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ABSTRACT

An increasing number of students in Higher Education are neurodivergent, shaping and challenging
the practices of how staff teach in Higher Education. This chapter seeks to outline why Higher
Education staff should meet the needs of neurodivergent students, and how this can be done. This
chapter begins by outlining the relationship between biodiversity and neurodiversity is outlined and
definitions are provided for neurodiversity and related terms. Second, barriers neurodivergent
students may face. Finally, Universal Design for Learning is presented as a vehicle for inclusive and
accessible practice, with clear examples of how this relates to neurodivergent learners. The chapter
thematically reports the needs of neurodivergent learners based on both the knowledge and
experience of the authors, as well as from other neurodivergent students. The themes are: considered
communication; technological assistance; be predictable and meet expectations, normalise
everyone’s needs (or rather, normalise neurodivergence).

An increasing number of students in Higher Education are neurodivergent, shaping and challenging
the practices of how staff teach in Higher Education. This chapter seeks to outline why Higher
Education staff should meet the needs of neurodivergent students, and how this can be done. This
chapter begins by outlining the relationship between biodiversity and neurodiversity is outlined and
definitions are provided for neurodiversity and related terms. Second, barriers neurodivergent students
may face. Finally, Universal Design for Learning is presented as a vehicle for inclusive and accessible
practice, with clear examples of how this relates to neurodivergent learners. The chapter thematically
reports the needs of neurodivergent learners based on both the knowledge and experience of the
authors, as well as from other neurodivergent students. The themes are: considered communication;
technological assistance; be predictable and meet expectations; normalise everyone’s needs (or rather,
normalise neurodivergence).
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Introduction

An increasing number of students in Higher Education are neurodivergent, shaping and
challenging the practices of how staff teach in Higher Education. This chapter provides a
review of the literature to date on inclusive and accessible practices in Higher Education for
neurodivergent students, and explains the importance of such practices through linking them
to reflexive teaching practice (see Brookfield, 1993) and Universal Design for Learning. In this
chapter, information is provided on creating an accessible and inclusive learning



environment. First, the relationship between biodiversity and neurodiversity is outlined and
definitions are provided for neurodiversity and related terms. Second, the chapter will explore
the barriers neurodivergent students may face. Finally, the focus turns to Universal Design for
Learning as a vehicle for inclusive and accessible practice, with clear examples of how this
relates to neurodivergent learners.

The approach to this chapter

The chapter presents a review of the literature to date, with findings from the review from
other neurodivergent students. A survey was used as a verification. The data collection gained
a favourable ethical opinion from the University of Sunderland in August 2023. The names
provided are pseudonyms that were selected by the participants sharing their experiences. 8
respondents completed a Qualtrics survey
(https://universityofkent.qualtrics.com/jfe/form/SV_5oHfaBVwfB81ASa) asking about their
time at University. All participants were based in UK universities, including across the
principalities of Wales, Scotland and England. In collecting data, only the respondents’
neurodivergent identity/ies, a pseudonym of their choice, and their experiences were asked.
Participants were welcome to participate with a diagnosis, or who self-identify as
neurodivergent. In the survey, the inquiry focused on what had worked, what has not worked
and what they would like Higher Education staff to know in three areas: curriculum design,
assessments and the learning environment. There was also space at the end of the survey for
other thoughts and experiences participants wanted to share. The chapter uses these insights
to support the findings from the literature review. Quotes from the individuals who filled out
the survey are provided.

Rationale for confirming the review with neurodivergent voices

As part of being a reflexive educator (Brookfield, 2017; Perryman et al., 2017; Soisangwarn &
Wongwanich, 2014), listening to the needs and voices of those university staff work alongside
is imperative. Listening to the needs and voices of neurodivergent students may challenge
both paradigmatic (fundamental assumptions about how things are) and prescriptive (how
people should do things) assumptions of the type of student in the classroom, and how people
should teach (Brookfield, 1993). This echoes the gravity of critical neurodiversity studies
(Rosqvist et al., 2020) and critical autism studies (Woods et al., 2018), which questions ways
that neurodivergent people are described and understood. This departs from the core
assumptions of ‘neurominority’ grounded in pathology (compared to the ‘neuromajority’).

Previous literature has demonstrated the importance of neurodivergent identity in
understanding neurodivergent marginalised perspectives and why listening is crucial
(Waldock, 2021; Jacobs 2022; Waldock, 2023). There exists not one sole ‘neurodivergent
experience’ (Rosqvist et al.,, 2020, p2; Walker, 2021), with neurodivergent people having
differing support needs within the classroom. For example, some neurodivergent people may
need complete silence to concentrate, and others might need to talk. Hal describes how some
educators he has had have tried to make the classroom fully inclusive, without reflecting on
how different student’s support needs may clash.
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‘Sometimes, in an admirable effort to make room for all different kinds of students, it is
possible to make things harder for autistic students, who would benefit from more clearly-
defined structure and expectations’ - Hal

Hal’s experience also shows how in order to meet each individual’s needs, staff need to avoid
a tick box approach, whereby staff do what they think people need rather than meet each
individual’s needs. The fact that there does not exists one sole ‘neurodivergent experience’
(Rosquist et al., 2020, p2; Walker, 2021) may be perceived as a problem by some educators,
with some educators seeking quick resolutions positivist and tick box approaches to ‘solving
the problem of neurodivergence in the classroom’ (e.g., Applied Behaviour Analysis: Axelrod
et al., 2012). This is why, in part, this chapter presents other neurodivergent learners to verify
findings from the academic literature, and make them specific to neurodivergent learners. In
addition, Hals’” experience illustrates how learning about different support needs within the
classroom is a vital part of reflexive practice. Anne echoed Hal’s experience:

‘Increased staff understanding of ND [neurodivergent] processing differences is vital’ - Anne

Knowledge of how learners might experience learning and the classroom environment can
help improve both experiences within the classroom and university (Dwyer et al., 2023). Part
of one of the differences Anne refers to is the double empathy problem (Milton, 2012),
whereby individuals with different experiences of the world and expectations struggle with
reciprocity in understanding each other. Previous literature exploring inclusive pedagogy for
neurodivergent students (e.g., Hamilton & Perry, 2023; Spaeth & Pearson, 2023) have
exemplified the importance of the double empathy problem on neurodivergent people’s
experiences within higher education.

Part 1: Biodiversity and Neurodiversity

Neurodiversity is comparable to biodiversity. The concept of biodiversity provides a useful
springboard as an introduction to neurodiversity, as the natural world is full of diversity
(Wilson, 1985; on neurodiversity: Chapman, 2021; Manalili et al., 2023; Stenning & Rosqvist,
2021). Biodiversity refers to the different forms of life that are found within an area that
interact with one another and the physical world (Swingland, 2001). There are a variety of
ways to consider diversity. For instance, analogous to biodiversity is neurodiversity as it is akin
to human diversity. There is a great extent of human diversity in the world, such as cultural
diversity and social diversity (Anderson, 1996; Berry, 1982; Lonner, 1994). Human diversity
means that the world contains a variety of specific personal characteristics that are different
to each other, making every person unique and different. Cultural diversity refers to each
person’s ethnicity and cultural norms associated with it, and from where they are raised
(Gordon, 1992; Silberman, 2017). The world also contains single cultures, from which diversity
occurs within; this is social diversity (Berry, 1982). This relates to lifestyle, religion, language
and preferences; all of which is clearly relevant to Higher Education.

Neurodiversity is neurological diversity; the diversity of human brains and cognition, and
refers to the different forms of neurology that can be found within a group of people,
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including their interactions with one another and the physical world (Chapman, 2020;
Stenning & Rosqvist, 2021; Walker, 2021). The term neurodiversity is like how biodiversity is
across the natural world, it is across the human population. Consequently, human diversity
includes neurodiversity as part of the difference between one another. Specific personal
characteristics are varied between one another, including everyone's experiences,
interactions with the world, highlighting that there is no correct way to think, be, learn or
behave (Kapp et al., 2013; Walker, 2021).

Importantly, neurological differences change how one perceives the world (Walker, 2021).
This is really key because this is what is proposed needing to be addressed in some way in
higher education. This is due to how this could alter one's values, even potentially producing
different cultures. This links to cultural diversity, about cultural norms and how people are
raised. In addition, there is a need to think about the intersection of cultures, and the mix of
various cultural diversity; within which, this factor for people that have a neurological
difference changes how they would be in the world. For example: a Tibetan person that is
neurologically different may perceive norms and values as more or less important related to
their needs and experiences, but embedded within that culture. Therefore, there are
obviously going to be some considerations required around what is ‘normal’ and what is
‘normal’ within that culture. What is considered ‘normal’ is based on social construction
(Chaney, 2022). Returning to the example, ‘normal’ within the culture would be based on the
social construction of norms situated within that specific culture that has developed. From
this point, it is necessary to add in how that person would perceive the world, and how this
would impact how they perceive the world, and how they would relate within the world.

A selection of neurodivergent identities and experiences are outlined in table 1. Table 1 does
not have a conclusive overview of every neurodivergent identity and experience, however it
does provide some of the identities and words that are used. It is important to note here there
is no overriding inclusion or exclusion criteria for which experiences or identities are
neurodivergent (Walker, 2021), with the important facet being cognition diverging from the
norm. In addition, someone can be neurodivergent from birth (e.g., an autistic person), or
have acquired neurodivergence (e.g., mental health conditions).

Table 1. A list of neurodivergent identity or experiences, some of which are diagnosable

Neurodivergent identity/experience

ADHD*

Autism*

Dyslexia*

Dyscalculia*

Dyspraxia*

Tourette’s Syndrome*
Epilepsy*
Obsessive-compulsive disorder*
Mental health problems*
Intellectual disability*
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Meares-Irlene syndrome*
Hyperlexia

Synthesthesia

Cystic fibrosis**

Note: *signifies an identity or experience where an individual can receive a diagnosis. **this
may or may not be deemed neurodivergent, see the brief discussion below.

