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Welcome

On behalf of the course team | would like to welcome you to our course. As you
know, this programme is innovative and unique in that it is run jointly across two
institutions: The Institute of Education and City University.

This handbook tells you about the MSc in Joint Professional Practice. Together
with what you receive from Registry, it aims to cover everything you need to
know. Please also refer to the TalkLink Website on http://www.talklink.org/.
Should you require any further information, please just ask me or Kim Reynolds,
the Programme Administrator.

| hope you enjoy this course and | look forward to getting to know you all.

Gill Brackenbury

Course Leader, MSc in Joint Professional Practice
Room 202, House 24, Woburn Square

Tel: 020 7612 6894

email: g.brackenbury@ioe.ac.uk


http://www.talklink.org/

General Information about the Course

Participants will explore the needs of children with speech, language and
communication impairments from a range of perspectives and examine
how teachers and speech and language therapists can work together
within inclusive classroom and institutional contexts. By grounding the
modules in both an academic base of special and inclusive education and
language and communication studies, participants will be provided with
knowledge and skills to meet the needs of these children.

The City and Institute routes each run over two years and be offered
part-time, with a maximum of 4 modules per year. Delivery will be
through a mixture of contact teaching and distance learning, with
modules supported by materials and a website designed by Symdata
Technology Limited.

All students must register initially at the Institute of Education, University
of London.

You can register for individual modules or the whole Masters course.

Bursaries to support fees may be available for teacher / therapist teams
applying jointly.

Further information is available from the course leaders Gill Brackenbury
at the Institute of Education g.brackenbury@ioe.ac.uk /Victoria Joffe,
City University v.joffe@city .ac.uk and on the Talklink Website

http://www.talklink.org/. General administrative information is
available from Kim Reynolds k.reynolds@ioe.ac.uk

Course Outline
This course will provide you with:

e detailed understanding of special educational needs in relation to children with
SLCN and the relevant current legislation

e knowledge of how children develop speech, language, literacy and numeracy

e awareness of the social and emotional development and needs of children
with SLCN

e information about assessment processes and intervention procedures for
children with SLCN.

Course leader
Gill Brackenbury

Course administrator
Kim Reynolds


mailto:g.brackenbury@ioe.ac.uk
mailto:v.joffe@city%20.ac.uk
http://www.talklink.org/
mailto:k.reynolds@ioe.ac.uk
http://ioewebserver.ioe.ac.uk/ioe/cms/get.asp?cid=4578&4578_0=4882
http://ioewebserver.ioe.ac.uk/ioe/cms/get.asp?cid=4578&4578_0=4971

Duration
One year full-time or two to four years part-time

Attendance
You will attend a mixture of weekly evening sessions and full day sessions at the
Institute and/or City University. Two modules provide web-based learning.

Who is this course for?
Teachers and speech and language therapists working with children and young
people with speech, language and communication needs (SLCN).

Entry requirements
A relevant degree, with second-class honours or above, plus a teaching qualification
or a professional qualification in speech and language therapy.

You should be able to provide evidence of two years’ experience of educational
settings and/or in special educational needs, working with children with SLCN.

Features

The course is based on the Joint Professional Development Framework initiated by
ICAN and endorsed by the Department for Education and Skills (DfES), the
Department of Health, the Royal College of Speech and Language Therapists and
the Training and Development Agency for Schools (TDA). It is the first master’s level
accreditation set within that framework.

Required modules
Concepts and contexts of special educational needs (taught at the Institute)

Evidence-based practice in health and education (taught at City)
Language,learning and development (taught at City)

Social and emotional development in children with SLCN (taught at the Institute)
Dissertation on joint professional practice (supervised at either university)
Optional module examples

You are required to take two options from either university. These include:

At the Institute

Leadership and management in special education
Literacy development

Understanding Specific Learning Difficulties (dyslexia)



Reading and spelling difficulties

City

Clinical Management

Identity, inclusion and living with disability
Learning disabilities

Research design and statistics



Module: Concepts and Contexts of Special and Inclusive Education

Autumn Term Thursday 5:30 — 8:30pm
Module Co-ordinator: Dr Dawn Male

Module tutors: Prof. Tony Charman, Prof. Julie Dockrell, Dr Yvonne
Griffiths, Dr Dawn Male, Dr Mary Parker, Dr Liz
Pellicano, Prof. Roger Slee

Tutors’ contact details:

Prof Tony Charman t.charman@ioe.ac.uk
Prof Julie Dockrell j.dockrell@ioe.ac.uk
Dr Yvonne Giriffiths y.griffiths@ioe.ac.uk
Dr Dawn Male d.male@ioe.ac.uk

Dr Mary Parker m.parker@ioe.ac.uk

Dr Liz Pellicano Il.pellicano@ioe.ac.uk
Prof Roger Slee r.slee@ioe.ac.uk

Aims

This is a broad, introductory module which aims to provide participants with
opportunities to:

e critically explore the relationship between concepts of special educational need,
inclusive education and the organisation of special provision, with particular
reference to the curriculum and the wider social context

e develop a critical and analytical perspective on issues and debates in policy,
curriculum planning and pedagogy within the field of special and inclusive
education

e critically evaluate and reflect on the influence of context upon definitions of
special need and priorities in curriculum planning and practice

e Use illustrative examples of special and inclusive practices to debate theoretical
issues.

Intended learning outcomes:

On completion of this module participants should be able to:

e reflect on the implications of recent, current and relevant legislation in the UK
and elsewhere on policy and practice in schools, colleges and other educationrelated
settings

e critically analyse the terminology of ,special educational needs", ,inclusion®,
.exclusion“ and ,labelling"

¢ set UK special education policy and provision into a wider international context

e relate their own professional experience to a range of diverse theoretical models
e Use knowledge, understanding, awareness and insights gained to generate

own hypotheses and propose own ,solutions" to issues relevant to the field of
special and inclusive education.



Assignment

Length: 5,000 words
Hand-in deadline: Thursday 21 January 2010
Hand-in deadline for draft plan (max 2 pages): Thursday 17 December 2009

Any assignment in which the word count falls 10% above or below the set
length (5,000 words) will automatically fail.

1. With critical reference to two or more theoretical perspectives on behaviour,
discuss the ways in which these perspectives influence approaches to
interventions with children and young people experiencing social, emotional
and behavioural difficulties. You may choose to illustrate your discussion with
examples from a particular learning situation. (MP)

2. Children with specific speech and language difficulties raise a range of
challenges for mainstream teachers. Critically evaluate these challenges and
examine policy and practice implementations which could serve to enhance the
pupils® educational and social outcomes. (JD)

3. To what extent are theories, policies and practices of special and inclusive
education in tension with each other? How might education become more
inclusive? (RS)

4. Critically discuss the strengths and weaknesses of ,Response to Intervention®
as a framework for provision to meet the individual needs of pupils with dyslexic
difficulties. (YG)

5. Describe in detail the unusually ,fractionated” profile of academic abilities seen
in children with an ASD and discuss the implications of this profile for promoting
learning in the classroom (TC and LP)

15, 22 October, 5 November - Dawn Male
Concepts and contexts of special and inclusive education:
debating the issues

In these three linked sessions we will critically examine the concepts of inclusion
and ,special educational needs". We will look at the development of special and
inclusive education from national (UK) and international perspectives. We will
consider the opportunities for developing inclusive practices, and the barriers
which are presented. The concept of ,normalization” / social role valorization and
the implications for children and young people with special educational needs will
be debated.

* References:
Adams, P. (2008). Positioning behaviour: attention deficit/hyperactivity disorder
(ADHD) in the post-welfare educational era. International Journal of Inclusive



Education, 12(2), 113-125.

Ainscow, M. (2004). The development of inclusive practices in schools: Through
what processes can schools become more inclusive? Teaching and Learning
Research Briefing, 6, 1-4.

Ainscow, M. (2007). Taking an inclusive turn. Journal of Research in Special
Educational Needs, 7(1), 3-7.

Armstrong, D. (2005). Reinventing ,inclusion®: New Labour and the cultural politics
of special education. Oxford Review of Education, 31(1), 119-134.

Barton, L. (Ed.) (2001). Disability, Politics and the Struggle for Change. London:
David Fulton.

Benjamin, S. (2001). From ,idiot child” to ,mental defective": schooling and the
production of intellectual disabilities in the UK 1850-1944. Educate, 1, 23-44.

Booth, T., Ainscow, M., Black-Hawkins, K., Vaughan, M., & Shaw, L. (1999). Index
for Inclusion. Developing Learning and Participation in Schools. Bristol: CSIE.

Barton, L., & Armstrong, F. (Eds.) (1999). Difference and Difficulty: Insights,
Issues and Dilemmas. Sheffield: University of Sheffield Press.

Beart, S., Hardy, G. & Buchan, L. (2005). How people with intellectual disabilities
view their social identity: A review of the literature. Journal of applied
Research in Intellectual Disabilities, 18(1), 47-56.

Chappell, A. L. (1992). Towards a Sociological Critique of the Normalisation
Principle. Disability, Handicap & Society, 7(1), 35-51.

Clark, C., Dyson, A., & Millward, A. (1998). Theorising Special Education. London:
Routledge.

Clough, P., & Corbett, J. (2000). Theor i es of I nclusive Educati
Guide. London: Paul Chapman/Sage.

Corbett, J. (1996). Bad-Mouthing: The Language of Special Needs. London:
Falmer.

Daniels, H. (2006). The dangers of corruption in special needs education. British
Journal of Special Education, 33(1), 4-9.

Florian, L. (2007). Re-imagining special education. In L. Florian (Ed), The SAGE
Handbook of Special Education. London: Sage.

Ho, A. (2004). To be labelled, or not to be labelled: that is the question. British
Journal of Learning Disabilities, 32, 86-92.

Jordan, R. (2008). Autistic spectrum disorders: a challenge and a model for



inclusion in education. British Journal of Special Education, 35(1), 11-15.
Klotz, J. (2004). Sociocultural study of intellectual disability: moving beyond
labeling and social constructionist perspectives. British Journal of Learning
Disabilities, 32, 93-104.

Lauchlan, F., & Boyle, C. (2007). Is the use of labels in special education helpful?
Support for Learning, 22(1), 36-42.

Mittler, P. (2008). Planning for the 2040s: everybody"“s business. British Journal of
Special Education, 35(1), 3-10.

Nind, M., & Wearmouth, J. (2006). Including children with special educational
needs in mainstream classrooms: implications for pedagogy from a
systematic review. Journal of Research in Special Educational Needs, 6(3),
116-124.

Norwich, B. (2008). What Future for Special Schools and Inclusion? Conceptual
and Professional Perspectives. British Journal of Special Education, 35(3),
136-143.

Race, D., Boxall, K. & Carson, I. (2005). Towards a dialogue for practice:
reconciling Social Role Valorization and the Social Model of Disability.
Disability & Society, 20(5), 507-521.

Read, J., & Walmsley, J. (2006). Historical perspectives on special education,
1890-1970. Disability and Society, 21(5), 455-4609.

Tilstone, C., Florian, L., & Rose, R. (Eds.) (1998). Promoting Inclusive Practice.
London: Routledge.

Tomlinson, S. (1982). The Sociology of Special Education. London: Routledge &
Kegan Paul.

Truss, C. (2008). Peter's story: reconceptualising the UK SEN system. European
Journal of Special Needs Education, 23(4), 365-377.

Warnock, M. (2005). Special educational needs: a new look. Impact No. 11.
London: The Philosophy of Education Society of Great Britain.

