
951235

Parsons, S., Kovshoff, H. & Ivil, K. (2022) Digital stories for transi-
tion: Co- constructing an evidence base in the early years with 
autistic children, families and practitioners. Educational Review, 
74(6), 1063–1081. Available from: https:// doi. org/ 10. 1080/ 00131 
911. 2020. 1816909

Pellicano, E. & den Houting, J. (2022) Annual research review: 
Shifting from ‘normal science’ to neurodiversity in autism sci-
ence. Journal of Child Psychology and Psychiatry, 63(4), 381–396. 
Available from: https:// doi. org/ 10. 1111/ jcpp. 13534 

Phung, J.N. (2018) Mixed martial arts as a means to improve social 
communication and executive functioning in children with au-
tism spectrum disorder [doctoral dissertation, University of 
California]. http:// search. ebsco host. com/ login. aspx? direct= 
true& db= psyh& AN= 2018-  26097 -  177& site= ehost -  live

Pierman, E.L. (2020) Dance- ability: A mixed methods study of dance 
and development in preschool students with disabilities and ad-
aptations for sustainable dance programming (2021- 27911- 278) 
[doctoral dissertation, the Ohio State University]. https:// www. 
proqu est. com/ docvi ew/ 24891 98021 

Prizant, B.M., Wetherby, A.M., Rubin, E., Laurent, A.C. & Rydell, 
P.J. (2006) The SCERTS model: A Comprehensive Educational 
Approach for Children with Autism Spectrum Disorders, Vol. 2. 
Baltimore, MD: Paul H Brookes Publishing.

Ravet, J. (2011) Inclusive/exclusive? Contradictory perspectives on 
autism and inclusion: The case for an integrative position. 
International Journal of Inclusive Education, 15(6), 667–682. 
Available from: https:// doi. org/ 10. 1080/ 13603 11090 3294347

Robertson, S.M. (2010) Neurodiversity, quality of life, and autistic 
adults: shifting research and professional focuses onto real- life 

challenges. Disability Studies Quarterly, 30(1), 1069. Available 
from: https:// doi. org/ 10. 18061/  dsq. v30i1. 1069

Schuelka, M.J. (2018) Implementing inclusive education. Institute of 
Development Studies. https:// opend ocs. ids. ac. uk/ opend ocs/ bitst 
ream/ handle/ 20. 500. 12413/  14230/  374_ Imple menti ng_ Inclu sive_ 
Educa tion. pdf? seque nce= 1& isAll owed= y

Späth, E.M.A. & Jongsma, K.R. (2020) Autism, autonomy, and au-
thenticity. Medicine, Health Care and Philosophy, 23, 73–80. 
Available from: https:// doi. org/ 10. 1007/ s1101 9-  019-  09909 -  3

Stickney, M.A. (2010) A qualitative study of the perceived health 
benefits of a therapeutic riding program for children with au-
tism spectrum disorders [doctoral dissertation, University of 
Kentucky]. http:// search. ebsco host. com/ login. aspx? direct= 
true& db= psyh& AN= 2015-  99050 -  465& site= ehost -  live

Thomas, G. (2012) Changing our landscape of inquiry for a new sci-
ence of education. Harvard Educational Review, 82(1), 26–51.

UNESCO. (1994) The Salamanca statement and framework for action 
on special needs education. Paris: UNESCO. https:// www. europ 
ean-  agency. org/ sites/  defau lt/ files/  salam anca-  state ment-  and-  
frame work. pdf

Weiss, J.A., Thomson, K. & Chan, L. (2014) A systematic literature 
review of emotion regulation measurement in individuals with 
autism spectrum disorder. Autism Research, 7(6), 629–648. 
Available from: https:// doi. org/ 10. 1002/ aur. 1426

Wood, J.J., Drahota, A., Sze, K., Van Dyke, M., Decker, K., Fujii, 
C. et  al. (2009) Effects of cognitive behavioral therapy on 
parent- reported autism symptoms in school- age children with 
high- functioning autism. Journal of Autism and Developmental 
Disorders, 39(11), 1608–1612. Available from: https:// doi. org/ 10. 
1007/ s1080 3-  009-  0791-  7

Wood, J.J., Fujii, C., Renno, P. & Dyke, M. (2014) Impact of cog-
nitive behavioral therapy on observed autism symptom se-
verity during school recess: A preliminary randomized, con-
trolled trial. Journal of Autism and Developmental Disorders, 
44(9), 2264–2276. Available from: https:// doi. org/ 10. 1007/ s1080 
3-  014-  2097-  7