Terminology

It can be a challenge to use the right words when referring to different groups of people,
especially with a potential lack of consensus. Throughout history terms change, from what
was once acceptable to what no longer is appropriate (Botha et al.,, 2021; Brueggemann,
2013; Keates, Martin, & Waldock, in press). Currently, an individual is neurodivergent when
‘having a mind that functions in ways which diverge significantly from the dominant societal
standards of “normal”’ (Walker, 2014). However, when describing a group of individuals that
include neurodivergent and neurotypical people, the group is neurodiverse (Walker, 2014).
Neurotypical people are those that are the ‘neuromajority’ and perceived as not
neurologically divergent.

In regards to how different neurodivergent people prefer to be referred to, there is no one
set way. Identity first language (i.e., autistic people, whereby the identity is stated before
their personhood) is preferred for autistic people (Bosman & Thijs, 2023; Geelhand et al.,
2023; Keates et al., under review; Keating et al., 2016; Kenny et al., 2016; Lei et al., 2021;
Taboas et al.,, 2022). Similarly, some ADHDers prefer this identity-first approach too (as
indicated by Huijg, 2020). Following Keates et al. (under review), it is recommended to use
the most acceptable term when referring to groups of neurodivergent students, but
accommodating individual preferences when speaking with or referring to a specific person.
There is less academic literature to guide other support needs and disabilities that could be
considered to be neurodivergent. Within the academic literature, person-first language (i.e.,
person with a disability) remains dominant (Ferrigon, 2019; Gernsbacher, 2017). However
with a lack of literature to guide respectful preferences, asking and following students' wishes
becomes even more paramount.

Individuals tend to create shortcuts including through the use of labels put upon people. This
can be understood in numerous ways (e.g., Friston’s (2010) Free Energy Principle; Scheff’s
(1974) Labelling Theory). Although labelling individuals might help us identify them, the labels
used may have a negative connotation, as River describes:

‘Even if they did not know | was autistic, | was weird, | was shy. Those sentiments of, “You're
disorganised.’ - River

A brief introduction to considering needs
Many people are less aware of their neurodivergence, as the concept is only beginning to
reach lay people at the time of writing. Everyone is a part of neurodiversity, having different
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needs and working in certain ways. Some of these needs or ways of working may be
diagnosable. Theidea of ‘normal’ as been argued to be a ‘subjective aggregate’ (Davis, 2010),
echoing that normal is an idea rather than a reality (Armstrong, 2015).

In addition, not all neurodivergent students will know if they are neurodivergent or not:

‘Not all students who are ND will know that they are, and not all will be willing to tell you.” -
Freya

Under-recognition occurs in various social strata, including older generations (Bargiela et al.,
2016; Green et al.,, 2019; Leedham et al., 2020) and individuals from ethnic minority
backgrounds (Aylward et al., 2021; Gopaul & Little, 2020; Wiggins et al., 2020; Zuckerman et
al., 2020). Furthermore, being neurodivergent may be seen as stigmatised within certain
contexts or cultures (Chen, 2021; Squires & Countermine, 2018), including from ableist
practices (e.g., Beratan, 2006; Bogart & Dunn, 2019; Hale, 2015). Therefore neurodivergent
students may not ask for help or suppress their own needs, leading to not being able to
engage in university as well as they could if needs were accommodated.

Part 2: Neurodivergent people in Higher Education

Many universities already have policies that promote good practice. However questions
remain of their utility for supporting neurodivergent students to reach their full potential. As
Martin (2020) indicates, opening the metaphorical (and maybe literal) door a little bit is not
sufficient. As previously mentioned in Part 1, there will be neurodivergent students at all
universities. When considering autistic students with a diagnosis alone, 2% are autistic (Ozerk,
2016). Most figures indicate that 15% (ranging between 10 and 20% across sources) of the
population are neurodivergent (Katari et al., 2023). 5 to 10% of people are dyslexic (Knight,
2018); 3 to 5% ADHDers (Song et al., 2021). Assumptions about population estimates
matching those in attendance at universities remain, however this demonstrates the high
number of students within universities who may be neurodivergent. Furthermore, many
neurodivergent people have other co-occurring neurodivergent identities or other needs
(e.g., be autistic and an ADHDer).

Certain employers found that neurodivergent workers are more productive than non-
neurodivergent workers (Bury et al. 2020; Hutson & Hutson, 2023). The argument could be
made that neurodivergent students are working harder and more efficiently. In light of this
argument, using a strength-based approach can have benefits for both students and
universities (Urbanowicz et al., 2019; White et al., 2023; Murthi et al., 2023; Lee et al., 2023).
Universities can help motivate students by accommodating their needs through focusing on
strengths. A strength-based approach empowers and enables students to be themselves
through a non-judgemental approach. This is vitally important as the world is not built for
neurodivergent people (Benson, 2023; Hillary, 2020; Huijg, 2020).

In recognising the world is not built for neurodivergent people, reasonable adjustments
(Equality Act, 2010) can make changes so that disadvantages and barriers neurodivergent



people may face are removed. Universities have a legal responsibility to make reasonable
adjustments in line with the Equality Act (2010). However, prejudicial attitudes and systemic
barriers may mean adjustments do not remove disadvantage. The below example
demonstrates the barriers a neurodivergent student may have at University:

Case studies of barriers a neurodivergent student may face at University

Autistic

First, the physical design of the space can be cavernous and consequently bad for autistic
people due to the echo of sound (Bogdahina, 2003; Ghazali et al., 2018). Similarly,
fluorescent lights are bad due to the lights flickering (Ghazali et al., 2019). Autistic people
can see the flickering of fluorescent lights unlike non-autistic people®. Instead, rooms that
are carpeted and have lots of natural light are better. Second, all social contact within a
formal interaction at university should be predictable (Boldsen, 2022; Ochs & Solomon,
2010). An informal chat that includes important information will create issues. If the
conversation contains anything important, write it down and email the information.
Additionally, do not expect social norms (Sosnowy et al. 2019); they are mostly impractical,
and nonsensical, anyway. Third, in regard to communication, use useful or interesting
information that is specific and clear (Shillingsburg et al., 2015; Bogashina, 2022; Tomczak,
2021; Terlouw et al., 2021). Small talk is undesirable (Benson, 2023). No one really cares
about ‘the weather today’ entirely. Lastly for this case example, mental health and well-
being will be impacted by shouting, so do not raise your voice. It will never be helpful. Do
not tell people off, they are adults, anyway. In general, rejection is hard for autistic people,
for example, due to a history of social rejection (Acker et al., 2018); and rejection sensitivity
mediating depression for autistic people (Keenan et al., 2018). There is a concept of
rejection sensitive dysphoria. This actually comes from ADHD (Dodson, 2022), but it is very
practical. If anyone perceives rejection it can be disheartening and difficult, but it is even
harder when you are autistic. It is being recommended that these may be helpful
considerations for many neurodivergent people, and not just autistic people.

ADHD

Commonly known about ADHD-ers is the activity or focus can be short, which can lead to
stress of being seen as unfocused. They may experience perceived difficulty of using
‘appropriate’ emotion displays or adequate regulation, and over-sharing information
(Rosqvist et al., 2023). Next, social factors can include the that ADHD students (and staff)
may have the lowest acceptance deserving of accommodations from the higher education
institution (Buchanan et al., 2010), More broadly, neurological dispositional difference may
occur between social actors (i.e., interpersonal disparities based on the differing neurology)

1 Autistic people have strengths that non-autistic people do not have, e.g., capacity to see details within the
global whole (Happé & Frith, 2006). These help to understand all of what has been stated about autistic needs
so far, e.g., the use of natural light over fluorescent lighting.
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(i.e., Milton, 2012; Milton et al., 2023; Rosqvist et al., 2023). and by which it is meant that
most if not all neurodivergent students would experience

For academics, this might extend to issues with colleagues or staff in the workplace as
having overly uneven knowledge and abilities, and appearing too messy for academic work
(Rosquist et al., 2023).

Visual Stress

The centre of the academic experience is written text - be it on a screen or printed. However
imagine as you are reading, the words moving around and certain letters blurring into each
other - notably letters like ‘i’ and ‘j’, and ‘m’ and ‘n’ (Evans et al., 1996). This is the lived
experience of a student who experiences visual stress (otherwise known as Meares-Irlen
Syndome, or just Irlen’s (Kriss & Evans, 2015).

Given many courses are ‘text heavy’, this will mean lots of swirling text, which ultimately
leads to lots of headaches and migraines, which are common side effects. Dizziness when
reading is also not uncommon (Hoppes et al., 2019). Individuals who have Irlen’s may use
coloured overlays to reduce the ‘movement’ of text (Uccula et al., 2014), however these
may not alleviate all reading difficulties (Ritchie et al., 2011).

Educational institutions may not always recognise Irlen’s or provide required
accommodations (Young, 2021).

It is important to note that many pertinent factors are cross-neurodivergent experiences.
Albeit that not every experience will be the same between nor within neurodivergent
identities (i.e., neurological difference), the needs of which universities should accommodate
are all crucial considerations. One reason for this is that autistic and neurodiversity-affirming
scholarship has created a pathway for understanding, which happens to have begun with and
focused on autistic people.

To illustrate this, neurodiversity as a concept originates from the thinking of ‘autistics and
cousins’ advocates meeting in online space, with ‘no one sole originator’ behind the idea of
‘neurological diversity (Dekker, 2023). Neurodiversity, in 1996 described as ‘neurological
diversity’ was discussed as having ‘potential benefits’. Originating from a comment by Xenia
Grant, ‘autistics and cousins’ refers to autistic people and individuals who have a lot in
common with autistic people’s experiences, notably including what withasmoothroundstone?
(nd) lists as social, processing and sensory traits and experiences. Some of ‘cousins’ listed by
withasmoothroundstone (nd) including ADHD, OCD and Tourette’s - identities and
experiences now understood as part of neurodivergent lived experiences. Although it might

2 This source is cited by Dekker, 2023



appear that some neurodivergence discourse is ‘autism-centric’, the similarities between
neurodivergent experiences cannot be overlooked.