Wedell, K. (2003). Concepts of special educational needs. Journal of Applied
Research in Special Educational Needs, 3(2), 104-108.

Wedell, K. (2008). Confusion about inclusion: patching up or system change?
British Journal of Special Education, 35(3), 127-135.

* You should read selectively according to your interests: you are not expected to
read all on the list!



26 — 30 October: Tutorials

12 November - Roger Slee
Exploring exclusion and inclusion

This session will examine the intersections of schooling, disablement and
exclusion as a feature of the architecture of the invention of schooling. As a
provocation it will be suggested that special and regular schooling are historically
redundant and that we have under-theorized the nature and magnitude of the task
of inclusive education.

* References:
Abberley, P. (1987). The Concept of Oppression and the Development of a Social
Theory of Disability. Disability, Handicap & Society, 2(1), 5-19.

Allan, J. (1999). Actively seeking inclusion: Pupils with special needs in
mainstream schools. London: Falmer.

Armstrong, D. (2005). Reinventing ,inclusion®: New Labour and the cultural politics
of special education. Oxford Review of Education, 31(1), 119-134.

Armstrong, F. (2003). Spaced Out: Policy, Difference and the Challenge of
Inclusive Education. Dordrecht: Kluwer Academic Publishers.

Ball, S. J. (2008). The Education Debate. Bristol: The Policy Press.

Ballard, K. (2003). Including ourselves: Teaching, trust, identity and community. In
J. Allan (Ed.), Inclusion, participation and democracy: What is the purpose?
Dordrecht: Kluwer.

Barton, L. (Ed.) (2001). Disability, Politics and the Struggle for Change. London:
David Fulton.

Black-Hawkins, K., Florian, L., & Rouse, M. (2007) Achievement and Inclusion in
Schools. Abingdon: Routledge.

Booth, T., Ainscow, M., Black-Hawkins, K., Vaughan, M., & Shaw, L. (2002). The
index for inclusion: Developing learning and participation in schools (2nd ed.).
Bristol: Centre for Studies in Inclusive Education.

Brantlinger, E. (1997). Using ideology: Cases of nonrecognition of the politics of
research and practice in special education. Review of Educational Research,
67(4), 425-459.

Carrington, S., & Robinson, S. (2004). A case study of inclusive school
development: A journey of learning. The International Journal of Inclusive
Education, 8(2), 141-153.



Connell, R. (1993) Schools and Social Justice. Sydney: Pluto Press.

Daniels, H. (2006). The dangers of corruption in special needs education. British
Journal of Special Education, 33(1), 4-9.

Gallagher, D. (Ed.) (2004). Challenging orthodoxy in special education: Dissenting
voices. Denver: Love Publishing.

Gallagher, D. (2006). If not absolute objectivity, then what? A reply to Kauffman and
Sasso. Exceptionality, 14(2), 91-107.

Gillbourn, D., & Youdell, D. (2000). Rationing education: Policy, practice, reform
and equity. Buckingham/Philadelphia: Open University Press.

Gleeson, B. (1999). Geographies of Disability. London: Routledge.

Minow, M. (1991). Making All The Difference: Inclusion, Exclusion and American
Law. Ithaca: Cornell University Press.

Mitchell, D. (Ed.) (2006). Contextualizing inclusive education: Evaluating old and
new International perspectives. London: Routledge.

Oliver, M. (1990). The Politics of disablement. London: Macmillan.

Oliver, M. (1996). Understanding disability: From theory to practice. Basingstoke:
Macmillan.

Slee, R. (1995). Changing Theories and Practices of Discipline. London: Falmer
Press.

Slee, R. (2006). Education and the politics of recognition - an Australian snapshot.
In D. Mitchell (Ed.), Contextualizing inclusive education: Evaluating old and
new international perspectives. London: Routledge.

Tomlinson, S. (1982). The Sociology of Special Education. London: Routledge &
Kegan Paul.

Warnock, M. (2005). Special educational needs: a hew look. Impact No. 11.
London: The Philosophy of Education Society of Great Britain.

* You should read selectively according to your interests: you are not expected to
read all on the list!

19 November - Mary Parker
Policy and provision: Conceptual models for understanding the needs of
pupils who experience SEBD

In this session we will identify different theoretical perspectives on behaviour and
discuss the main contributions which each of these perspectives have made to the



understanding of children who are experiencing social, emotional and behavioural
difficulties. We will consider the underlying assumptions of aetiology, identification,
and response which are inherent in the different theoretical perspectives and ways in
which these influence approaches to intervention.

References:
Ayers, H., Clarke, D., & Murray, A. (2001). Perspectives on behaviour — A practical
guide to effective interventions for teachers (2nd ed.). London: David Fulton

Cooper, P. (1999). Understanding and supporting children with emotional and
behavioural difficulties. London: Jessica Kingsley

Cooper, P., & Upton, G. (1990). An ecosystemic approach to emotional and
behavioural difficulties in schools. Educational Psychology, 10(4), 301-321.

Clough, P., Garner, P., Pardek, J., & Yuen, F. (2005). Handbook of Emotional and
Behavioural Difficulties, London: Sage Publications

Farrell, M. (2006). The effective teachers' guide to behavioural, emotional and
social difficulties: practical strategies. London: Routledge

Frederickson, N., & Cline, T. (2002). Special Educational Needs, inclusion and
diversity. Milton Keynes: OU Press. (Chapter 14, Understanding EBD).

Porter, L. (2007). Behaviour in Schools: Theory and practice for teachers (2nd ed.)
Maidenhead: OU Press.

26 November - Tony Charman and Liz Pellicano
Policy and provision: Autism spectrum disorders (ASD)

Our understanding of autism has undergone radical change over the past two
decades. Previously, autism was thought to be a rare condition, was rarely
diagnosed before the age of 4 years, associated with intellectual disability in the
majority of cases and outcome was considered to be poor for most children. It is
now recognised to affect one in a hundred children, it can be diagnosed in toddlers
in some cases, more than half of individuals with an ASD have average intelligence
and outcome is very variable and depends on intervention and education.

This change has impacted significantly on the education field as many teachers
and others working in schools will find themselves working with children with an
ASD. Several initiatives from the DCSF have focused on ASD, including the
Autism Education Trust report on education provision and the Inclusion
Development Programme (IDP) training materials on ASD.

This session will review what underlies these changes in our clinical
understanding. We will also discuss management and learning challenges, which
include understanding features that commonly occur alongside the core diagnostic
symptoms and the very uneven profile of intellectual and academic attainments
that is found in children with an ASD.

Charman, T., & Baird, G. (2002). Practitioner Review: Assessment and diagnosis



of autism spectrum disorders in the pre-school years. Journal of Child
Psychology and Psychiatry, 43, 289-305.

DCSF. (2009). Primary and Secondary Inclusion Development Programme (IDP):
Supporting pupils on the autism spectrum.
http://nationalstrategies.standards.dcsf.gov.uk/node/165037

Happé, F., & Ronald A. (2008). The 'fractionable autism triad": a review of
evidence from behavioural, genetic, cognitive and neural research.
Neuropsychology Review, 18, 287-304.

Jones, G., English, A., Guldberg, K., Jordan, R., Richardson, P., & Waltz M. (2009).
Educational provision for children and young people on the autism spectrum

living in England: A review of current practice, issues and challenges.
http://www.autismeducationtrust.org.uk/en/Resource/Research.aspx

Jones, C. R. G., Happé, F., Golden, H., Marsden, A. J. S., Tregay, J., Simonoff,
E., Pickles, A., Baird, G., & Charman, T. (in press). Reading and arithmetic in
adolescents with autism spectrum disorders: Peaks and dips in attainment.
Neuropsychology.

Mayes, S. D., & Calhoun, S. L. (2008). WISC-IV and WIAT-II profiles in children
with high-functioning autism. Journal of Autism and Developmental
Disorders, 38, 428-439.

Mesibov, G. B. (1997). Formal and informal measures on the effectiveness of the
TEACCH program. Autism, 1, 25-35.

Preston, D., & Carter, M. (2009). A review of the efficacy of the Picture Exchange
Communication System (PECS) intervention. Journal of Autism and
Developmental Disorders, 39, 1471-1784.

Rogers, S. J., & Vismara, L. A. (2008). Evidence-based comprehensive
treatments for early autism. Journal of Clinical Child and Adolescent
Psychology, 37, 8-38.

Waterhouse, L. (2008). Autism overflows: increasing prevalence and proliferating
theories. Neuropsychology Review, 18, 273-286.

Independent and good quality information on various intervention approaches can
be found at: http://www.researchautism.net/

3 December - Yvonne Griffiths
Policy and provision: dyslexia

The session will begin with a discussion of different models of disability (e.g.,
medical, social, cognitive development models) and their contributions to our
understanding of dyslexia, in light of a recent review of research evidence (Rose,
2009).



The session will introduce the Simple View of Reading as a theoretical framework
for understanding early reading development (Hoover & Gough, 1990; see Rose,
2006 for a review), within which children®s reading difficulties can be identified and
assessed. The accurate identification of areas of strengths and weakness that this
affords is essential for decisions concerning the suitability and effectiveness of
reading interventions.

References:

Duff, F. (2008). Defining reading disorders and evaluating reading interventions:
Perspectives from the Response to Intervention model. Educational and

Child Psychology, 25, 31-36.

Fuchs, D., & Fuchs, L. (2006). Introduction to Response to Intervention: What,
why, and how valid is it? Reading Research Quarterly, 41(1), 93-99.

Hatcher, P. J., Hulme, C., Miles, J. V., Carroll, J. M., Hatcher, J., Gibbs, S., Smith,
G., Bowyer-Crane, C., Snowling, M. J. (2006). Efficacy of a small group

reading intervention for beginning readers with reading delay: A randomized
controlled trial. Journal of Child Psychology and Psychiatry, 47, 820-827.

Nation, K., & Angell, P. (2006). Learning to read and learning to comprehend.
London Review of Education, 4(1), 77-87.

Hulme, C., & Snowling, M.J. (2009). Developmental Disorders of language,
learning and cognition. Chichester: Wiley-Blackwell.

Rose, J. (2006). Independent Review of the teaching of early reading: Final
Report. Nottingham: DfES.

Rose, J. (2009). Identifying and Teaching Children and Young People with
Dyslexia and Literacy Difficulties. London: DCSF.

Snowling, M. J., & Hulme, C. (2006). Language skills, learning to read and reading
intervention. London Review of Education, 4(1), 63-76.

Stuart, M. (2006). Learning to read: developing processes for recognizing,
understanding and pronouncing written words. London Review of Education,
4(1), 19-29.

Torgesen, J. (2005). Recent discoveries from research on remedial interventions
for children with dyslexia. In M. Snowling & C Hulme (Eds), The Science of
Reading: A handbook (pp. 521-537). Oxford: Blackwell.

10 December - Julie Dockrell
Policy and provision: LCD

This session will introduce current conceptualisations of specific speech and
language difficulties. Using the results of recent UK research, the findings of the



Bercow Review, the context of current practices and issues relevant to different
professional groups will be outlined. The balance between education and health
provision will be considered. The concept of ,good" or ,best” practice will be
explored and prerequisites for identifying effective practice considered.

References:

Band, S., Lindsay, G., Law, J., Soloff, N., Peacey, N., Gascoigne, M., & Radford,
J. (2002). Are Health and Education talking to each other? Perceptions of
parents of children with speech and language needs. European Journal of
Special Needs Education, 17(3), 211-227.