Zilli, C., Parsons, S. & Kovshoff, H. (2020) Keys to engagement: A 
case study exploring the participation of autistic pupils in educa-
tional decision-making at school. British Journal of Educational 
Psychology, 90(3), 770–789. Available from: https:// doi. org/ 10. 
1111/ bjep. 12331 

How to cite this article: Bennett, J., Parsons, S. & 
Kovshoff, H. (2024) Developing the emotion 
regulation skills of autistic pupils in educational 
settings: A systematic literature review. Journal of 
Research in Special Educational Needs, 00, 1–17. 
Available from: https://doi.org/10.1111/1471-
3802.12646

 14713802, 0, D
ow

nloaded from
 https://nasenjournals.onlinelibrary.w

iley.com
/doi/10.1111/1471-3802.12646 by T

est, W
iley O

nline L
ibrary on [30/01/2024]. See the T

erm
s and C

onditions (https://onlinelibrary.w
iley.com

/term
s-and-conditions) on W

iley O
nline L

ibrary for rules of use; O
A

 articles are governed by the applicable C
reative C

om
m

ons L
icense

https://doi.org/10.1002/berj.3714
https://doi.org/10.1002/berj.3714
https://doi.org/10.1177/1362361313483624
https://doi.org/10.1177/1362361313483624
https://doi.org/10.1177/1362361312472068
https://doi.org/10.1080/09687599.2019.1624152
https://doi.org/10.1080/09687599.2019.1624152
https://doi.org/10.1177/1476718x20951235
https://doi.org/10.1177/1476718x20951235
https://doi.org/10.1080/00131911.2020.1816909
https://doi.org/10.1080/00131911.2020.1816909
https://doi.org/10.1111/jcpp.13534
http://search.ebscohost.com/login.aspx?direct=true&db=psyh&AN=2018-26097-177&site=ehost-live
http://search.ebscohost.com/login.aspx?direct=true&db=psyh&AN=2018-26097-177&site=ehost-live
https://www.proquest.com/docview/2489198021
https://www.proquest.com/docview/2489198021
https://doi.org/10.1080/13603110903294347
https://doi.org/10.18061/dsq.v30i1.1069
https://opendocs.ids.ac.uk/opendocs/bitstream/handle/20.500.12413/14230/374_Implementing_Inclusive_Education.pdf?sequence=1&isAllowed=y
https://opendocs.ids.ac.uk/opendocs/bitstream/handle/20.500.12413/14230/374_Implementing_Inclusive_Education.pdf?sequence=1&isAllowed=y
https://opendocs.ids.ac.uk/opendocs/bitstream/handle/20.500.12413/14230/374_Implementing_Inclusive_Education.pdf?sequence=1&isAllowed=y
https://doi.org/10.1007/s11019-019-09909-3
http://search.ebscohost.com/login.aspx?direct=true&db=psyh&AN=2015-99050-465&site=ehost-live
http://search.ebscohost.com/login.aspx?direct=true&db=psyh&AN=2015-99050-465&site=ehost-live
https://www.european-agency.org/sites/default/files/salamanca-statement-and-framework.pdf
https://www.european-agency.org/sites/default/files/salamanca-statement-and-framework.pdf
https://www.european-agency.org/sites/default/files/salamanca-statement-and-framework.pdf
https://doi.org/10.1002/aur.1426
https://doi.org/10.1007/s10803-009-0791-7
https://doi.org/10.1007/s10803-009-0791-7
https://doi.org/10.1007/s10803-014-2097-7
https://doi.org/10.1007/s10803-014-2097-7
https://doi.org/10.1111/bjep.12331
https://doi.org/10.1111/bjep.12331
https://doi.org/10.1111/1471-3802.12646
https://doi.org/10.1111/1471-3802.12646

	Developing the emotion regulation skills of autistic pupils in educational settings: A systematic literature review
	Abstract
	INTRODUCTION
	METHODS
	Search strategy
	Quality assessment
	Synthesis

	RESULTS
	Summary of findings
	What are schools doing to support autistic children and young people to develop their emotion regulation skills?
	How inclusive are the approaches being used to support emotion regulation in schools?
	Was the adaptation to practice applied universal?
	Was there individualisation for each pupil?

	In what ways are autistic pupils' views heard or sought when making decisions or giving feedback about the interventions they engage in?


	DISCUSSION
	How inclusive are the approaches being used?
	In what ways are autistic pupils' views heard or sought when making decisions or giving feedback about the interventions they engage in?
	Emotion regulation: Conceptual and methodological challenges
	Strengths, limitations and future research
	Implications for practice

	CONCLUSIONS
	ACKNOWLEDGEMENTS
	FUNDING INFORMATION
	CONFLICT OF INTEREST STATEMENT
	DATA AVAILABILITY STATEMENT

	ETHICS STATEMENT
	REFERENCES