Consequences of not meeting needs

‘It’s really hard working with someone who knows you are disabled and neurodivergent, but
seems intent on not allowing reasonable adjustments to allow me to flourish. It feels like |
have to give 500% all the time, when they just turn up with 50%.’ - River

The consequences of not accommodating needs come with a fair warning as the
consequences can be huge. Firstly, considering burnout, this has been identified as chronic
exhaustion, with a loss of skills, and reduction of tolerance for stimuli (Raymaker et al.,
2020), it is clear that this would be counter-intuitive for productive academic engagement.
In a study about employment for autistic people from Raymaker et al. (2023), the autistic
participants shared their concern about co-occurring mental health issues from long
histories of discrimination, bullying, and abuse (within and outside of the workplace). Many
of the participants in the study worried about work contributing to burnout, which can
mirror educational settings. Consider students working too much without adequate time to
recover, or a perceptible toxic working environment, whereby students need to spend
additional effort to cope. Therefore, burnout can be simplified as being freeze-like (Arnold
et al., 2023; Cage & McManemy, 2022; Raymaker et al., 2020). There is also shut down,
which has been described as frozen-like. With shutdown, this is completely shutting down
and freezing, not being able to engage with anything (Phung et al., 2021). Autistic people
may also experience meltdown, which is more fight-like (Bedrossian, 2015). There is no
perceived escape from the situation, and as such this provokes a fight-like response.
Usually, the autistic person will not be aware or able to recognise what is happening
(Bedrossian, 2015). Many of these factors can be experienced by other neurodivergent
people too. For example, many students may have experienced discrimination, bullying, and
abuse. Social exclusion can be possible for many neurodivergent people, including within
universities (i.e., ADHD, Rosqvist et al., 2023; Dyslexia, Gant & Hewson, 2022; Dyspraxia,
Raleigh & Strauss, n.d.). These could culminate alongside university stressors with impact
similar to shutdown, or meltdown; however, burnout is conceptually similar in the literature
for other neurodivergent identities than autistic students (Syharat et al., 2020; Dyspraxia,
Walker et al., 2020).

‘If I have spent my entire lifetime demonstrating that | have learned the required information
in certain ways, like writing papers or taking exams, it does not help me to all of a sudden
expect me to do something entirely different just to demonstrate the same thing.” - Hal

It is important to state that all universities want students to pass, so if this is the case each

university must not be the cause of any of these consequences. If these occur, the student

will not be able to engage in their work. Obviously, there is no guarantee about other parts
of their life resulting in negative outcomes that impinge on their academic endeavours.



Universities want inclusion, not exclusion.

At every university, it is already known that implementation of best practice is not on each
individual member of staff, but the system of the university (Ballantine & Hammack, 2015).
No education institution functions with individuals being solely responsible for best practice
and accessibility or inclusion. In the experiences of the authors, it has always been a
collective, collaborative approach, and it is always intra- and inter-department. Universities,
like all other educational institutions, are a system that enables students as a unit (in order
to be effective), which requires individual staff members to adopt best practice, and
inclusive mindsets. Moreover, if universities are not enabling neurodivergent learners, this is
a loss of potential whose talent would have otherwise been developed (Harmuth et al.,
2018).

‘Universities must be aware that there is an innate position of power with their staff, and
that creates a sensitive relationship.” - River

Many universities will already use practices built for inclusivity for diverse students. For
example, the use of immersive readers; multiple formats and digital learning strategies; use
of videos to re-explain threshold concepts; lecture recordings with bookmarks and
transcripts; and some use easier Virtual Learning Environments (VLE) than others (which
need good practice regardless of which one). With VLEs, many can be a list of files, which is
less practical for students to use and be guided through their modules properly. Even simple
adjustments that structure a file list is better than no facilitation through the VLE.

Some management of universities may worry about the impact of accommodating needs,
which seems to focus on the impact on staffing resources. If this is the case, it is already
being exclusionary, because it is potentially ignorant of who universities already have
regardless of whether they know or not. In essence, a university adopting this mentality of
being worried about the impact of staffing resources due to accommodating neurodivergent
learners means that they do not want these students because it is impacting the staffing. In
other words, this means they are not able to accommodate needs and are unable to enable
these learners. In brief, the hypothetical universities with this mentality are clearly not
wanting these students to exist at their university because it's impacting their staffing and
business.

‘It's nice to see that staff in my department have genuinely been trying to make adjustments,
but | think they need more support from relevant accessibility guides to show them where to
look to learn more.” - Freya

In addition, the ability to ask for help is underrated. Many will not feel able to ask for help
due to the felt or perceived impact of the norms of the social world, stigma, etc. Meeting
students’ needs is a cyclical process (e.g., Nilsson, 2014; Oliver & Oesterreich, 2013; Tyler,
2013), which can become easier with greater success with every student that has their
needs met. Importantly, this requires not forgetting how needs were met when new staff
take over roles. Thus, developing, learning, progressing in order to be fully inclusive is a
practice constantly under development. Ultimately, this is the same as being a reflective
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teacher (Brookfield, 2017; Perryman et al., 2017; Soisangwarn & Wongwanich, 2014). All
teaching staff learn as they continue, and are constantly improving and developing their
practice. Furthermore, this is always going to be the case because universities have different
students each in-take. For example, many years ago when one of the authors worked in a
school, there was a teacher that struggled with the current student base. They were not
able to enjoy the job and they were not necessarily as effective as they used to be as a
teacher.

A step forward with this is to normalise accessible practices in higher education. This will
take time with the students in order to make the practices happen, and make it be normal
for them to have these practices in existence. For example, if you have visual stress, the text
in this chapter probably has required some assistance - be it through tinted glasses or a
reader software package.

Ableism

Ableism values certain abilities over others that leads to discrimination against those less
able (Wolbring, 2007, 2008, 2009, 2012). It is a set of beliefs, processes and practices that
result in discrimination based on a person's abilities. It is preferring certain over other
abilities, which results in real or perceived judgement that is used to seemingly justify
prejudice (Wolbring, 2007; 2008; 2009; 2012). Dolmage (2017) identifies the experiences of
disabled students and the impact of ableist systems and structures at university and
colleges. One example of ableism is given below by River, in their interactions with a fellow
student who did not understand the support they needed through reasonable adjustments:

‘Another student once said to me “jt's not fair that you get X, Y and Z” to me, and another
time announced my grades to the class with “it’s not fair”. Yet he didn’t understand how
necessary reasonable adjustments were for me to be able to succeed. It felt like he wanted
the female presenting disabled student to fail.” - River

Examples of ableism are not limited to people with disabilities (Wolbring, 2011).
Nonetheless, an illustration of ableism for ADHDers is asking them to sit down and be still.
Additionally, the following are examples of ableism related to autistic people: forcing
autistic people to make eye contact; enforcing a communication style that is inaccessible or
draining the energy of the autistic person; and expecting people experiencing mental ill-
health to complete paperwork when they might not be even be able to get out of bed
(albeit that this would be true whether neurodivergent or not). It is not a good practice
either, and it is difficult to think of how to overcome bureaucratic procedures that are
common practice within and across universities. However, these do need to be addressed.

‘Lecturers who don't know I'm neurodivergent organise meetings but do not always outline
what exactly we would discuss, so | anxiously prepare for every possible conversation, which
often ends up being a waste of my time. Knowing | can ask for further details, or even better,

being provided them in the first instance, has really helped’ - Freya

‘[Barriers for me include] strict deadlines (even with extensions), stigma and fear of asking
for help( feeling behind other classmates’ - David Hinge
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In every university, staff must reflect on their practice (Chicken et al., 2023). There is a need
to reflect on what could be experienced as ableist. Taking the time to consider this is vital to
better practice, as it can guide the structure and systems of university, as well as teaching
practice. As an example of teaching, some lecturers in higher education might speak quickly,
which is unhelpful for various students including neurodivergent learners and students with
English as a ‘second’ language. This clearly is ableist, but what is the solution? The lecturers
can try to slow down, but if it is just their usual speed this would be difficult at which to
succeed. Thus, alternative answers are required. They can use a greater extent of re-
iterations, provide tasks that ensure what was said was understood, and provide videos of
lectures that can be slowed down.

In an action research study by Keates (under review), the research sought to understand
autistic learners’ needs in a community-based learning environment. It was found that there
was a need to explain concepts one way and then a different way as well. This helped to
ensure the concept was understood by everyone.

Group work and presentations can be seen as ableist, with these reported as difficult by
many of the participants. Therefore, these are barriers for the students and the
discrimination exists in the expectations of the university staff; group work and
presentations are ableist due to asking learners to perform in a neurotypical or
neuromajority way and without understanding of the barriers or ability to be assessed that
are possible to be completed in an alternate way, e.g., pre-recording, or an alternate
assessment. To further exemplify this, assessment of students’ presentations can
sometimes (or often) not be about the content, but about how the student is presenting the
work (see quotes below). In addition, how students work together is based on social norms
and abilities based on non-autistic ways (see quote from Millicent below) - this is a
preference for other abilities that results in real judgement that is used to justify prejudice.
Clearly, teamwork and group work are also ableist based on this description. This is not to
suggest either are not possible. The solutions are clear from above, so it is possible to
accommodate everyone.

‘Group projects’ - Hal

‘For higher education, working together or even presenting solo should never be a
personality or charisma assessment. You should only assess if the student understands the
topic - use a variety of techniques to assess this rather than pinning it all on a presentation

or singular piece of work’ - Millicent

The same can be said for seminar participation. This is exemplified by two respondents,
Freya and Hal:

‘Grading based off of discussion (how much is enough talking? What are we expected to
say?)’ - Hal

‘I understand why people measure seminar participation, but I think they need to be more
flexible about how they define it. Sometimes | have really intense interest in the subject, so
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engagement is easy. Otherwise, it can be a huge struggle to engage, and they often expect
me to hold conversations or make eye contact, which | don't always feel capable of doing.
Finding some alternative way of measuring this might be more inclusive’ - Freya

Therefore, alternative methods and choice are important within curriculum design. Offering
the option for this approach to learning will be beneficial for some, so the key solution is
choice of method and how the learning tasks can be completed.