Bercow, J. (2008). Review of Services for children and young people with speech,
language and communication needs. http://www.dfes.gov.uk/bercowreview/

Botting, N., Crutchley, A., & Conti-Ramsden, G. (1998) Educational transitions of 7-
year-old children with SLI in language units: a longitudinal study. International
Journal of Language and Communication Disorders, 33, 177-197.

Charman, T., & Baird, G. (2002). Practitioner review: Diagnosis of autistic
spectrum disorder in 2- and 3-year-old children. Journal of Child Psychology
and Psychiatry, 43, 289-305.

Dockrell, J., & Lindsay, G. (2000). Meeting the needs of children with specific
speech and language difficulties. European Journal of Special Needs
Education, 15(1), 24-41.

Dockrell, J., & Lindsay, G. (2001). Children with specific speech and language
difficulties: the teachers" perspectives. Oxford Review of Education, 27(3),
369-394.

Leonard, L. (1997). Children with Specific Language Impairment. Cambridge, MA:
The MIT Press.

Lindsay, G., Soloff, N., Law, J., Band, S, Peacey, N., Gascoigne, M., & Radford, J.
(2002). Speech and language therapy services to education in England and
Wales. International Journal of Language and Communication Disorders, 37(3),
273-288.

Tomblin, J. B., Records, N., Buckwalter, P., Zhang, X., Smith, E., & O"Brien, M.
(1997) Prevalence of Specific Language Impairment in Kindergarten children
Journal of Speech Language and Hearing Research, 40(6), 1245-1260.

17 December - Dawn Male
Concepts and Contexts of Special and Inclusive Education: Reflections

In this final session we will reflect on the issues, challenges and dilemmas raised
in the module, with particular reference to policy and provision in relation to
children and young people described as having special educational needs.



Useful Journals

Curriculum Studies

Disability and Society

British Journal of Educational Psychology

British Educational Research Journal

International Journal of Inclusive Education

European Journal of Special Needs Education
Support for Learning

British Journal of Special Education

Journal of Research in Special Educational Needs
Journal of Applied Research in Intellectual Disabilities
British Journal of Learning Disabilities

International Journal of Disability, Development and Education
The SLD Experience

Useful website
Learning Disabilities Specialist Library: www.library.nhs.uk/learningdisabilities



Module C2: Evidence-Based Practice

Module Tutor: Barbara Dodd

Term: Spring

Time: Thursday 2:00 — 4:00 pm
Commencing 28" January 2010

Venue: City University

Weeks Attendance: 10
Aims

e To understand the concept of evidence-based practice
e To critically evaluate methodologies used in evidence-base practice
e To apply knowledge to establish the evidence base for a client group.

Objectives

To learn how to access the knowledge base

To identify the evidence-base for one communication disorders

To summarise the evidence base for their chosen disorder

To evaluate the methodologies used to compile the knowledge base.
To identify gaps in the evidence base for the chosen disorder

To design a research study that would address one gap

To consider ways of applying research to clinical practice.

Learning Styles

This module will include lectures, seminars, workshops and computer based
sessions. The module is taught in a multi-disciplinary group and cross-disciplinary
discussion will be encouraged.

The course will offer additional support to students who have no recent
experience of research design and statistics as this is an essential component of
critical appraisal. Tutorials will be arranged focusing on research design and
statistics during the first five weeks of the term (4-5 Thursday afternoons).

Methods of assessment

Students will complete a written report outlining the application of evidence-based
practice to a given client population, including a plan for a research study that
arises from their analysis of the current literature. They will submit this work four
weeks after the final teaching session.



Length of course

The course will run one afternoon a week for 10 weeks. The main teaching
sessions will be on Thursday afternoons 2-4pm.

Summary of Content

The concept of evidence based practice across health, education and social care
The methodology of evidence-based practice

Strengths and weaknesses of evidence based practice for speech-language
therapy

Key issues in published intervention research

Application of research literature to clinical practice.

Indicative Reading List

American Speech-Language-Hearing Association. (2001) Scope of practice in
speech-language pathology. Rockville: MD, pp.129-132.

Bernstein Ratner N. Evidence-based practice: An examination of its ramifications
for the practice of speech-language pathology. LSHSS 37, 257-168.

Conti-Ramsden G, Law J. (2000) Treating children with speech and language
impairments. BMJ 321,1-5.

Enderby, P. & Emerson, J. (1995) Does speech and language therapy work?
London: Whurr.

Glogowska M, Roulstone S, Enderby P, Peters T. (2000) Randomised controlled
trial of community based speech and language therapy in preschool children.
BMJ 321, 908-909.

Greenhalgh T. (1997) How to read a paper: Papers that summarise other papers
(systematic reviews and meta-analyses). BMJ 315, 672-675.

Guyatt G, Rennie D. editors. (2002) Users guides: essentials of evidence-based
clinical practice. Chicago, IL: American Medical Association.

Kahmi A. Prologue: Combining research and reason to make treatment
decisions. LSHSS 2006;37:255-257.

Kent R. (2006) Evidence based practice in communication disorder: Progress not
perfection. LSHSS 37, 268-270.

Nail-Chiwetalu B, Bernstein Ratner N. (2006) Information literacy for speech-
language pathologists: A key to evidence-based practice. LSHSS 37, 157-168.



Pring T. (2004) Ask a silly question: two decades of troublesome trials. Int J Lang
Commun Dis 3, 285-302.

Pring, T (2005) Research Methods in Communication Disorders. London: Whurr.

Reilly, S., Douglas, J., Oates, J. (2004) Evidence Based Practice in Speech
Pathology. London: Whuirr.

Robey R, Schultz M. (1998) A model for conducting clinical outcome research: an
adaptation of the standard protocol fort use in aphasiology. Aphasiology 12, 787-
810.

Sackett D, Rosenberg W, Muir Gray J, Haynes R, Richardson W. (1996)
Evidence based medicine: what it is and what it isn’t. BMJ 312, 71-72.

Sackett, Strauss, Richardson, Rosenberg, Haynes (2000) Evidence Based
Medicine. Churchill Livingstone.

Thomas, G. & Pring, R. (2004) Evidence Based Practice in Education.
Maidenhead: Open University Press.

Whitworth A, Webster J, and Howard D. (2005) A cognitive neuropsychological
approach to assessment and inter.andoh:i on i n
Psychology Press.

World Health Organization (2001) The Classification for Mental and Behavioural
Disorders in Children: Diagnostic Criteria for Research. Geneva: WHO.



Module C3 - Language Learning and Development

Module tutor: Lucy Dipper
Term: Spring
Time: This module will run on three full days in the Spring Term,

09:00 — 17:00 on Friday, 15" January 2010
10:00 — 17:00 on Thursday, 15" April 2010
10:00 — 17:00 on Friday, 16™ April 2010

Venue: City University

Aims

To introduce students to the patterns evident in the development of
children’s language and learning with an emphasis on the cognitive basis
of developing linguistic, literacy and numeracy skills

To provide knowledge in:

o how children develop language, literacy and numeracy

o the relationships between language cognition and learning

o the impact that speech and language difficulties have on the acquisition
of literacy and numeracy

o methodological approaches to the study of children’s cognitive and
linguistic skills

To relate theories of learning and language to the pedagogical needs of
children and young adults and explore the role of professionals working in
partnership in the education context.

Learning Objectives

On completion of the module, students should:

have an in-depth and critical understanding of the basic questions and
issues in the study of child development

demonstrate an in-depth understanding of the range of ways of
approaching and studying development

demonstrate a comprehensive understanding of the way children develop
speech, language, literacy and numeracy

show awareness of and be able to synthesise competing theoretical
explanations of learning and development

identify and evaluate the research methods used for investigating different
aspects of language learning and development.



Learning Styles

Students will be taught through seminars, workshop activities, interactive
discussion, and through a distance learning pack

Length of Course

Students will attend 3 days of intensive teaching (20 hours in total). This will be
supplemented by 130 hours of self-directed study, guided by the distance
learning pack.

Summary of Content

Topics covered will include:
e Introduction to the study of child development
Language development
Cognitive development
Reading and numeracy
Studying child development

Assessment
3000 word literature review related to a case study.
Indicative Reading List

Berk, L. (2000). Child Development. Fifth Edition. Needham Heights Mass: Allyn
and Bacon.

Cattell, R (2000). Children’s language: consensus and Controversy. London:
Cassell

Chiat, S. (2000). Understanding children with language problems. Cambridge:
CUP.

Clark, E.V. (2002) First Language Acquisition. Cambridge: Cambridge University
Press.

Dockrell, J and Messer, D (1999). Children’s Language and Communication
Difficulties. Understanding, identification and intervention. London: Cassell.

Fletcher, P. & MacWhinney, B. (1995). The handbook of child language. Oxford,
UK: Blackwell publishers.

Goswami U. (1998). Cognition in Children. Hove, UK:Psychology Press.

Joffe, V.L.; Cruice, M. and Chiat, S. (2008). Language Disorders in Children and
Adults. New issues in Research and Practice. West Sussex: Wiley-Blackwell.



Lee, V. & Das Gupta, P. (1995). Children’s cognitive and language development.
Milton Keynes, UK: Open University.

Nippold, M. A. (1998). Later Language Development. The school-age and
adolescent years. Second edition. Austin, Texas: Pro-Ed.

Nippold, M. A. (2007). Later language development: School-age children,
adolescents, and young adults (3rd ed.). Austin, TX: Pro-Ed.

Owens, R.E. (1996) or (2001). Language development: an introduction. Boston:
Allyn & Bacon.



Module C4: Social, Emotional and Behavioural Development in children
with SLCN

Module co-ordinator: Nick Peacey
Other staff teaching on module:  Lindy Peacey, loanna Bakopoulou

Term: Summer

Venue: Institute of Education:
Main Building — 20 Bedford Way, London, WC1H OAL
Woburn Square — 25 Woburn Square, London, WC1H 0AA

Time: Web-based learning and
3 days at the Institute (10:00 — 16:00)

Day 1 - Thursday, 6™ May 2010 in Room 539
Main Institute Building

Day 2 - Thursday, 27th May 2010 in Room 744
Main Institute Building

Day 3 - Thursday, 17" June 2010 in Room 784

Main Institute Building

Presentation Date: Thursday, 15" July 2010 in Room 744
Main Institute Building

Aims

e To provide a foundation of knowledge in how children's development in
speech, language and communication interacts with their social and
emotional development.

e To examine the evidence for the relationships between the identification of
children experiencing emotional and behavioural difficulties and their
identification as experiencing speech, language and communication
difficulties and consider its implications at local, institutional and classroom
level.

e To relate theories of learning to the pedagogical needs of those children
and young people whose behaviour causes concern and to explore the
role of professionals working in partnership to support this group.

Intended learning outcomes:
On completion of this module participants should be able to:
e Describe normal variation in typical social and emotional development.

e Construct a profile of a range of child-based and context-based factors
that impact on emotional development.



e Describe the ways in which the development of speech, language and
communication interacts with the development of behaviour over the
school years

e Evaluate the impact of slow development of pragmatic skills on learning in
large and small groups.

e Evaluate any two theories that consider the relationship between
language, learning and the emotions.

e Demonstrate how speech, language and communication needs can affect
the development of behaviour within a specific key stage

e Evaluate the strengths of a subject/area of learning within the school
curriculum for children and young people identified as having SLCN and
experiencing emotional/behavioural difficulties

e Evaluate a range of classroom practices that might help/hinder the
learning and development of pupils experiencing SLCN and identified as
experiencing emotional/behavioural difficulties

e Describe appropriate approaches to inter-agency working where social,
emotional and behavioural development is a concern in pupils with
speech, language and communication needs.

Learning style

Face-to-face sessions from researchers, specialists and skilled practitioners use a
range of approaches. On-line resources and learning within Blackboard, the
Institute’s virtual learning environment, allow students to be confident that they will
be supportedin developing their understanding of the perspectives and literatures
involved.

The learning methods and the assessment approaches enable the involvement of all
students, particularly in ensuring that module members' expertise becomes an extra
resource for other participants.

Content
Range of issues and/or concepts to be covered:

« Definitions and cultures: towards shared understanding.

« Concepts of and beliefs about SEBD and mental health and the attitudes to
intervention they encourage

« Studies of relationships: language, feelings and behaviour

« Studies of speech, language and communication impairments in the population of
those identified as experiencing SEBD

« The national (and, where appropriate, international) context of statute in this area,
including disability discrimination legislation and SEBD

« Systems for partnership: critical examination of evidence on innovative and
interesting collaboration on policy and practice between education and health (and
other agencies)

e The classroom and SEBD: critical examination of studies of what works in
classrooms with students with SEBD.



e I[deas of curriculum: what we know about curriculum design and SEBD and how
this relates to conceptualisation of pedagogy (e.g. transmission/reception :
interaction/participation)

» The speech and language therapist, the classroom and SEBD: developing roles for
the SLT in collaboration with the classroom teacher in this area

Assessment

The assignment focuses on SEBD and the different perspectives on populations of
children reported to experience these difficulties.

This task is in three parts:

a) Individually you will be required to complete an individual review of one of the
major perspectives addressing children's and young people's SEBDs. This review
should include a description of the population identified within this perspective as
experiencing SEBD, current explanations of these problems and an outline of
interventions and their evaluations if any. This piece of work will be no more than
2,500 words in length.

b) Part 2 involves creating a 15 minute presentation with two or three other
individuals who have chosen different perspectives on SEBD. This is not graded.

c) Part 3: this part of the task will be assessed by a brief (not more than 750 words)
reflective account of what you have learned from comparing perspectives and
putting the presentation together.

References:
This list is not to be seen as exhaustive but as illustrative of the range of possible
sources.

Ayers, H., Clarke, D., & Murray, A. (2000). Perspectives on Behaviour: A Practical
Guide to Effective Interventions for Teachers (2nd ed.). London: David Fulton

Benner, G. J., Nelson, J. R., & Epstein, M. H. (2002). Language Skills of Children
with EBD: A Literature Review. Journal of Emotional and Behavioural Disorders,
10(1), 43-59.

Black, P., Harrison, C., Lee, C., Marshall, B., & Wiliam, D. (2003). Assessment for
Learning: Putting It Into Practice. Open University Press

Botting, N., & Conti-Ramsden, G. (2000). Social and behavioural difficulties children
with language impairment. Child Language, Teaching and Therapy, 16, 105-120.

Clegg, J., & Ginsborg, J. (2006). Language and social disadvantage: theory into
practice London: Wiley.

Cole, T., Visser, J., & Upton, G. (1998). Effective schooling for pupils with EBD
London: David Fulton.



Cohen, N. J., Vallance, D. D., Barwick, M., Im, N., Menna, R., Horodezjy, B., &
Issacson, L. (2000). The interface between ADHD and language impairment: an
examination of language, achievement and cognitive processing. Journal of Child
Psychology and Psychiatry, 41, 353-362.

Cross, M. (2004). Children with Emotional and Behavioural Difficulties and
Communication Problems: there is always a reason. London: Jessica Kingsley
Publishers

Daniels, H., Visser, J., Cole, T., & de Reybekill, N. (1999). Emotional and
Behavioural Difficulties in Mainstream Schools :Research Brief 90. DfEE
Publications

DCSF (2008). Bercow Review of Services for Children and Young People (0-19) with
Speech, Language and Communication Needs available at
http://www.dcsf.gov.uk/slcnaction/bercow-review.shtml

Denham, S. A. (1998). Emotional development in young children. New York: Guilford
Press.

Durlak, J. A. (1995). School Based Prevention Programmes for Children and
Adolescents. Thousand Oaks, CA: Sage Publications.

Garner, P. (1999). Pupils with Problems. Stoke-on-Trent: Trentham Books
Howe, C., & Mercer, N. (2007). Research Survey 2/1b: Children's Social
Development,

Peer Interaction and Classroom Learning Interim Report for the Cambridge

Primary Review University of Cambridge/Esmee Fairbairn Foundation

Kinder, K., Wakefield, A., & Wilkin, A. (1996). Talking Back: Pupil Views on
Disaffection. Slough: NFER.

Law, J., Lindsay, G., Peacey, N., Gascoigne, M., Soloff, N., Radford, J., & Band, S.,
(2000). Provision for children with speech and language needs in England and
Wales: Facilitating communication between education and health services.
Nottingham: DfEE Publications

Law, J., & Sivyer, S. (2003). Promoting the Communication Skills of Primary School
Children Excluded From School or At Risk of Exclusion: An Intervention Study
Child Language Teaching and Therapy, 19, 1 1-27

O'Brien, T. (1998). Promoting Positive Behaviour. London: David Fulton.

Ripley, K., Barrett, J., & Fleming, P. (2001). Inclusion for Children with Speech and
Language Impairments: Accessing the Curriculum and Promoting Personal and
Social Development. London: David Fulton

Rogers, B. (2002). Teacher Leadership and Behaviour Management. London: Paul.



Saarni, C. (1999). The development of emotional competence. New York: Guilford
Press.



Leadership and Management in Special and Inclusive Education

N.B. All module participants must have a minimum two years post-qualification
experience in the field of special educational needs

Summer Term Thursday 5:30 — 8:30pm
Module Co-ordinator: Dr Dawn Male

Module tutors: Dr Dawn Male
Derek May
Dr Julie Radford
Dr Olga Miller

The aims of the module are:

e to develop participants® knowledge, understanding and awareness for managing,
leading and co-ordinating special educational provision in schools, colleges and
other educational settings;

¢ to develop participants® skills, attributes and professional competence in the areas
of leadership, decision-making, communication and self-management with
particular reference to special educational needs.

Intended learning outcomes

By the end of the module participants should be able to:
e adopt a key role in the implementation of their institution’s SEN policy and
approaches to meeting the needs of pupils/students with SEN;
e communicate more effectively with parents;
e communicate more effectively with staff with responsibilities for SEN, including
those from external agencies;
e manage their own time more effectively;
e work more effectively with pupils/students experiencing difficulties in learning;
e reflect on the attributes possessed and displayed by effective and successful
practitioners working in the area of SEN, including adaptability to changing
circumstances, commitment to SEN, personal impact, perseverance and self-
confidence;
e demonstrate knowledge of:

- selected legislation relevant to SEN

- selected relevant research evidence.

Essay questions

1. Discuss the challenges that schools and/or local authorities are facing in the
wake of Every Child Matters (DfES, 2003) with respect to multi-agency working.
Explore how managers and professionals might improve partnerships and the
theoretical models on which these suggestions are based.

2. What do you understand by the terms leadership and management? Of what
relevance are they to the process of education generally and the field of special



and inclusive education specifically?

3. According to Fullan (2001) educational change is technically simple but socially
complex. Discuss this statement critically with reference to the theory and to your
own experience.

4. With reference to special and inclusive education, write a critical review of the
management of a recent change in your school/institution in the light of relevant
concepts or models from the theory.

5. Critically review a group within which you work in your school/institution in terms
of its features as a team, using concepts or models from relevant theory.

6. The resistance to effective teamwork is said to be from perceptions of status,
territory and privacy. Discuss this statement critically in the light of your
experience and with reference to relevant literature.

7. What is stress? How might it be effectively managed within a school/educational
context? (You may answer generally or by reference to the circumstances of a
particular school/educational institution known to you).

8. What are the benefits of working in partnership with parents of pupils/students
with special educational needs? What are some of the potential barriers and

what are some effective strategies? Answer with reference to the literature and to
your own experience.

9. Critically review your school“s/institution“s approach to parental involvement for
learners” with SEN and make some recommendations for improvement.

10. Various government initiatives regarding multi-agency working have led to new
developments in how services are organised. Critically evaluate the extent to
which these changes might help or hinder the ways that professionals work
together.

11. Why has collaboration between agencies been heavily promoted? What systems
and structures might help support better collaboration? Critically explore why
collaboration is hard to achieve in practice.

12. Does disability equality run counter to full inclusion?

Length: 5,000 words
Hand-in deadline: Thursday 19 August 2010
Hand-in deadline for draft outline: Thursday 8 July 2010

Any assignment in which the word count falls 10% above or below the set
length (5,000 words) will automatically fail.

29 April: Theories of leadership and management Dawn Male

In this introductory session we will look at some selected theories of leadership and
management; we will consider, in particular, how leadership, management and
administration are defined and differentiated. We will debate the question: Are there
special issues and challenges in leadership and management for individuals working
in the field of special and inclusive education?

References:
Attfield, R., & Willliams, C. (2003). Leadership and inclusion: a special school
perspective. British Journal of Special Education, 30(1), 28-33.



Booth, T. (2005). Keeping the future alive: putting inclusive values into action.
Forum,47(2/3), 151-158 (Special Issue).

Bottery, M. (2004). The Challenges of educational Leadership. London: Sage. Chap.
11; Models of educational leadership. Chap. 11

Bush, T. (2008). From Management to Leadership. Educational Management
Administration & Leadership, 36(2), 271-288.

Day, C., Harris, A., Hadfield, M., Tolley, H., & Beresford, J. (2000). Leading Schools
in Times of Change. Buckingham: Open University Press.

Kugelmass, J., & Ainscow, M. (2004). Leadership for inclusion: a comparison of
international practices. Journal of Research in Special Educational Needs, 4(3),
133-141.

Leithwood, K., Jantzi, D., & Steinbach, R. (1999). Changing Leadership for Changing
Times. Buckingham: Open University Press.

Leo, E., & Barton, L. (2006). Inclusion, diversity and leadership: possibilities and
contradictions. Educational Management, Administration and Leadership, 34(2),
167-180.

Leo, E., & Barton, L. (2006). Inclusion, Diversity and Leadership Perspectives,
Possibilities and Contradictions. Educational Management Administration &
Leadership, 36(2), 271-288.

Muijs, D., & Harris, A. (2007). Teacher Leadership in (In) action. Educational
Management Administration & Leadership, 35(1), 111-134.

Novak, J. (2002). Inviting Educational Leadership. London: Pearson.

Ofsted (2003). Leadership and Management: What inspection tells us. London:
Ofsted.

Rayner, S., & Ribbins, P. (1999). Headteachers and Leadership in Special
Education.

London: Cassell.

Sergiovanni, T. J. (2001). Le ad er s hi p it for &theols? LendonnRoutledge
Falmer.

6 May: Management of change Dawn Male

We will look at the change process: assumptions about change; stages of the
change process; change agents; planning for change; resistance to change; initiating
or promoting change.

References:

Fullan, M. (2001). The New Meaning of Educational Change. London: Routledge
Falmer.

Fullan, M. (2003). Change Forces with a Vengeance. London: Routledge Falmer.
Fullan, M. (2003). Planning, doing and coping with change. In M. Preedy, R. Glatter
& C. Wise (Eds.), Strategic Leadership and Educational Improvement. London:
Paul Chapman.