Theory-to-practice gap

The theory-to-practice gap can be problematic in higher education. This refers to the
understanding of the issue, but the practice does not match. There could be a situation
whereby the needs of the university and staff can outweigh those of students. There is a
need to focus on meeting the needs of students rather than meeting the needs of the
university staff. Obviously, there is the dichotomy of wanting to be able to be inclusive for
staff as well as students (i.e., neurodivergent staff exist too, Brown, 2021; Finesilver et al.,
2020; Dwyer et al., 2023; Lewis & Arday, 2023; Mellifont, 2023), but all needs should be
accommodated.

Part 3: Universal Design for Learning in Educational Practices
» The real question is how well?

» Is there a theory-to-practice gap?
» Do Higher Education Institutions enable their neurodivergent learners?

The proposed solution of Universal Design for Learning (UDL) is discussed in various
publications (e.g., Behling & Tobin, 2018; Black et al., 2015; Braken & Novak, 2019). The
approach is advocated for in various settings too (Dougan, 2023). This includes specifically
addressing autistic needs (Milton et al., 2016). The proposed solution is not new, with many
of the points stated here being delineated upon in Spaeth & Pearson (2023). Therefore, the
requirement is to successfully implement and build upon pedagogical, heutagogical, and
andragogical principles (Friedman & Nash-Luckenbach, 2023). As such, the above questions
and what has been mentioned in the chapter already are key to why this is being expounded
upon further.

To begin, there is a need to state what UDL is before explaining how it can be implemented
to gain effective results. Many aspects of students and their lives influence their
engagement with, and approach to, their learning that equate to their variability (Meyer et
al., 2014). For example, “...a dyslexic student for whom processing and remembering
information is a challenge, would engage with and approach learning in a very different way
to a non-dyslexic student” (Merry, 2021). The reason for UDL is to plan for learner variability
by incorporating a variety of options that allows it to be accessible and inclusive for all
students with unique needs of each student, and to customisable learning experience,
removing barriers from the learning environment (Meyer et al., 2014). It is positioned that
UDL is a research-based framework, which is meant to result in quality teaching and
learning; it is a reflection tool to examine staff’s practice and a way to think about the
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practice in order for a positive impact on the learning experience of all students (Smith,
2012). It is not a checklist for higher education staff to tick off in order to be seen as
‘accessible’, nor a box ticking diversity exercise, or a completely new task that is additional
to the usual workload (“A Checklist for Making Disability Inclusion a Reality in Higher
Education,” 2023). UDL is meant to help universities make wise decisions and as
practitioners in departments within universities (Behling & Tobin, 2018; Braken & Novak,
2019). Therefore, it is meant to be adjusting the delivery of university staff’s job or
programme.

For the greatest ease and exemplifying how UDL meets ND learners’ needs, there are 4
themes in which links to the various domains within UDL. One set of domains (see table 2) is
from The Centre for Excellence in Universal Design (CEUD). They were established by the
National Disability Authority (NDA) in 2007. They have 7 domains, of which some are
referred to in the themes below. The themes are: considered communication; technological
assistance; be predictable and meet expectations; normalise everyone’s needs (or rather,
normalise neurodivergence).

Table 2. The 7 domains of UDL from Centre for Excellence in Universal Design (CEUD)

Domains Sub-domain Sub-domain Sub-domain Sub-domain Sub-domain

Equitable Provide the Avoid Provisions for Make the
Use same segregating or privacy, design
means of stigmatising security, and appealing to
use for all any users. safety should all users.
users: be equally
identical available to all
whenever users.
possible;
equivalent
when not.
Flexibility in Provide Accommodate Facilitate the Provide
Use choice in right- or left- user's adaptability
methods of handed access accuracy and tothe user's
use. and use. precision. pace.
Simple and Eliminate Be consistent Accommodate Arrange Provide
Intuitive unnecessar with user awiderange information effective
Use y expectations  of literacy and  consistent prompting
complexity. and intuition. language with its and
skills. importance. feedback

during and
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after task

completion.
Perceptible Use Provide Maximise Differentiat Provide
Information  different adequate "legibility" of e elements compatibility
modes contrast essential in ways that with a
(pictorial, between information. can be variety of
verbal, essential described techniques
tactile) for information (i.e., make it  or devices
redundant and its easy to give used by
presentatio  surroundings. instructions  people with
n of or sensory
essential directions).  limitations.
information
Tolerance Arrange Provide Provide fail Discourage
for Error elementsto  warnings of  safe features. unconscious
minimise hazards and action in
hazards and errors. tasks that
errors: most require
used vigilance.
elements,
most
accessible;
hazardous
elements
eliminated,
isolated, or
shielded.
Low Allow users Use Minimise Minimise
Physical to maintain reasonable repetitive sustained
Effort a neutral operating actions. physical
body forces. effort.
position.
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Size and Provide a Make reach to Accommodate Provide

Space for clear line of all variations in adequate
Approach sight to components  hand and grip space for
and Use important comfortable size. the use of
elements  for any seated assistive

for any or standing devices or

seated or user. personal
standing assistance.

user.

Considered Communication

‘Knowing | can ask for further details, or even better, being provided them in the first
instance, has really helped.’ - Freya

‘I am a stickler for rules and | will do exactly what you say’ - River

Everyone uses communication specifically, but this is true more so when the person is
neurodivergent (i.e., there are autistic communication styles). It is clear that non-autistic
people struggle to understand autistic communication and socialisation and that these
dispositional differences have an impact (Brewer et al., 2015; Camus et al., under review;
Casaratelli et al., 2021; Cole et al., 2022; Heasman & Gillespie, 2019; Howard & Sedgewick,
2021; Rifai et al., 2022; Wood, 2020). Accounting for this is aligned with UDL practice, such
as simple and intuitive use within the educational strategies, such as accommodating a wide
range of literacy and language skills (see table 1; NDA, n.d.). Therefore, staff must say what
they mean when communicating with autistic or the wider neurodivergent student
population. When considering the presentation of information and text, there is a need for
no light text on a light background. This helps by providing a strong contrast between text
and background (Tomlinson & Newman, 2017). The best font is serif, and specifically comic
sans, and additionally thinking about line spacing is an important consideration too (Dechka,
2021; Liebel & Sigurdardottir, under review). This aligns with UDL in regards to having
perceptible information, which is specific to providing adequate contrast between essential
information and its surroundings (NDA, n.d.). Furthermore, using headers to guide students
in emails, which supports students to understand the contrast between essential and

16



surplus information. In-line with this, autistic people need to know what is important
information, so staff must be clear in their communication. Subsequently, staff must know
that if the information is important, this should be concisely and clearly written down for
the student to process and not verbally mentioned. This is aligned to having simple and
intuitive use of information that is consistent with its importance with UDL (NDA, n.d.).
Additionally, staff can embolden important text, but not everything should be in bold. This
ensures perceptible information has adequate contrast between essential information and
its surroundings (NDA, n.d.). This means that staff can ensure important aspects of the
information are clear, such as the use of highlighting text in a usable way. As Anne identifies
below, forms include a need for comprehensive communication. Therefore, the design of
written communication requires consideration of neurodivergent communication styles.

‘Most higher education forms (registration, ethics, health and safety, data management
etc.) have been inaccessible for me. Either because they were badly designed in the first
place or because people haven't understood that | need help with them’ - Anne

To consider the design of presentations, staff can adopt appropriate colour design too, as
generally presentations should be limited to two colour tones (i.e., shades of orange and
brown). In addition, a lot of text on-screen in the presentation slides (and even in emails)
will not be easy to process. This aligns to a UDL principle of having perceptible information
(NDA, n.d.), within this there is a need to use different modes (pictorial, verbal, tactile) for
redundant presentation of essential information (NDA, n.d.). Furthermore, staff can query
whether it is clear what learners must pay attention in order to understand what is
important. This matches the domain regarding tolerance for error (NDA, n.d.). For better
understanding when delivering key information, the use of various methods of
communicating is necessary. This will be dependent on the students’ needs. In addition,
video explanations can help with this, as an alternative re-iteration of threshold concepts in
teaching, or important information more generally.

‘Put links in the PowerPoint notes’ - Jessie W

For the topic of communication, an easy summary is that staff must communicate according
to students’ needs; be specific, concise and clear; and can even question whether
procedures are simple. Can students that have mental health issues and are not able to fill
forms say so? These align to using perceptible information via differentiating elements in
ways that can be described (i.e., make it easy to give instructions or directions); maximising
"legibility" of essential information; and having simple and intuitive use, which need to
entail eliminating unnecessary complexity (NDA, n.d.).

‘Tutors who have been flexible and who have understood that | need to approach things
differently have made all the difference’ - Anne

‘I work well in a lenient, relaxed environment that encourages work through enjoyment of
the subject’ - David Hinge
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Technological Assistance

For technological assistance, the key question is whether students can use the learning
resource for the same accurate result as others. This consideration links to having flexibility
in use, and specifically facilitates the user's accuracy and precision (NDA, n.d.). An example
is students being able to download content in different media from VLEs (Clouder et al.,
2020). This also aligns with having equitable use for students, and more specifically making
the design appealing to all users in accordance with UDL (NDA, n.d.). Learners may use an
immersive reader, and the use Padlet (an online website that groups comments and threads
used for written communication in the moment). Additionally, providing students with alt-
text on images is crucial for inclusivity and accessibility. All images must have alt-text in any
communication in case a student uses a reader to read the image. This is because all
students must have access to resources that should be possible no matter the students’
needs.

‘Accessible screen readers are helpful. If you have any diagrams in presentations, especially
in recordings, describing them can be really helpful as well. What | found personally helpful is
with some of the theoretical concepts, being able to link to a multimedia. There are fantastic

resources already created and online’ - River

Technology helps neurodivergent learners. This theme was one of the most identified by
those responding to the questions about their experiences. Having items and phones usable
in sessions is an important feature. LXZ Brown at the Kennedy’s Institutes conference panel
discussion on disability (Belser et al., 2017) stated that they were unable to use phones in
their American college due to the inaccurate belief that it was a distraction. Now they
lecture and enable neurodivergent (and other) learners through the use of phones in the
sessions. Unlike non-neurodivergent learners, having something to occupy one aspect of
oneself enables another part to be able to be focused. Thus, autistic learners stim to cope,
students with PTSD might use their phones to occupy their minds and be more able to hear
the lecture, and learners can have the slides to make notes on or just to see up-close.