Hopkins, D., Ainscow, M., & West, M. (1997). Making sense of change. In M.
Preedy,

R. Glatter, R. & R. Levacic. Educational Management. Strategy, Quality and
Resources. Buckingham: OU Press.



13 May: Teams and team building Dawn Male

In this session we will consider the following questions: What is a team? What is
teamwork? Why have a team? What are the different roles in teams? What are the
characteristics of effective teams? How do you team build?

References:

Adair, J. (1997). Effective teambuilding. In L. Kydd, L. Anderson & W. Newton (Eds.),
Leading People and Teams in Education. London: Paul Chapman.

Anderson, L. (2003). A leadership approach to managing people and teams in
education. In L. Kydd, L. Anderson & W. Newton (Eds.), Leading People and

Teams in Education. London: Paul Chapman.

O"Neill, J. (2003). Managing through teams. In L. Kydd, L. Anderson & W. Newton
(Eds.), Leading People and Teams in Education. London: Paul Chapman.

Wallace, M. & Hall, V. (1997). The dynamics of teams. In L. Kydd, L. Anderson & W.
Newton (Eds.), Leading People and Teams in Education. London: Paul

Chapman.

20 May: Conflict Dawn Male

In this session we will aim to get a better understanding of the nature of conflict. We
will consider the questions: What causes conflicts? What makes them escalate?
What makes them de-escalate? We will also aim to gain some insight into the
possible reasons for our own reactions — and the reactions of others — to conflicts.
Finally, we will consider some strategies for dealing with conflicts.

References:

Child, D. (1997). Psychology and the Teacher. Chap. 11: Personality and
Leadership.

Haslam, S. A. (2001). Psychology in Organisations. London: Sage. Chap 7:
Intergroup negotiation and conflict management.

Walton, R. E. (1997). Managing conflicts in organizations. In L. Kydd, L. Anderson &
W. Newton (Eds.), Leading People and Teams in Education. London: Paul
Chapman.

Week of 24 May — 28 May: Tutorials

3 June: Working with parents Dawn Male

In this session we will consider the following questions: Why work with parents?
What are some of the implications for parents whose child has special educational
needs?

What are some of the barriers to working in partnership with parents? What are
some of the ways forward?



References:

Beck, A., & Hastings, R. P. (2000). The negative and the positive in families of
children with severe disabilities, The SLD Experience, 39(Summer), 6-9.

Bruce, E., & Schultz, C. (2002). Non-finite loss and challenges to communication
between parents and professionals. British Journal of Special Education, 29(1),
9-13.

Hess, R. S., Molina, A. M., & Kozleski, E. B. (2006). Until somebody hears me:
parent voice and advocacy in special educational decision making. British Journal of
Special Education, 33(3), 145-157.

Hornby, G. (1989). A model of parent participation. British Journal of Special
Education, 16(4), 161-162.

Hornby, G. (2000). Working with Parents of Children with SEN. London: Cassell.
Lipton, C., & Sheppard, C. (2000). A contradiction in terms? An evaluation of a single
agency home-school support project. British Journal of Special Education, 27(4),
186-196.

Nelson, D., Howard, V. F., & McLaughlin, T. F. (1992). Empowering parents to
become advocates for their own children with disabilities. International Journal of
Special Education, 7(1), 295-305.

Norwich, B., Griffiths, C. & Burden, B. (2005). Dyslexia-friendly schools and parent
partnership: inclusion and home-school relationships. European Journal of

Special Needs Education, 20(2), 147-165.

Pinkus, S. (2003). All talk and no action: transforming the rhetoric of parent
professional partnership into practice. Journal of Research in Special Educational
Needs, 3(2), 115-121.

Russell, F. (2003). The expectations of parents of disabled children. British Journal
of Special Education, 30(3), 144-149.

Russell, F. (2005). Starting school: the importance of parents" expectations. Journal
of Research in Special Educational Needs, 5(3), 118-126.

Russell, P. (2004). Parents as partners — or part of the problem? The SLD
Experience, 39(Summer), 24-30.

Wolfendale, S. (Ed.) (2002). Parent Partnership Services for Special Educational
Needs; Celebrations and Challenges. London: David Fulton.

10 June: Addressing the balance: inclusion and equity Olga Miller

This session will encourage participants to consider some of the issues which
managers might face when promoting disability equality. In England and Wales a
new specific duty to promote disability equality extended the DDA requirements on
schools. But what is disability equality? Why didn“t earlier legislation such as the
Special Educational Needs and Disability Act (SENDA) work and how can data help
us avoid making false assumptions.

References:

Disability Rights Commission, The Duty to Promote Disability Equality: Statutory
Code of Practice 2005 England and Wales, drc-gb.org

Cooper, P. (1996) Are Individual Education Plans a waste of paper?“ British Journal
of Special Education, 23,(3) (September 1996)

Crowther, D., Dyson, A. & Millward, A. (1998) Costs and outcomes for pupils with
moderate learning difficulties in special and mainstream schools. DfES research



report RR89

Davis, P., Florian, I. et al (2004) Teaching strategies and approaches for pupils with
special educational needs: a scoping study. DfES research report 516

Dee, L., Florian, L., Porter, J., & Robertson, C. (2004) Developing a person-centred
curriculum for 16 to 24-year-olds experiencing difficulties in learning. The SLD
Experience, Spring 2004, 8-17.

DfES National Statistics Bulletin (2003) ,Statistics of Education: pupil progress by
pupil characteristics: 2002". From DfES website

DfES National Statistics First Release (25 November 2004) Special educational
needs in England: January 2004 SFR 44/2004 From DfES website
www.dfes.gov.uk/rsgateway/DB/SFR/

Farrell, P., Critchley, C. & Mills, C. (1999) The educational attainments of pupils with
emotional and behavioural difficulties. British Journal of Special Education, 26(1)
(March 1999)

Florian, L., Rouse, M., Black-Hawkins, K. & Jull, S. (2004) ,What can national data
sets tell us about inclusion and pupil achievement?® British Journal of Special
Education, 31(3), 115-121

Lindsay, G., Pather, S., Strand, S. (2006) Special Educational Needs and Ethnicity:
Issues of Over- and Under-Representation. DfES Research Report RR757

Miller, O., Keil, S., Cobb, R. (2005) A Review of the Literature on Accessible
Curricula, Qualifications and Assessment. Disability Rights Commission, drc-
gb.org/docs

Special Educational Needs and Disability Act 2001

President's Commission on Excellence in Special Education (2001) Report: A New
Era: Revitalizing Special Education for Children and Their Families

17 June: Inter-agency collaboration Julie Radford

Saving children from harm has become a national priority in recent years. Despite
the re-organisation of services since Every Child Matters and the introduction of new
integrated systems, collaboration is still hard to achieve. We shall explore some of
the challenges and unresolved issues facing schools, local authorities and
social/health services in their attempt to work together effectively. We shall also
discuss some of the integrated systems that are currently in place (lead professional;
ContactPoint; common assessment framework). Strategies to promote better
partnerships will be considered.

References:

Bercow, J. (2008). Review of services for children and young people (0-19) with
speech language and communication needs. Interim report
www.Dfes.gov.uk/bercowreview

Cheminais, R. (2007). How to achieve the Every Child Matters standards. London:
Paul Chapman.

Cheminais, R. (2006). Every Child Matters: A practical guide for teachers. London:
David Fulton.

Dagley, V., Howe, A., Salter, C., Brandon, M., Warren, C., & Black, J. (2007).
Implications of the new ,Common Assessment Framework" and ,Lead Professional”
working for pastoral care staff in schools. Pastoral Care, March, 4-10.

DfES (2003). Every Child Matters. London: Department for Education and Skills.



www.everychildmatters.gov.uk

Gascoigne, M. (2008). Change for children with language and communication needs:
creating sustainable integrated services. Child Language Teaching and Therapy,
24, 133-154.

Hartas, D. (2004). Teacher and speech and language therapist collaboration: being
equal and achieving a common goal. Child Language Teaching and Therapy,
20(1), 33-55.

Lacey, P. (2001). Support Partnerships: Collaboration in Action. London: David
Fulton.

McConkey, R. (2002). Reciprocal working by education, health and social services:
lessons for a less travelled road. British Journal of Special Education, 29(1), 3-8.
Radford, J., Law, J., Soloff, N., Lindsay, G., Peacey, N., Gascoigne, M., & Band, S.
(2003). Collaboration between LEA and SLT managers for the planning of

services to children with speech and language needs. Educational Management

& Administration, 31(1), 83-95.

Soan, S. (2005). Are the needs of children and young people with social, emotional
and behavioural needs being served within a multi-agency framework? Support

for Learning, 21(4), 210-215.

24 June and 1 July: Identification and Management of Stress Derek May

These two sessions in the module are closely interlinked. Each includes both
theoretical academic input and discussion, and an opportunity for practical work.
Although the main focus is upon the identification and management of stress in
teachers, material relevant to stress among special needs students and their families
is also covered. Special attention will be paid to ,burnout®, a word sometimes used
interchangeably with ,stress" but which also refers to a distinctive form of strain.
There will be a focus on stress. From the first to the second week emphasis shifts
from the identification /assessment of stress and coping to possible management
and intervention strategies designed to alleviate stress. Recognition of heightened
stress in colleagues or even in oneself is not necessarily the simple task it may seem
at first sight. A variety of concealment and self defensive mechanisms may operate.
Certainly, though, if we are to recognise stress in others or ourselves we must first
be clear what stress is, its nature and texture. Beyond smart definitions, we must
seek adequate ways of conceptualising and modelling the biological, psychological
and social processes involved. Understanding these will put us in a stronger position
to intervene to control and manage stress. The session in Week 9 will explore
various models of stress and individual vulnerability. Module participants will have
opportunities to reflect upon their own experience of stress at a

phenomenological level, to try out some questionnaire methods of assessment and
to consider which of the models presented may best throw light on the processes
involved. The session will close with a practical exercise designed to investigate
stress coping strategies in a colleague. The session in week 10 will discuss the
practical exercise and then consider possible ways of strengthening individual coping
resources as well approaches to intervention at individual, group (family) and
organisational level. A tutor led presentation will lead on to a practical stress
relaxation techniques exercise and group discussion/plenary presentation of two
brief case examples.



Selected References (* indicates useful starting points)

Bedfordshire EPS (1999) Ciritical Incidents Stress Debriefing. Beds: Beds Psy
Service.

*Brown, M., & Ralph, S. (1994). Managing Stress in Schools: Effective Strategies for
Teachers. London: Northcote House

Carlyle, D., & Woods, P. (2002). Emotions of Teacher Stress. Stoke: Trentham
Books

Cooper, C. L., Dewe, P. J., & O"Driscoll, M. P. (2001). Oranizational Stress. Chs.
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Understanding Specific Learning Difficulties (Dyslexia) Module 1

Summer Term 2010: workshops on 2 week-ends: Thursday to Saturday
Dates: 29, 30 April and 1 May and 10-12 June
Time: 9.30-4.30pm

Module aims

o Have enhanced knowledge, understanding and awareness of theoretical
models of the processes underlying printed word recognition and production
in skilled readers and spellers, and the ways in which these processes might
develop in children.

o To provide a systematic introduction to recent theoretical advances in critically
understanding the cognitive processes involved in reading and writing, and
their development in children.

o To provide evidence from research and theories to critically evaluate the
nature of specific learning difficulties and analyse the implications for
identification of learners with Specific Learning Difficulties.