‘Ability to have some use of my phone and/or bring things in class has helped’ - David Hinge
‘A blanket ban on technology makes it harder for me to concentrate’ - Hal

Another important factor is that autistic and some other neurodivergent learners need the
sessions recorded in order to return to them at a later date. In addition, there are practices
in higher education whereby all sessions are available at the start of the academic year. This
enables predictability for autistic learners (albeit that when the lecture happens, there
might be some alterations made) (Beardon, 2021).

‘By refusing to record your lecture, even though the equipment is there, means that if it's a
low spoon say, neurodivergent students miss out’ - Millicent
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Be Predictable and Meet Expectations

‘Basically, just set clear expectations. For example, when are office hours? When can a
student drop-in to your office or desk? How do students get in contact with you? What is
best? What do you expect of me in your classes?’ - River

It is likely that this theme has already been noticeable. Nonetheless, universities must have
practices that are easy to use, so it is recommended to simplify procedures. For UDL, this
aligns with simple and intuitive use, and the elimination of unnecessary complexity (NDA,
n.d.). Adjacent to this is the need for simple administrative systems. For neurodivergent
students, universities should consider all aspects of navigation. This is regarding the UDL
domain of tolerance for error, and more so about arranging elements of university practice
and student engagement to minimize any issues students may face navigating any aspect of
university education and life (‘hazards and errors’, NDA, n.d.). Therefore, is the guidance for
the learning resource clear? Universities can provide warnings of ‘hazards and errors’ (NDA,
n.d.).

‘Clear, detailed handbooks that directly outline ways | should address the staff member. (l.e.,
pronouns, whether | should use their official title or just their first name, what | can ask them
about, and any other such clear communication)’ - Freya

‘Admin information not being provided in a clear, structured format, or being spread across
different platforms (email, website, blackboard, outlook, attachments etc.) has unnecessarily
taken up a lot of cognitive energy’ - Anne

Structure is required for neurodivergent students. Having a clear structure supports
students to know when to do or use something. This aligns with equitable use for all
students, and ensures the design is appealing to everyone (NDA, n.d.). A key practice
regarding this is to use mandatory minimums (Hamilton & Petty, 2023), so it is clear what
the expectations of the student is for each module, and activity or situation. Setting
expectations and having clarity is helpful, which links back to communicating well to meet
neurodivergent students’ needs. This aligns with a UDL domain of flexibility in use, and
specifically the facilitation of user's accuracy and precision (see table 2; NDA, n.d.).
Therefore, for autistic students, consistency and predictability will help, which is about
having clear expectations. This practice of being simple and intuitive with usability through
being consistent with user expectations and intuition is a UDL sub-domain (see table 2;
NDA, n.d.). Similarly, staff must use consistent behaviour (or students will leave and not
come back to the university).

‘A clear booklet explaining everything you're going to learn, the source material and where
to find it. Along with essay questions and marking rubric’ - Millicent

Regarding processing information, teaching staff and lecturers must keep to what is written
on the slides. For autistic people, processing multiple streams of information is less possible,
so if lecturers say what is not on the slide, it is more difficult (Keates, under review). In
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addition, staff can provide visual cues for instructions, so students can re-visit the
instruction or information to remind themselves. This aligns with a UDL domain of having
perceptible information (NDA, n.d.). This can be specific to differentiating elements in ways
that can be described (i.e., make it easy to give instructions or directions).

Students will thrive when they know if they are successful in a task, so staff can be positive
and supportive. Furthermore, to be more helpful, staff can identify why something else is
preferable, and how to do better regarding feedback on a task or activity. Therefore,
universities can inform students when they are doing well, and guide them on how to
improve.

‘The curriculum needs to make sense, and align with the exam. The course and assessment
should be designed in a way that allows a student to flourish - like questions that are clearly
written’ - Millicent

Similarly, universities can consider whether the digital resource is clear and easy to use. This
aspect fits a UDL domain regarding tolerance for error, specifically arranging elements to
minimize hazards and errors (NDA, n.d.). If the learning resource leads to mishaps in use,
what could have been done to attenuate this before it happened?

It is possible to consider students’ physical safety associated with predictability and a sense
of security, however, it is recommended to be more concerned about psycho-emotional
safety. Both of these areas align to a UDL domain of equitable use across students and the
provisions for privacy, security, and safety that should be equally available to all users (NDA,
n.d.). One last point for this theme must be to provide content and trigger warnings, so that
students can self-select whether they can be present or not based on their self-realised
capacity in the moment. This will also help to avoid complaints.

Normalise Everyone’s Needs (or normalise neurodivergence)
‘[There should be] freedom to process in different ways’ - Anne

Fundamentally, this theme is the most crucial to implement. Universities must normalise
students coming as they are. To generalise, this means accommodating without
stigmatisation. This is also about equitable and flexible use, but specifically avoiding
segregating or stigmatising any students (NDA, n.d.). For example, staff should enable
students’ stimming behaviours through staff themselves being liberated with their own
(sanitary) habits (i.e., normalise stimming). For autistic people, stimming helps with coping
(Charlton et al., 2021; Felepchuk, 2021; Kapp et al., 2019; Miller et al., 2021; Nolan &
McBride, 2015). Accessible practices are key with normalising students’ needs, by which
universities should not enforce group work, or oral communication. This is not to suggest
that neither of these cannot occur in higher education practices, but they must be equitable
for all students. The barriers for autistic students with group work should be clear by this
part of the chapter. Autistic communication and socialisation are not the ‘norm’, so group
work will be naturally stigmatising experience and thus difficult (Clouder et al., 2022; Dwyer
et al., 2023; Evans et al., 2023; Kuder et al., 2023). If autistic students have control over
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their group then they understand the work and the group can work well together (i.e., self-
selected), which may alleviate issues. Universities will need to provide alternatives.
Inevitably, there will be cohorts of students with no appropriate group members for
neurodivergent students. Similarly, oral presentations are counter intuitive for autistic
learners and anxiety inducing (Knott & Taylor, 2014). They need clear and predictable
occurrences, and a presentation does not accommodate this well. However, other
neurodivergent students might need a live audience (Hand, 2023). In addition, this is before
acknowledging the impact upon the student of being an outsider within a predominantly
non-autistic world (or not neurodivergent). It is known based on the Yerkes-Dodson
curvilinear model of anxiety (1908) that no university will obtain the best from their
students if anxiety is too high. Universities must reduce the negative impact on students by
providing alternatives to these, or facilitate them according to their needs.

The design of the course in general must support students. Students must be able to
complete learning in their way, so how can universities ensure the options are available?
The design can include different options in seminars or workshops, such as with how to
engage in-session or with an activity. This meets the UDL domain of flexibility in use and
offering choice in methods of use (NDA, n.d.). Accessing learning may mean providing
adequate breaks; otherwise, students are not being provided with the same means of use of
the teaching — it is not accessible. If there are restrictions to what can be provided regarding
time, it might be possible to offer a recorded video after the session. However, the quality
of the sound and video could be an issue and therefore not equitable across students (NDA,
n.d.). Providing breaks relates to various components of the UDL domains (see table 2), such
as but not limited to equitable use, and specifically providing the same means of use for all
users (NDA, n.d.).

‘[l work best in environments with] lighting that is natural and gentle. Comfortable chairs’. -
Jessie W

‘Stuffy classrooms with florescent lighting pretty much guarantee that | can't access the
taught content’. - Anne

‘[l can’t tolerate] harsh noisy lighting.” - Jessie W

Next, universities must consider equal access, and this includes reduction of sensory
information in rooms. Autistic students can require dim lights, or preferably natural light,
and no fluorescent light. The strain of fluorescent lights impacts students’ ‘energies’. As for
the UDL domain in which this fits, it provides students with equitable use, and more
specifically it provides the same means of use for all users (NDA, n.d.). In short, a low
arousal environment is best. Therefore, awareness of what sensory needs students have is
important, such as strong smells that might be too much for some students; however, like
many aspects of discussion, this is not static. It is possible to consider texture, smell, and
sounds. These relate to the physical effort that students experience (NDA, n.d.). In addition,
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universities can signpost and have a quiet space for autistic learners available. This may be a
library, or by a river outdoors.

‘Even when | am listening, it often looks like | am not listening. Sometimes allowing my body
to be distracted frees up my mind to concentrate’ - Hal

In any case, students learn at their pace. This may result in the students not achieving the
best result per the university’s belief within the available given time but rather their
personal best. In accordance with UDL, universities must provide flexibility in use of their
resources, and adaptability to the user's pace (NDA, n.d.). To meet needs, students need to
access IT or student services according to their needs. This is flexibility in use regarding the
choice in methods of use (NDA, n.d.). As a tangential point, all universities want the highest
grades, but students might not have this goal.

‘..use a variety of techniques to assess knowledge rather than pinning it all on a
presentation or singular piece of work’ - Millicent

All students must have space to practise, and the possibility to fail successfully. Universities
must query whether they are enabling learning through failure. Can universities normalise
failure as a learning method? Can errors be reversed? This would help students in the long-
run, as they become more open to trying something new and reaching new solutions. It
would assist quieter students to speak for the first time. These align to a UDL domain for
tolerance for error, and helps to accomplish the fail safe feature that is successful learning
(NDA, n.d.). Students can learn to fail and learn from it, or fail to learn and finish their
programmes with worse results.

The question remains about how can sensory and social information be made accessible.
For neurodivergent students, this is the key question. If staff disable stimming or the
provision of breaks, this increases the processing load. If course design does not account for
neurodivergent needs, this too will increase the load, as will inaccessible learning and
assignment methods (i.e., group work and student presentations). Successful failure comes
with greater understanding and less processing once concluded.