Intended learning outcomes

By the end of the module participants should:

o Have enhanced knowledge, understanding and awareness of theoretical
models of the processes underlying printed word recognition and production
in skilled readers and spellers, and the ways in which these processes might
develop in children.

o Understand and critically evaluate the proposed causes and explanations of
specific learning difficulties (dyslexia) and the implications of these for practice
with children.

o Have enhanced knowledge and understanding of research based theoretical

perspectives and have the ability to apply this knowledge to an analytical
understanding of the processes used by children struggling with reading and
spelling.

o Develop self-reflection in applying new knowledge and understanding to
practice

Assignment

Assignment should enable participant:

1. To demonstrate a critical understanding of the proposed causes and
explanations of specific learning difficulties (dyslexia) and the implications of
these for practice with children.

2. To demonstrate a critical understanding of current models of skilled word
reading and spelling and how this can be applied to reading and spelling
problems

3. To critically reflect on own professional development

This 5,000 word assignment, in total, will offer opportunities both to review
theoretical material on reading writing and spelling difficulty and related difficulties,
and to apply theoretical approaches to assessment choices in participant®s
educational context.



Titles:

Part 1

o Why do some children find it hard to learn to read and or spell correctly? What
can research tell us about effective ways of helping children with reading and
or writing and spelling difficulties. (4,000 words)

Part 2

o Is dyslexia a myth? With reference to current research and theories of
dyslexia make a case to support your argument. (1,000 words.)

Key References for Understanding SpLD Module 1:

Caravolas, M., Hulme, C., & Snowling, M. J. (2001). The foundations of spelling
ability: Evidence from a 3-year longitudinal study. Journal of Memory and Language,
45, 751-774.

Coltheart, M. (2006). Dual route and connectionist models of reading: an overview.
London Review of Education, 4(1), 5-17

Ehri, L. (2002). Reading processes, acquisition, and instructional implications. In G.
Reid & J. Wearmouth (Eds), Dyslexia and literacy: theory and practice.

Chichester: John Wiley.

Locke, A., Ginsborg, J. & Peers, I. (2002). Development and disadvantage:
implications for the early years and beyond. International Journal of Language

and Communication Disorders, 37, 3-15.

Muter, V. (2003). Early Reading Development and Dyslexia. London: Whurr
(Particularly ch 2)

Rose, J. (2009). Identifying and Teaching Children and Young People with Dyslexia
and Literacy Difficulties. DCSF Dyslexia Report.

Rose, J. (2006). Independent Review of the Teaching of Early Reading: Final
Report. Nottingham: DfES. (Appendix 1 by R. Stainthorp and M. Stuart)
Seidenberg, M. (2002). Using connectionist models to understand reading and
dyslexia. In R. Stainthorp & P. Tomlinson (Eds), Learning and Teaching Reading.
Leicester: British Psychological Society. (all chapters excellent in this book)
Snowling, M., & Hulme, C. (2006). Language skills, learning to read and reading
intervention. London Review of Education, 4(1), 63-76.

Snowling, M., & Hulme, C. (Eds.) (2005). The science of reading: A handbook.
Oxford: Blackwell.

Stuart, M. (2006). Learning to read. professorial lecture. London: Institute of
Education [Maj Jab STU]

Stuart, M. (2006) Learning to read: developing processes for recognising,
understanding and pronouncing written words. London Review of Education,

4(1), 19-29.



SESSIONS
1st Part

Introduction Session
Thursday am 10:30 - 12:30 Gill Brackenbury

Welcome and Introduction to the course and module 1.
Assignment requirements

The role of printed word recognition in reading

The session will explore current research findings and their implications for
understanding how children acquire and develop reading skills. We will
explore different theoretical models, including the dual route model,
phonological deficit hypothesis and connectionist theories.

Session 1
Thursday pm 1:30 — 4:30 Gill Brackenbury

The role of printed word recognition in reading continued

Session 2
Friday am 9:30 — 12:30 Julie Dockrell

Language development and its relation to reading and writing

How is an understanding of the structure of language a foundation for the
acquisition of early reading and writing skills? We will explore the
development of and difference between syntax and phonology and
articulatory and phonological difficulties. We will examine the links between
oral language skills and the production of written text.

Session 3
Friday pm 1:30 - 4:30 Gill Brackenbury

The development of printed word recognition:

We will critically discuss reading development and the developmental
theorists and consider the links to practice from these theoretical
explanations.

Session 4
Saturday am 9:30 — 12:30 Gill Brackenbury

Theories of reading and listening comprehension
We will critically discuss theories of listening and reading comprehension and
application to the classroom



Session 5
Saturday pm 1:30 - 4:30 Gill Brackenbury

Issues and challenges in the identification of Specific Learning
Difficulties

This session will critically explore definitions of dyslexia from different
theoretical perspectives, exploring cognitive and affective processes
impacting on the identification of pupils with dyslexia.



2nd Part

Session 6
Thursday am 10:00 - 12:30 Gill Brackenbury

Critical appraisal of readings / Tutorials available

Session 7

Thursday pm 1:30 — 4:30 Yvonne Griffiths
Theories of spelling *

We will critically discuss theories of spelling and its development and
application to the classroom

Session 8
Friday am 9:30 — 12:30 Estelle Doctor
Children who have English as an additional language

We will explore different models of how bilingual students acquire literacy and
consider the special language and literacy needs of these students.

Session 9
Friday pm 1:30 — 4:30 Estelle Doctor
Theories underlying working memory and reading*

This session will explore theories of working memory, including
developmental theories and implications for pedagogy

Session 10
Saturday 9:30-12:30 & 1:30-4:30 Yvonne Griffiths & Gill Brackenbury

Writing an assignment. Reflection and review

Tutorials



We are currently applyingt o t he BDA for recognition as Sp
both ATS and AMBDA levels so our students are eligible to be practising assessors
and specialist teacher’”s of children and you

3 Specific Learning Difficulties Module Options

Structure:
o 2 week-ends: Thursday, Friday and Saturday 9.30-4.30 x 2 for each module
o Module 2 and 3 requires completion of module 1 or equivalent and both

involve practical work in a school with a pupil with literacy difficulties.

Timing: We are offering three SpLD options in a unique structure, over a two year
cycle, taught in the Spring and Summer terms:

Module 1 Understanding Specific Learning Difficulties (dyslexia) — Summer
2010

Module 2 Assessment of Specific Learning Difficulties (dyslexia) — Spring 2011

Module 3 Evidence based practice: Specific Learning Difficulties (dyslexia) -
Summer 2011

For more information please contact Gill Brackenbury (g.brackenbury@ioe.ac.uk) or
Yvonne Griffiths (y.griffiths@ioe.ac.uk).



Literacy Development

Course Code: MMALLD_02

e Module Tutor(s): Jackie Masterson
e Assessed by: Coursework

o Credit Value: 30

e Term: Spring

The module includes important precursor concepts and skills that support the
successful development of reading and spelling in young children and a critical
discussion of the role played by these skills and ways to foster them. It introduces
a theoretical framework within which the processes involved in reading and
spelling can be understood; ways of teaching reading and spelling to maximise
pupils' learning; and some of the issues involved in biliteracy. It should be
relevant to primary and secondary teachers who are interested in understanding
how children's literacy skills develop and how they can help children to improve in
this area. It focuses on reading and spelling and it complements the module on
text comprehension and composition which has a focus on writing.



Reading and Spelling Difficulties

Course Code:MMALLD_03

e Module Tutor(s): Jackie Masterson
e Assessed by: Coursework
e Credit Value: 30

e Term: Summer

The module includes material from the fields of psychology, primary education
and special needs, and deals with an important aspect of educational
development. It has been designed to follow the ‘Literacy Development’ module,
and although it is not necessary to have taken this module previously, students
will be expected to undertake some specified pre-reading. The module covers:
diagnosis and classification of specific learning difficulties; a review of different
theoretical perspectives in the nature and origin of difficulties in developmental
literacy skills; early intervention programmes; methods of assessment and
intervention suitable for primary and secondary school pupils and ways of
evaluating the efficiency of such interventions.



Language Development

Spring Term Tuesday 5:30 - 8:30pm

Module Co-ordinator: Dr Julie Radford

Module tutors: Gill Brackenbury, Prof. Julie Dockrell, Dr Yvonne
Griffiths, Prof. Jackie Masterson, Dr Julie Radford, Dr

Matthew Saxton

Tutors’ contact details:

Gill Brackenbury g.brackenbury@ioe.ac.uk
Prof Julie Dockrell j.dockrell@ioe.ac.uk

Dr Yvonne Giriffiths y.griffiths@ioe.ac.uk

Prof Jackie Masterson j.-masterson@ioe.ac.uk
Dr Julie Radford j-radford@ioe.ac.uk
Matthew Saxton m.saxton@ioe.ac.uk
Aims

This module aims to provide participants with opportunities to:

o enhance knowledge and understanding of a range of theories that explain the
processes and mechanisms of language development.
o explore evidence from research regarding current debates and issues of

controversy in the field of language development (and speech, language and
communication difficulties in strand 2).

Intended learning outcomes:

On successful completion of this module participants should be able to:

o demonstrate enhanced understanding of cognitive, linguistic and social
theories of language development and the interplay between them;

o critically evaluate recent theories and research evidence concerning language
development and (in route 2) speech, language and communication difficulties
in children;

o prepare, orally and in writing, critical and informed arguments about significant

issues in language development and (in route 2) speech, language and
communication difficulties in children.

Assignment

Length: 5,000 words

Hand-in deadline: Thursday 22 April 2010
Hand-in deadline for draft plan (max 2 pages): Thursday 18 March 2010

Any assignment in which the word count falls 10% above or below the set
length (5,000 words) will automatically fail.


mailto:m.saxton@ioe.ac.uk

Assignment titles

1. Is there good evidence that the noun bias in children's early vocabulary
acquisition is true for all languages? (JM)
2. Pragmatics (JR) ‘Social communication...encompasses both the formal

aspects of pragmatics, social inferencing and verbal social interactions’
(Adams, 2008). Discuss how these factors interplay in the development of
social competence. With reference to language pragmatics, how might
children with special educational needs be disadvantaged socially and in the
classroom?

3. Specific language difficulties (JR)
Discuss what is meant by the label ,specific speech and language difficulty".
How might such children present in a classroom setting? Consider the
evidence concerning how teaching and learning may be adapted to facilitate
access to the curriculum.

4. Input and Interaction (MS)
Is exposure to Child Directed Speech a necessary ingredient in the acquisition
of a first language?

5. Syntactic Development (MS)
How does the constructivist approach to syntax acquisition tackle the Poverty
of Stimulus problem outlined by Chomsky? How successful is the
constructivist approach in this regard?

6. Phonological development (YMG)
Discuss the contribution of cognitive theories of phonological development to
our understanding of language acquisition.

7. Relationship between spoken and written language skills (GB)
Why do poor comprehenders fail to understand text? Discuss with reference
to the literature, illustrating with examples of children identified as poor
comprehenders from your own professional experience.

12 January: Child Language: an overview Matthew Saxton

Language acquisition is a phenomenal achievement. By the time children reach
school age, they have acquired an extraordinarily complex body of linguistic
knowledge. Understanding of several thousand words is matched by an ability to
put these words together in complex sentences at a time when many children
cannot count to 20 or tie their own shoe laces. We will consider some of the major
achievements of the language learning child, including: (1) language learning in
the womb; (2) working out what words refer to; and (4) learning grammar, even
though it is considered, by some, to be unlearnable. The discussion will be set
within the context of the nature-nurture debate, revived in the modern era by
Noam Chomsky.