Conclusion

‘I find people who are me like me, who are like triangles in square boxes, and fall through the
gaps.” - River

Universities must enable learning for neurodivergent students with awareness of the
context of the social world in which the learners are situated. This means addressing their
needs with knowledge or understanding about why they are necessary. The main purpose
to having understanding is to ensure that staff accommodate needs without diverting focus
to other ‘priorities’ that result in exclusionary practices. It has been proposed that Universal
Design for Learning (UDL) will ensure best practice. This will ensure successful pedagogical,
heutagogical, and andragogical practice. In this chapter, the needs of neurodivergent
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learners have been thematically reported. The themes are: considered communication;
technological assistance; be predictable and meet expectations; normalise everyone’s needs
(or rather, normalise neurodivergence). In achieving this, it is hoped that universities will
reduce the sensory and social information, and adopt learning environments conducive for
autistic and other neurodivergent students.

23



References

A checklist for making disability inclusion a reality in higher education. (2023, March
23). THE Campus Learn, Share, Connect.
https://www.timeshighereducation.com/campus/checklist-making-disability-
inclusion-reality-higher-education

Acker, L., Knight, M., & Knott, F. (2018). ‘Are they just gonna reject me?’Male
adolescents with autism making sense of anxiety: an interpretative
phenomenological analysis. Research in Autism Spectrum Disorders, 56, 9-
20.

American Psychiatric Association [APA]. (2013). Diagnostic and statistical manual of
mental disorders (5th ed.). Author.

Anderson, M. (1996). Development and social diversity. Oxfam GB.

Armstrong, T. (2015). The myth of the normal brain: Embracing neurodiversity. AMA
journal of ethics, 17(4), 348-352.

Arnold, S. R., Higgins, J. M., Weise, J., Desai, A., Pellicano, E., & Trollor, J. N.
(2023). Confirming the nature of autistic burnout. Autism,
13623613221147410.

Axelrod, S., McElrath, K. K., & Wine, B. (2012). Applied behavior analysis: Autism
and beyond. Behavioral Interventions, 27(1), 1-15.

Aylward, B. S., Gal-Szabo, D. E., & Taraman, S. (2021). Racial, ethnic, and
sociodemographic disparities in diagnosis of children with autism spectrum
disorder. Journal of Developmental and Behavioral Pediatrics, 42(8), 682.

Ballantine, J., & Hammack, F. M. (2015). The sociology of education: A systematic
analysis. Routledge.

Bargiela, S., Steward, R., & Mandy, W. (2016). The experiences of late-diagnosed
women with autism spectrum conditions: An investigation of the female autism
phenotype. Journal of autism and developmental disorders, 46, 3281-3294.

Beardon, L. (2021). Autism in Adults. Hachette UK.

Bedrossian, L. (2015). Understand autism meltdowns and share strategies to
minimize, manage occurrences. Disability Compliance for Higher Education,
20(7), 6-6.

Behling, K. T., & Tobin, T. J. (2018). Reach everyone, teach everyone: Universal
Design for Learning in higher education. West Virginia University Press.

Belser, J. W., Brown, L. X. Z., Burke, T. B. B., Guidotti, R., Hockenberry, J., &
Walton, D. R. (2017, Feb 2). What is a disability, anyway? [Panel Discussion].
Conversations in Bioethics, WASHINGTON, DC, USA.

24


https://www.timeshighereducation.com/campus/checklist-making-disability-inclusion-reality-higher-education
https://www.timeshighereducation.com/campus/checklist-making-disability-inclusion-reality-higher-education
https://www.timeshighereducation.com/campus/checklist-making-disability-inclusion-reality-higher-education

https://sitearchives.georgetown.edu/kie-cib/our-conversations/2017-
disability/index.html.

Benson, K. J. (2023). Perplexing presentations: compulsory neuronormativity and
cognitive marginalisation in social work practice with autistic mothers of
autistic children. The British Journal of Social Work, 53(3), 1445-1464.

Benson, K. J. (2023). Perplexing presentations: compulsory neuronormativity and
cognitive marginalisation in social work practice with autistic mothers of
autistic children. The British Journal of Social Work, 53(3), 1445-1464.

Beratan, D. (2006). Institutionalizing inequity: Ableism, racism and IDEA 2004.
Disability Studies Quarterly, 26(2)._http://dsq-sds.org/article/view/682/859.

Berry, C. J. (1982). Social Diversity. In Hume, Hegel and Human Nature (pp. 96-
111). Dordrecht: Springer Netherlands.

Black, R. D., Weinberg, L. A., & Brodwin, M. G. (2015). Universal Design for
Learning and instruction: Perspectives of students with disabilities in higher
education. Exceptionality Education International, 25(2).

Bogart, K. R., & Dunn, D. S. (2019). Ableism special issue introduction. Journal of
Social Issues, 75(3), 650-664.

Bogdashina, O. (2003). Sensory perceptual issues in autism and Asperger
syndrome: Different sensory experiences--different perceptual worlds. Jessica
Kingsley Publishers.

Bogdashina, O. (2022). Communication issues in autism and Asperger syndrome:
Do we speak the same language?. Jessica Kingsley Publishers.

Boldsen, S. (2022). Material encounters: A phenomenological account of social
interaction in autism. Philosophy, Psychiatry, & Psychology, 29(3), 191-208.

Bosman, R. & Thijs, J. (2023). Language Preferences in the Dutch Autism
Community: A Social Psychological Approach. Journal of Autism and
Developmental Disorders. 1-13.

Bracken, S., & Novak, K. (Eds.). (2019). Transforming higher education through
Universal Design for Learning: An international perspective. Routledge.

Brookfield, S. D. (2017). Becoming a critically reflective teacher. John Wiley & Sons.

Brown, N. (2021). Introduction: Being ‘different’in academia. In Lived Experiences of
Ableism in Academia (pp. 1-14). Policy Press.

Bury, S.M., Hedley, D., Uljarevi¢, M., & Gal, E. (2020). The autism advantage at
work: A critical and systematic review of current evidence. Research in
Developmental Disabilities, 105, 103750.

25


https://sitearchives.georgetown.edu/kie-cib/our-conversations/2017-disability/index.html
https://sitearchives.georgetown.edu/kie-cib/our-conversations/2017-disability/index.html
http://dsq-sds.org/article/view/682/859

Cage, E., & McManemy, E. (2022). Burnt out and dropping out: A comparison of the
experiences of autistic and non-autistic students during the COVID-19
pandemic. Frontiers in psychology, 12, 792945.

Chaney, S. (2022). Am | Normal?: The 200-Year Search for Normal People (and
Why They Don'’t Exist). Profile Books.

Chapman, R. (2020). Defining neurodiversity for research and practice.
Neurodiversity studies: A new critical paradigm, 218-220.

Chapman, R. (2021). Neurodiversity and the social ecology of mental functions.
Perspectives on Psychological Science, 16(6), 1360-1372.

Charlton, R. A., Entecott, T., Belova, E., & Nwaordu, G. (2021). “It feels like holding
back something you need to say”: Autistic and Non-Autistic Adults accounts of
sensory experiences and stimming. Research in Autism Spectrum Disorders,
89, 101864.

Chen, C. H. (2021). The Roles of Psychosocial Developmental Crisis and Self-
Stigma in Mental Health among College Students with Disabilities.
International Journal of Disability, Development and Education, 68(2), 287-
302.

Chicken, S., Fogg-Rogers, L., Hobbs, L., Hunt-Fraisse, T., & Lewis, D. (2023).
Amplifying the voices of neurodivergent students in relation to higher
education assessment at UWE Beristol Final Report 2023. University of West
England, Bristol.

Clouder, L., Karakus, M., Cinotti, A., Ferreyra, M. V., Fierros, G. A., & Rojo, P.
(2020). Neurodiversity in higher education: a narrative synthesis. Higher
Education, 80(4), 757-778.

Davis, L. J. (2010). Constructing normalcy. The disability studies reader, 3, 3-19.

Dechka, A. (2021). Backlist to the future: Updating Orca Book Publishers' hi-lo
backlist during ultra-readable reprints to support a new generation of readers.

Dekker, M. (2023). A correction on the origin of the term ‘neurodiversity’.
https://www.inlv.org/2023/07/13/neurodiversity-origin.html

Dodson, W. (2022). New Insights Into Rejection Sensitive Dysphoria. Additude
Magazine.

Dolmage, J. T. (2017). The Retrofit. In Academic ableism: Disability and higher
education (p. 67-98). University of Michigan Press.

Dougan, L. (2023). 2.6 Neurodivergence. The SAGE Handbook of Counselling and
Psychotherapy, 56.

Dwyer, P., Mineo, E., Mifsud, K., Lindholm, C., Gurba, A., & Waisman, T. C. (2023).
Building neurodiversity-inclusive postsecondary campuses: recommendations
for leaders in higher education. Autism in Adulthood, 5(1), 1-14.

26



Equality Act (2010) The Stationery Office Limited, London.

Evans, B. J. W., Wilkins, A. J., Brown, J., Busby, A., Wingdfield, A., Jeanes, R., &
Bald, J. (1996). A preliminary investigation into the aetiology of Meares—Irlen
syndrome. Ophthalmic and Physiological Optics, 16(4), 286-296.

Evans, D., Granson, M., Langford, D., & Hirsch, S. (2023). Autism spectrum disorder:
reconceptualising support for neurodiverse students in higher education.
Journal of Higher Education Policy and Management, 45(2), 243-257 .

Felepchuk, E. (2021). Stimming, improvisation, and COVID-19:(Re) negotiating
autistic sensory regulation during a pandemic. Disability Studies Quarterly,
41(3).

Ferrigon, P., & Tucker, K. (2019). Person-First Language vs. ldentity-First Language:
An examination of the gains and drawbacks of Disability Language in society.
Journal of Teaching Disability Studies, 1.

Finesilver, C., Leigh, J., & Brown, N. (2020). Invisible Disability, Unacknowledged
Diversity. In J. Leigh, & Brown, N. Ableism in Academia: Theorising
experiences of disabilities and chronic illnesses in higher education (p. 143-
160). uCL Press.

Friedman, Z. L., & Nash-Luckenbach, D. (2023). Has the time come for Heutagogy?
Supporting neurodivergent learners in higher education. Higher Education, 1-
16.