References:

Chomsky, N. (1975). Reflections on language. London: Temple Smith.
DeCasper, A. J., & Spence, M. J. (1986). Prenatal maternal speech influences
newborns" perception of speech sounds. Infant Behavior and Development,
9(2), 133-150.

Quine, W. V. O. (1960). Word and object. Cambridge, MA: M.L.T. Press.



19 January: Input and Interaction Matthew Saxton

In this session we will examine Child Directed Speech (CDS), the special register
adopted when talking to young children. CDS is characterised by special forms of
linguistic input and interaction. We will explore the role of CDS in child language:
the extent to which it is necessary and/or facilitative in development. In so doing,
we will consider individual differences in CDS, including the influence of
socioeconomic status on the amount and quality of language children hear.
Finally, we will assess the status of input and interaction in current theories of
child language development.

References:

Hoff, E. (2006). How social contexts support and shape language development.
Developmental Review, 26(1), 55-88.

Rowe, M. L., & Goldin-Meadow, S. (2009). Differences in early gesture explain
SES disparities in child vocabulary size at school entry. Science, 323(5916),
951-953.

Saxton, M. (2009).The inevitability of Child Directed Speech. In S. Foster-Cohen
(Ed.), Advances in language acquisition. London: Palgrave Macmillan.

Saxton, M. (2010). Child language: Acquisition and development. London: Sage.
(Chapter 4: Input and interaction: Tutorials for toddlers).

26 January: Phonological development Yvonne Griffiths

Phonology is concerned with the perception and production of sounds used in
language. To be effective communicators infants need to learn which sounds are
important in the language they hear. One of the first challenges facing the infant is
the ,segmentation problem®. How does the infant identify the smallest units of
sound (phonemes) within words they hear in the undifferentiated speech stream?
We will also consider the challenge of word segmentation. In writing there are
white spaces between each word, but spoken language has no such neat
divisions. Speech production development (babbling and articulation) and its
relationship with perception will be discussed, before we consider the significance
of these developmental changes for later language acquisition.

References:

Kuhl, P. K. (2004). Early language acquisition: cracking the speech code. Nature
Reviews Neuroscience, 5, 831-843.

Polka, L., Rvachew, S., & Mattock, K. (2007). Experiential Influences on Speech
Perception and Speech Production in Infancy. In E. Hoff and M. Shatz (Eds.)
Blackwell Handbook of Language Development (pp. 244-254). Oxford:
Blackwell.

Saffran, J. R., Aslin, R. N., & Newport, E. L. (1996). Statistical learning by 8-
month-old infants. Science, 274(5294), 1926-1928.

Saxton, M. (2010). Child language: Acquisition and development. London: Sage.
(Chapter 5: Language in the First Year: Breaking the Sound Batrrier).

Werker, J. F., & Yeung, H. H. (2005). Infant speech perception bootstraps word
learning. Trends in Cognitive Sciences, 9(11), 519-527.



2 February: Lexical and semantic development Julie Dockrell

This session will consider how children learn the meanings of new words and the
ways in which semantic representations of lexical items develop over time. The
distinction between depth and breadth of vocabulary will be evaluated and the
ways in which specific aspects of the lexicon support literacy and learning
examined.

References:

Bloom, P. (2000). How children learn the meanings of words. Cambridge, MA: MIT
Press.

Booth, A. E., & Waxman, S. R. (2002). Word learning is smart: evidence that
conceptual information affects preschoolers' extension of novel words.
Cognition, 84, B11-B22.

Dockrell, J. E., & Messer, D. (2004). Later vocabulary acquisition. In R. Berman
(Ed.), Language development across childhood and adolescence:
Psycholinguistic and crosslinguistic perspectives. Trends in Language
Acquisition Research 3 (pp 35-52). Amsterdam: John Benjamin.

Jerger, S., Martin, R. C., & Damian, M. F. (2002). Semantic and phonological
influences on picture naming by children and teenagers. Journal of Memory
and Language, 47(2), 229-249.

Nagy, W., & Herman, P. (1987). Depth and Breadth of vocabulary knowledge:
Implications for acquisition and instruction. In M. G. McKeown and Curtis M.

E. (Eds), The nature of vocabulary acquisition. Hillsdale, NJ: Erlbaum.

9 February: Syntactic development Matthew Saxton
Grammar is the system of rules that dictate how we put words together into
sentences. It is a rich, highly complex and highly abstract system that nativists
consider unlearnable. The so-called argument from poverty of the stimulus (APS)
is advanced in support of this position — the idea that the linguistic environment
does not provide sufficient information to allow the child to acquire grammar. We
will consider evidence in support of this position and also its natural consequence,
the idea that grammar (so-called Universal Grammar) is innate (Chomsky). We
will also consider a non-nativist account of grammar acquisition that has risen to
prominence in the past 15 years, the constructivist approach of Tomasello.

References:

Ambridge, B., Rowland, C. F., & Pine, J. M. (2008). Is structure dependence an
innate constraint? New experimental evidence from children"s complexquestion
production. Cognitive Science, 32, 222—-255.

Chomsky, N. (1999). On the nature, use, and acquisition of language. In W. C.
Ritchie & T. K. Bhatia (Eds.), Handbook of child language acquisition (pp33-

54). San Diego: Academic Press.

Snyder, W. (2007). Child language: The parametric approach. Oxford: Oxford
University Press.

Tomasello, M. (2003) Constructing a language: A usage-based theory of language
acquisition. Cambridge, MA: Harvard University Press.



16 February: Pragmatic development Julie Radford

Pragmatics, most simply, concerns how language is used in social contexts.
Pragmatic development will be explored in terms of the complex range of skills
associated with how children become proficient at social communication. These
skills include the ability to take turns, initiate conversational topics, repair
breakdowns in communication, make social inferences and use conventional
forms of politeness. Some of the behaviours and attitudes frequently attributed to
children with social emotional and behavioural difficulties (sebd) are re-considered
in terms of problems in developing pragmatic skills. A grasp of pragmatic
development is also essential for understanding children with autism.

References:

Adams, C. (2002). Practitioner review: The assessment of language pragmatics.
Journal of Child Psychology and Psychiatry, 43(8), 973-987.

Adams, C. (2008). Intervention for children with pragmatic language impairments.
In C. Norbury, B. Tomblin and D. Bishop (Eds.) Understanding

Developmental Language Disorders: From Theory to Practice (pp. 189-204).
Hove: Psychology Press.

Becker Bryant, J. (2005). Language in social contexts: the development of
communicative competence, In J. Berko-Gleason (Ed.), The development of
language. Boston, MA: Allyn and Bacon.

Gilmore, J., Hill, B., Place, M., & Skuse, D. (2004). Social communication deficits
in conduct disorder: a clinical and community survey. Journal of Child
Psychology and Psychiatry, 45(5), 967-978.

Ninio, A., & Snow, C. (1996). Pragmatic development. Boulder: Westview Press.
Chapter 1 ‘What is pragmatics?’ Chapter 7 ‘Children as conversationalists’

Participants are required to select either the theoretical or the applied block
for the next 3 weeks. Movement between sessions is not possible.

THEORETICAL STRAND
23 February Julie Dockrell / Jackie Masterson
Controversies in vocabulary acquisition

Studies of vocabulary acquisition have indicated that young children learn nouns
more readily than verbs. Interpretations have included the Natural Partitions
Hypothesis (e.g., Gentner, 1982; 2006; Gentner & Boroditsky, 2001), greater
grammatical complexity of verbs compared to nouns (e.g., Goldberg, 1998;
Gleitman, 1993), and the nature of care-giver input (e.g., Goldfield, 1993;
Sandhoffer, Smith & Luo, 2000). However, the universality of the noun advantage
has been called into question by research conducted in Mandarin, Korean and
Tzeltal (e.g., Gopnik, Choi & Baumberger, 1996; Kim, McGregor & Thompson,
2000; Tardif, Gelman & Xu, 1999). In these languages the noun advantage either
does not exist or its magnitude is greatly reduced in comparison to English. The



session will cover the hypotheses and research surrounding this area.

References:

Hirsh-Pasek, K.j & Golinkoff, M. R. (Eds.) (2006). Action meets word: How
children learn verbs. Oxford: Oxford University Press.

Kauschke, C., Lee, H.-W., & Pae, S. (2007). Similarities and variation in noun and
verb acquisition: A cross-linguistic study of children learning German, Korean

and Turkish. Language and Cognitive Processes, 22, 1-28.

2 March Matthew Saxton
Current debates in syntactic development

This session will explore the nature-nurture debate as it applies to the acquisition
of grammar. We will consider what, if anything, is unique about language
acquisition as a cognitive achievement, with reference to the recent exchange
between Chomsky and Pinker. In considering this issue we will make reference to
animal learning. Can dogs acquire words? Can rats acquire grammar?

References:

Hauser, M., Chomsky, N., & Fitch, T. (2002). The faculty of language: What is it,
who has it, and how did it evolve? Science, 298(5598), 1569-1579.

Kaminski, J.; Call, J., & Fischer, J. (2004). Word learning in a domestic dog:
Evidence for "fast mapping.” Science, 304(5677), 1682-1683.

Murphy, R. A., Mondragon, E., & Murphy, V. A. (2008). Rule learning by rats.
Science, 319(5871), 1849-1851.

Pinker, S., & Jackendoff, R. (2005). The faculty of language: What's special about
it? Cognition, 95(2), 201-236.

9 March Yvonne Griffiths
Current issues in phonological development

How does a child acquire its sound system? Current linguistic theories of
phonological development will be discussed, including: structuralist theories, ruleand
constraint-based theories, child-centred theories, biological theories and
usage-based phonology. The need to consider individual differences and the role

of cognitive foundations (e.g., learning and memory) in phonological development
will be a focus of this session.

References:

Snowling, M., & Hulme, C. (1994). The development of phonological skills in
children.

Philosophical Transactions of the Royal Society of London, B346, 21-27.
Stoel-Gammon, C., & Vogel Sosa, A. (2007). Phonological development. In E.Hoff
and M. Shatz Edn. Blackwell Handbook of Language Development (pp. 244-
254). Oxford: Blackwell.



Velleman, S. L., & Vihman, M. M. (2006). Phonological development in infancy
and early childhood: Implications for theories of language learning. In M.C.
Pennington (Ed.), Phonology in Context (pp. 25-50). Luton: Macmillan.

APPLIED STRAND

23 February Julie Radford
Introducing speech language and communication delay / difficulties

How are children with speech and language delay or difficulties defined and
classified? The answer to this question remains confusing because the
terminology used depends on the perspective of the researcher or professional.
How are language difficulties explained? There are various accounts, although no
single explanation is adequate because of the differences between children. A
clear understanding of the various strands of research is important, however, in
order to interpret the identification and assessment approaches used by therapists
and education staff. Some of the implications of specific speech and language
difficulties for performance in the classroom will be explored.

References:

Botting, N., & Conti-Ramsden, G. (2004). Characteristics of children with specific
language impairment. In L. Verhoeven & H. van Balkom (Eds.), Classification

of developmental language disorders (pp. 309-326). Mahwah,NJ: Lawrence
Erlbaum Associates.

Gillam, R., & Hoffman, L. (2004). Information processing in children with specific
language impairment. In L. Verhoeven & H. van Balkom (Eds.), Classification

of developmental language disorders (pp. 137-157). Mahwah,NJ: Lawrence
Erlbaum Associates.

Paul, R., & Bruni, P. (2006). Language Disorders from infancy
throughadolescence: Assessment and intervention. Elsevier Science.