Gant, V., & Hewson, M. (2022). Social work students and dyslexia: outcomes from
an empirical study and some implications for practice. Social Work Education,
1-13.

Geelhand, P., Papastamou, F., Belenger, M., Clin, E., Hickman, L., Keating, C.T. &
Sowden, S. (2023). Autism-related language preferences of French-speaking
autistic adults: An online survey. Autism in Adulthood.

Gernsbacher, M. A. (2017). Editorial perspective: The use of person-first language in
scholarly writing may accentuate stigma. Journal of Child Psychology and
Psychiatry, 58(7), 859-861.

Ghazali, R., Md Sakip, S. R., & Samsuddin, 1. (2019). Creating positive environment
for autism using sensory design. Environment-Behaviour Proceedings
Journal, 4(10), 19-26.

Ghazali, R., Sakip, S. R., & Samsuddin, I. (2018). The effects of sensory design on
Autistic children. Asian Journal of Behavioural Studies, 3(14), 68-83.

Gopaul, M., & Little, S. (2020). Reported Perception and Clinical Diagnosis of Autism
Among White and Non-White Groups. Journal on Race, Inequality, and Social
Mobility in America, 3(1).

Gordon, E. W. (1992). Human diversity, cultural hegemony, and the integrity of the
academic canon. The Journal of Negro Education, 61(3), 405-418.

27



Green, R. M., Travers, A. M., Howe, Y., & McDougle, C. J. (2019). Women and
autism spectrum disorder: Diagnosis and implications for treatment of
adolescents and adults. Current psychiatry reports, 21(4), 1-8.

Hale, C. (2015). Urban special education policy and the lived experience of stigma in
a high school science classroom. Cultural Studies of Science Education, 10,
1071-1088.

Hamilton, L. G., & Petty, S. (2023). Compassionate pedagogy for neurodiversity in
higher education: A conceptual analysis. Frontiers in psychology, 14,
1093290.

Hand, C. J. (2023). Neurodiverse undergraduate psychology students' experiences
of presentations in education and employment. Journal of Applied Research in
Higher Education.

Happé, F., & Frith, U. (2006). The weak coherence account: detail-focused cognitive
style in autism spectrum disorders. Journal of autism and developmental
disorders, 36(1), 5-25._https://doi.org/10.1007/s10803-005-0039-0

Harmuth, E., Silletta, E., Bailey, A., Adams, T., Beck, C. and Barbic, S.P. (2018).
Barriers and facilitators to employment for adults with autism: A scoping
review. Annals of International Occupational Therapy, 1(1), pp.31-40.

Hillary, A. (2020). Neurodiversity and cross-cultural communication. Neurodiversity
studies: A new critical paradigm, 91-107.

Hoppes, C. W., Morrell, R. L., Woelfel, L. W., & Whitney, S. L. (2019). Dizziness in a
Child With Irlen Syndrome: Differentiating Visual and Vestibular Complaints.
Pediatric Physical Therapy, 31(4), E20-E25.

Huijg, D. D. (2020). Neuronormativity in theorising agency. Neurodiversity studies: A
new critical paradigm, pp. 213-217. Routledge.

Hutson, P., & Hutson, J. (2023). Neurodiversity and Inclusivity in the Workplace:
Biopsychosocial Interventions for Promoting Competitive Advantage. Journal
of Organizational Psychology, 23(2), 1-16.

Jacobs, N. L. (2022). A Story Like Mine. Canadian Journal of Theology, Mental
Health and Disability, 2(2), 132-142.

Jacobs, N. L. (2022). A Story Like Mine. Canadian Journal of Theology, Mental
Health and Disability, 2(2), 132-142.

Kapp, S. K., Gillespie-Lynch, K., Sherman, L. E., & Hutman, T. (2013). 'Deficit,
difference, or both? Autism and neurodiversity. Developmental Psychology,
49(1), 59-71._https://doi.org/10.1037/a0028353.

Kapp, S. K., Steward, R., Crane, L., Elliott, D., Elphick, C., Pellicano, E., & Russell,
G. (2019). ‘People should be allowed to do what they like’: Autistic adults’
views and experiences of stimming. Autism, 23(7), 1782-1792.

28


https://doi.org/10.1007/s10803-005-0039-0
https://doi.org/10.1037/a0028353

Kattari, S. K., Gross, E. B., Sherwood, K. L., & Hostetter, C. R. (2023). INFINITY
AND RAINBOWS. Exploring Sexuality and Disability: A Guide for Human
Service Professionals.

Keates, N., Martin, F., & Waldock, W. (under review). Autistic people’s perspectives
on functioning labels and associated reasons, and community connectedness.
University of Sunderland.

Keates. N. (under review). Developing an online improv comedy course: an action
research study. University of Sunderland.

Keating, C.T., Hickman, L., Leung, J., Monk, R., Montgomery, A., Heath, H. &
Sowden, S. (2023). Autism-related language preferences of English-speaking
individuals across the globe: A mixed methods investigation. Autism
Research, 16(2): 406-428.

Keenan, E. G., Gotham, K., & Lerner, M. D. (2018). Hooked on a feeling: Repetitive
cognition and internalizing symptomatology in relation to autism spectrum
symptomatology. Autism, 22(7), 814-824.

Kenny, L., Hattersley, C., Molins, B., Buckley, C., Povey, C. & Pellicano, E. (2016).
Which terms should be used to describe autism? Perspectives from the UK
autism community. Autism, 20(4): 442-462.

Knight, C. (2018). What is dyslexia? An exploration of the relationship between
teachers’ understandings of dyslexia and their training experiences. Dyslexia,
1-13._https://doi.org/10.1002/dys.1593.

Knopf, A. (2020). Autism prevalence increases from 1in 60 to 1 in 54: CDC. The
Brown University Child and Adolescent Behavior Letter, 36(6), 4-4.

Knott, F., & Taylor, A. (2014). Life at university with Asperger syndrome: A
comparison of student and staff perspectives. International Journal of
Inclusive Education, 18(4), 411-426.

Kriss, I., & Evans, B. J. (2005). The relationship between dyslexia and Meares-Irlen
Syndrome. Journal of Research in Reading, 28(3), 350-364.

Kuder, S. J., Accardo, A., & Woodruff, J. (2023). College Success for students on the
autism spectrum: A neurodiversity perspective. Taylor & Francis.

Lee, E. A. L., Scott, M., Black, M. H., D’'Arcy, E., Tan, T., Sheehy, L., ... & Girdler, S.
(2023). “He Sees his Autism as a Strength, Not a Deficit Now”: A Repeated
Cross-Sectional Study Investigating the Impact of Strengths-Based Programs
on Autistic Adolescents. Journal of Autism and Developmental Disorders, 1-
16.

Leedham, A., Thompson, A. R., Smith, R., & Freeth, M. (2020). ‘I was exhausted

trying to figure it out’: The experiences of females receiving an autism
diagnosis in middle to late adulthood. Autism, 24(1), 135-146.

29


https://doi.org/10.1002/dys.1593

Leestma, D. P. (2015). Designing for the spectrum An Educational Model for the
Autistic User (Doctoral dissertation, University of Maryland, College Park).

Lei, J., Jones, L., & Brosnan, M. (2021). Exploring an e-learning community’s
response to the language and terminology use in autism from two massive
open online courses on autism education and technology use. Autism, 25(5),
1349-1367.

Lewis, C. J., & Arday, J. (2023). We’'ll see things they’ll never see: Sociological
reflections on race, neurodiversity and higher education. The Sociological
Review, 00380261231184357.

Liebel, G., & Sigurdardaéttir, S. G. (under review). Economical Accommodations for
Neurodivergent Students in Software Engineering Education: Experiences
from an Intervention in Four Undergraduate Courses. arXiv preprint
arXiv:2306.07643.

Lonner, W. J. (1994). Culture and human diversity. In E. J. Trickett, R. J. Watts, & D.
Birman (Eds.), Human diversity: Perspectives on people in context (pp. 230—
243). Jossey-Bass/Wiley.

Manalili, M. A., Pearson, A., Sulik, J., Creechan, L., Elsherif, M., Murkumbi, I., ... &
Morstead, T. (2023). From puzzle to progress: how engaging with
neurodiversity can improve cognitive science. Cognitive Science, 47(2),
e13255.

Martin, N. (2020). Practical scholarship: Optimising beneficial research collaborations
between autistic scholars, professional services staff, and ‘typical academics’
in UK universities. In Neurodiversity Studies (pp. 143-155). Routledge.

Mellifont, D. (2023). Ableist ivory towers: A narrative review informing about the lived
experiences of neurodivergent staff in contemporary higher education.
Disability & Society, 38(5), 865-886.

Merry, K. (2021). Universal Design for Learning: an antidote to digital poverty.
Advance HE. https://www.advance-he.ac.uk/news-and-views/universal-
design-learning-antidote-digital-poverty

Miller, D., Rees, J., & Pearson, A. (2021). “Masking is life”: Experiences of masking
in autistic and nonautistic adults. Autism in Adulthood, 3(4), 330-338.

Milton, D. E., Waldock, K. E., & Keates, N. (2023). Autism and the ‘double empathy
problem’. Conversations on Empathy: Interdisciplinary Perspectives on
Empathy, Imagination and Othering, 78-97.

Milton, D., Martin, N., & Melham, P. (2016). Beyond reasonable adjustment: autistic-
friendly spaces and Universal Design. In D. Milton, & N. Martin (eds.), Autism
and Intellectual Disabilities in Adults. A Pavilion Annual 2017, Vol. 1. (pp. 81-
86). Pavilion Press.

Milton, D.E.M. (2012). On the ontological status of autism: the ‘double empathy
problem’. Disability & Society, 27(6), 883-887.

30


https://www.advance-he.ac.uk/news-and-views/universal-design-learning-antidote-digital-poverty
https://www.advance-he.ac.uk/news-and-views/universal-design-learning-antidote-digital-poverty

Murray, D., Lesser, M., & Lawson, W. (2005). Attention, monotropism and the
diagnostic criteria for autism. Autism, 9(2), 139-156.
https://doi.org/10.1177/1362361305051398

Murthi, K., Chen, Y. L., Shore, S., & Patten, K. (2023). Strengths-based practice to
enhance mental health for autistic people: A scoping review. The American
Journal of Occupational Therapy, 77(2), 7702185060.

National Disability Authority. (n.d.). The 7 Principles._https://universaldesign.ie/what-
is-universal-design/the-7-principles/

Nilsson, P. (2014). When teaching makes a difference: Developing science teachers’
pedagogical content knowledge through learning study. International Journal
of Science Education, 36(11), 1794-1814.

Nolan, J., & McBride, M. (2015). Embodied semiosis: Autistic ‘stimming’as sensory
praxis. International handbook of semiotics, 1069-1078.

Oliver, K. L., & Oesterreich, H. A. (2013). Student-centred inquiry as curriculum as a
model for field-based teacher education. Journal of curriculum studies, 45(3),
394-417.

O'Nions, E., Petersen, I., Buckman, J. E., Charlton, R., Cooper, C., Corbett, A., ... &
Stott, J. (2023). Autism in England: assessing underdiagnosis in a population-
based cohort study of prospectively collected primary care data. The Lancet
Regional Health—Europe, 29.

Ozerk, K. (2016). The issue of prevalence of autism/ASD. International Electronic
Journal of Elementary Education, 9(2), 263-306.

Perryman, J., Ball, S. J., Braun, A., & Maguire, M. (2017). Translating policy:
Governmentality and the reflective teacher. Journal of Education Policy, 32(6),
745-756.

Phung, J., Penner, M., Pirlot, C., & Welch, C. (2021). What | wish you knew: Insights
on burnout, inertia, meltdown, and shutdown from autistic youth. Frontiers in
psychology, 4981.

Raleigh, L., & Strauss, S. M. (n.d). Young adults’ experience of self-reported
Developmental Coordination Disorder in their daily lives as students in Higher
Education. City University London. https://golgipsychology.co.uk/wp-
content/uploads/2021/07/Dyspraxia-Foundation-article-final-120914-1.pdf

Raymaker, D. M., Sharer, M., Maslak, J., Powers, L. E., McDonald, K. E., Kapp, S.
K., ... & Nicolaidis, C. (2023). “[I] don’t wanna just be like a cog in the
machine”: Narratives of autism and skilled employment. Autism, 27(1), 65-75.

Raymaker, D. M., Teo, A. R., Steckler, N. A., Lentz, B., Scharer, M., Delos Santos,
A., ... & Nicolaidis, C. (2020). “Having all of your internal resources exhausted
beyond measure and being left with no clean-up crew”: Defining autistic
burnout. Autism in adulthood, 2(2), 132-143.

31


https://doi.org/10.1177/1362361305051398
https://doi.org/10.1177/1362361305051398
https://universaldesign.ie/what-is-universal-design/the-7-principles/
https://universaldesign.ie/what-is-universal-design/the-7-principles/
https://golgipsychology.co.uk/wp-content/uploads/2021/07/Dyspraxia-Foundation-article-final-120914-1.pdf
https://golgipsychology.co.uk/wp-content/uploads/2021/07/Dyspraxia-Foundation-article-final-120914-1.pdf

Ritchie, S. J., Sala, S. D., & Mclntosh, R. D. (2011). Irlen colored overlays do not
alleviate reading difficulties. Pediatrics, 128(4), €932-€938.

Rosqvist, H. B., Chown, N., & Stenning, A. (Eds.). (2020). Neurodiversity studies: A
new critical paradigm. Routledge.

Rosqvist, H. B., Hultman, L., Wiklund, S. O., Nygren, A., Storm, P., & Sandberg, G.
(2023). ADHD in higher education and academia. Canadian Journal of
Disability Studies, 12(3), 1-26.

Shillingsburg, M. A., Bowen, C. N., Peterman, R. K., & Gayman, M. D. (2015).
Effectiveness of the direct instruction language for learning curriculum among
children diagnosed with autism spectrum disorder. Focus on Autism and
Other Developmental Disabilities, 30(1), 44-56.

Silberman, S. (2017). Neurodiversity rewires conventional thinking about brains. In
Beginning with disability (pp. 51-52). Routledge.

Soisangwarn, A., & Wongwanich, S. (2014). Promoting the reflective teacher through
peer coaching to improve teaching skills. Procedia-Social and Behavioral
Sciences, 116, 2504-2511.

Song, P., Zha, M., Yang, Q., Zhang, Y., Li, X., & Rudan, I. (2021). The prevalence of
adult attention-deficit hyperactivity disorder: A global systematic review and
meta-analysis. Journal of global health, 11.

Sosnowy, C., Silverman, C., Shattuck, P., & Garfield, T. (2019). Setbacks and
successes: How young adults on the autism spectrum seek friendship. Autism
in Adulthood, 1(1), 44-51.

Spaeth, E., & Pearson, A. (2023). A reflective analysis on how to promote a positive
learning experience for neurodivergent students. Journal of Perspectives in
Applied Academic Practice, 11(2).

Squires, M. E., & Countermine, B. (2018). College students with disabilities explain
challenges encountered in professional preparation programs. Exceptionality
Education International, 28(1).

Stenning, A., & Rosqvist, H. B. (2021). Neurodiversity studies: mapping out
possibilities of a new critical paradigm. Disability & society, 36(9), 1532-1537.

Swingland, I. R. (2001). Biodiversity, definition of. Encyclopedia of biodiversity, 1,
377-391.

Syharat, C. M., Hain, A., Zaghi, A. E., & Berdanier, C. G. (2023, June). Burnout: The
Cost of Masking Neurodiversity in Graduate STEM Programs. In 2023 ASEE
Annual Conference & Exposition.

Taboas, A., Doepke, K. & Zimmerman, C. (2023). Preferences for identity-first versus
person-first language in a US sample of autism stakeholders. Autism, 27(2):
565-570.

32



Terlouw, G., Kuipers, D., van't Veer, J., Prins, J. T., & Pierie, J. P. E. (2021). The
development of an escape room-based serious game to trigger social
interaction and communication between high-functioning children with autism
and their peers: Iterative design approach. JMIR serious Games, 9(1),
e19765.

Tomczak, M. T. (2021). Employees with autism spectrum disorders in the digitized
work environment: Perspectives for the future. Journal of disability policy
studies, 31(4), 195-205.

Tomlinson, E., & Newman, S. (2017). Valuing writers from a neurodiversity
perspective: Integrating new research on autism spectrum disorder into
composition pedagogy. Composition Studies, 45(2), 91-112.

Tyler, R. W. (2013). Basic principles of curriculum and instruction. University of
Chicago press.

Uccula, A., Enna, M., & Mulatti, C. (2014). Colors, colored overlays, and reading
skills. Frontiers in psychology, 5, 833.

Urbanowicz, A., Nicolaidis, C., Houting, J. D., Shore, S. M., Gaudion, K., Girdler, S.,
& Savarese, R. J. (2019). An expert discussion on strengths-based
approaches in autism. Autism in Adulthood, 1(2), 82-89.

Waldock, K. (2021). " Doing Church" During COVID-19: An Autistic Reflection on
Online Church: An Autistic reflection on Online Church. Canadian Journal of
Theology, Mental Health and Disability, 1(1), 66-70.

Waldock, K.E. (2023). The impossible subject: belonging as a neurodivergent in
congregations. Journal of Disability and Religion, 27(4), 568-583.

Walker, E. R., Shaw, S. C. K., & Anderson, J. L. (2020). Dyspraxia in medical
education: A collaborative autoethnography. The Qualitative Report, 25(11),
4072-4093.

Walker, N. (2021). Neuroqueer heresies: Notes on the neurodiversity paradigm,
autistic empowerment, and postnormal possibilities. Autonomous Press.

White, J., McGarry, S., Falkmer, M., Scott, M., Williams, P. J., & Black, M. H. (2023).
Creating Inclusive Schools for Autistic Students: A Scoping Review on
Elements Contributing to Strengths-Based Approaches. Education Sciences,
13(7), 709.

Wiggins, L. D., Durkin, M., Esler, A, Lee, L. C., Zahorodny, W., Rice, C., ... & Baio,
J. (2020). Disparities in documented diagnoses of autism spectrum disorder
based on demographic, individual, and service factors. Autism Research,
13(3), 464-473.

Wilson, E. O. 1985. “The Biodiversity Crisis: A Challenge to Science.” Issues in
Science and Technology 2 (1): 20-29.

33



withasmoothroundstone. (nd). Cousins, ACs, autistics and cousins, autistic cousins,
etc. https://withasmoothroundstone.tumblr.com/post/88305423555/cousins-
acs-autistics-and-cousins-autistic

Yerkes, R. M., & Dodson, J. D. (1908). The relation of strengths of stimulus to
rapidity of habit-formation. Journal of comparative neurology and psychology,
18: 459-482.

Young, B. L. (2021). The Lived Experience of Parents of Children with Irlen
Syndrome: A Biopsychosocial Perspective of the Effects of Tinted Lenses and
Colored Overlays (Doctoral dissertation, Walden University).

Zuckerman, K. E., Lindly, O. J., Reyes, N. M., Chavez, A. E., Macias, K., Smith, K.
N., & Reynolds, A. (2017). Disparities in diagnosis and treatment of autism in
Latino and non-Latino white families. Pediatrics, 139(5).

34



	Introduction
	The approach to this chapter
	Rationale for confirming the review with neurodivergent voices


	Part 1: Biodiversity and Neurodiversity
	Terminology
	A brief introduction to considering needs

	Part 2: Neurodivergent people in Higher Education
	Case studies of barriers a neurodivergent student may face at University
	Consequences of not meeting needs
	Universities want inclusion, not exclusion.
	Ableism
	Theory-to-practice gap

	Part 3: Universal Design for Learning in Educational Practices
	Considered Communication
	Technological Assistance
	Be Predictable and Meet Expectations
	Normalise Everyone’s Needs (or normalise neurodivergence)

	Conclusion
	References