Chapter 1: Definitions and models (pp. 3-19); Chapter 2: Principles of
assessment (pp. 20-58).

Vance, M. (2008). Short-term memory in children with developmental language
disorder. In C. Norbury, B. Tomblin, and D. Bishop (Eds.), Understanding
Developmental Language Disorders: From Theory to Practice (pp. 23-38).
Hove: Psychology Press.

2 March Gill Brackenbury and Yvonne Griffiths
Relationship between spoken and written language difficulties

The first half of the session will consider the hypothesis that a primary cognitive
cause of dyslexia is a core phonological deficit. Evidence from research
investigating speech perception and production skills in dyslexia will be reviewed,
and possible causal models will be outlined.

The second half of the session will critically discuss theories of listening and



reading comprehension and explore how successful comprehenders self monitor
their own comprehension. We will identify some of the significant problems faced
by poor comprehenders; such as identifying the main idea, integrating information
and drawing inferences from a text. We will examine the links from research
findings to application to the classroom.

References:

Phonological skills and dyslexia

Boada, R., & Pennington, B. F. (2006). Deficient implicit phonological
representations in children with dyslexia. Journal of Experimental Child
Psychology, 95, 153-193.

Hulme, C., & Snowling, M. J. (2009). Developmental Disorders of Language,
Learning and Cognition. Wiley-Blackwell. [Chapter 2]

Ramus, F., & Szenkovits, G. (2008). What phonological deficit? Quarterly Journal
of Experimental Psychology, 61(1), 129-141.

Reading comprehension

Cain, K, Oakhill, J., & Bryant P. (2000). Phonological skills and comprehension
failure: A test of the phonological processing deficit hypothesis. Reading and
Writing: An Interdisciplinary Journal 13, 31-56

Cain, K., Oakhill, J., Barnes, M., & Bryant, P. (2001). Comprehension
skill,inference making ability and their relation to knowledge. Memory and
Cognition, 29(6), 850-859.

Cain, K., Oakhill, J., & Bryant, P. (2004). Children's Reading Comprehension
Ability: Concurrent prediction by working memory, verbal ability and
component skills. Journal of Educational Psychology, 96(1), 31-42.

Nation, K., & Snowling, M. (1998). Semantic processing and the development of
word processing skills: Evidence from children with comprehension

difficulties. Journal of Memory and Language, 39(1), 85-101.

Nation, K., & Angell, P. (2006). Learning to read and learning to comprehend
London Review of Education, 4(1) pp. 77-87.

9 March Introducing language interventions Julie Radford

Language intervention is a developmental issue in so far as the age and cognitive
level of the child need to be taken into account. Teaching decisions also depend
on the child"s individual language profile. If the child is in school, one priority is to
createa‘ communi c at i cenviroprmeptgothataccess to the curriculum
is facilitated. How to create such an environment is explored as well as evidence
about training class-based staff. In addition, some children require specialist
interventions to address specific problems with speech processing, grammar,
receptive and expressive vocabulary and narrative skills. We shall explore the
evidence base with respect to each area of need.

References:
Cirrin, F., & Gillam, R. (2008). Language intervention practices for school-aged

children with spoken language impairments. Language Speech and Hearing
Services in Schools, 39(1), 110-137.



Dockrell, J., Stuart, M., & King, D. (2006). Implementing effective oral language
interventions in pre-school settings. In J. Clegg, and J. Ginsborg (Eds.),
Language and Social Disadvantage: theory into practice. West Sussex: John
Wiley and Sons.

Ebbels, S. (2008). Improving grammatical skill in children with specific language
impairment. In C. Norbury, B. Tomblin and D. Bishop (Eds.), Understanding
Developmental Language Disorders: From Theory to Practice (pp. 149-174).
Hove: Psychology Press.

Nash, M., & Donaldson, M. (2005). Word learning in children with vocabulary
deficits. Journal of Speech, Language and Hearing Research, 48, 439-459.
Radford, J. (2009). Practices of other-initiated repair in the classrooms of children
with specific speech and language difficulties. Applied Linguistics, 30,

Radford, J., Ireson, J., & Mahon, M. (2006). Triadic dialogue in oral
communication tasks: What are the implications for language learning?
Language and Education, 20(3), 191-210.

All participants need to attend the final session
16 March Module overview Julie Radford
This session will draw together key elements of the module and provide the

opportunity for students to reflect on current debates and ongoing issues in
developmental language research.



All participants whether following the City or Institute route will be expected to
complete a dissertation to receive the award of an MSc. Students will be
expected to complete all of their taught modules in the first two years of the
Course and their dissertation in the third year of study.

Dissertation

What is a Joint Professional Practice Dissertation?

A dissertation offers you the opportunity to conduct a piece of research of
personal and professional interest. It can be the most satisfying part of your
course. A joint professional practice dissertation differs from a standard
dissertation in that professionals are encouraged to select a topic with emphasis
on joint professional practice. Some students have gone on to present their work
at UK or international conferences whilst others have published them in academic
journals. Several have found the experience convinced them to register for a
research degree.

You need to let the programme directors know at the beginning of your final year
when you intend to start and complete the dissertation. You and your supervisor
will develop your project from a set of ideas to a research question to an
empirical study and then a written product. The research project can also be
stressful if you experience difficulties in getting relevant literature, if your initial
ideas or plans have to be modified or abandoned, if you have difficulty accessing
your proposed sample, analysing your data, or your files get corrupted. Most of
these difficulties can be circumvented with adequate planning and discussions
with your supervisor. You can choose a supervisor from either the department of
Language and Communication Science or the Institute of education.

The dissertation has two parts: a research proposal of 3,000 words and the final
dissertation of 13,000- 15,000 words (excluding references and appendices).
The word limit can only be exceeded with the approval of the board of examiners.
Two copies must be submitted to Kim Reynolds at 25 Woburn Square
within 12 months of completion of the final module. The final exam board
takes place in October each year, so you need to submit by 1st September at the
latest if you wish to be examined at this board. The library copy must be hard-
bound.

A good text to get you started is the following:

Robson, C. (2002). (2nd edn.) Real World Research. Oxford: Blackwell.
Student support: you will be supported throughout all phases of the dissertation
by your supervisor. You can expect a total of 15 hours support during the year in
which the dissertation is researched and written. This will consist of 5 hours direct
supervision contact time, 5 hours of the supervisor's time for reading and
commenting on draft chapters, 5 hours of collective support in relation to study



skills. Excessive dependence on the supervisor will be taken into consideration in
the assessment of the dissertation.

AIMS
1.

2.

To provide an introduction to research methodology and to equip students
with some initial confidence in writing a research proposal.

To extend and deepen knowledge of research methodology and equip
students with the basic foundation research skills to design and implement
an empirical research dissertation/project.

To give some practical, hands-on experience of addressing a particular
research question. Such experience should help to give a deeper
understanding of the existing research literature as well as some useful
experience for carrying out research in the future.

To familiarise students with the task of structuring their ideas to meet the
requirements of the standard framework for reporting research. This
framework is a logical ordering of the progression of ideas from initial
research questions, through methods used to obtain answers, to
presentation of results and discussion and interpretation of findings.

This guide will cover the phases of a project with a recommended timetable with
additional advice about writing up, details about the formal requirements, and
explain how the examiners evaluate your work.

Phases of aresearch project

There are seven phases of a research project

1
2
3.
4,
5
6
7
8

Identifying an area of research and a supervisor

. Formulating research questions

Operationalisation
Research proposal

. Obtaining ethical approval

Collecting data
Analyzing data
Feedback to participants and participating institutions

First phase: identifying an area of research and a supervisor

If you have a strong area of interest then this may be easy. If not, seek inspiration

from:
[ ]
[ ]

personal or professional experience;

your own reading of the research literature;

continuing and extending ideas from course material or earlier research
carried out at undergraduate level,

topics presented by past students;



e consultation with a course tutor who broadly shares your interests. An
ongoing research project which you may be able to complement;

e contemporary issues of concern;

e information about research within the School of Psychology and Human
Development (project hustings in October) and at City University.

You should aim to identify a topic that concerns the application of collaborative
practice concerning provision for children and young people with speech,
language and communication needs, as far as possible. You need to think
through the reasons why it is important and worth studying. It is also useful to
have a reserve topic to fall back on if there are problems with your original idea,
such as gaining access to a relevant sample.

It is your responsibility to make initial contact with a potential supervisor from
either institution, either by email or in a brief meeting. It is also your responsibility
to maintain on-going contact and to provide written material for comment. In the
autumn term, prior to your final module, you will be invited to a hustings at the
Institute of Education when you will gain an indication of staff interests. You also
need to consult the web pages of tutors at both universities to gain an overall
indication of interests. If you have a topic in mind that is not presented, feel free
to approach the person whose interest is the closest. Occasionally, we can link
you with a member of staff from somewhere else in the Institute of Education or
City University. You need to inform the programme directors when you have
identified a supervisor.

Second phase: formulating research questions

Having identified your research area, you need to read the current literature. Your
supervisor will be able to suggest some if the area is closely allied to their own
interests. Computer searches using academic search engines such as Pub Med
and the Web of Science can also help to identify relevant journal articles and
books. However, they are still fairly imprecise. For a Master's project, you are not
expected to have a comprehensive knowledge of the literature but you are
expected to know key issues in the area and commonly cited papers. You then
need to keep a record of useful references and what they say in, for example, a
card index, word processing file or Endnote Library. Endnote is available on the
Institute network and has the advantage that it can be used to generate your
reference list when you write up. There are training courses available at the
Institute of Education.

By this time research questions should be emerging. As far as possible these
should reflect issues relating to joint professional practice between health and
education. A good research question for a topic is one that is worth asking and
empirically tractable. What makes a question worth asking may depend on its
importance in contemporary debate and its relation to previous work. What
makes a question empirically tractable is whether it is capable of being answered
through empirical research, given the constraints of time and money you are
working under.



Third phase: operationalisation
As you establish your research question(s), you should consider how you are
going to do the study.

This will involve:

e selecting a method, e.g. observation, interview, case study, questionnaire,
or experiment;

e deciding upon the appropriate details, e.g. observation categories,
guestions, tasks and tests;

e deciding how you will collect the data, e.g. tapes, videos, recording sheets,
or notes;

e deciding upon the sample and sampling technique;

e deciding on an appropriate method of analysis, whether qualitative or
guantitative, or mixed.

Your supervisor will help you crystallise your ideas into a project and comment
constructively on your proposed methods, design, sample size and form(s) of
data analysis. Make sure you are agreed about the details, and the reasons for
the decisions.

Fourth phase: Research proposal (3,000 words)

Once a research question has been decided upon in consultation with the
supervisor, you must prepare a formal research proposal embodying the
following points:

1. Title of proposed project

2. Name of student

3. Justification of the project, that is, what is its relevance to the student's

area of study and/or a particular issue or problem, how will the study

contribute to or develop our understanding of the problem and what

implications (clinical, conceptual or methodological) may result from the

research.

Summary of the project in approximately 100 words.

Brief review of the literature, in approximately 3 pages.

Set out the aims of the study and the research questions.

Describe the research design (including type of research data collection

methods and how you plan to analyse the data). A copy of proposed data

collection methods (e.g. draft questionnaire) should be attached to your

proposal.

List and describe any ethical problems that may affect your research.

State whether or not approval from an ethical committee has to be

obtained.

10. Set out a proposed timetable that covers all aspects of research activity
(e.g. pilot questionnaire, write up results) on a month by month basis. It is
your responsibility to stick to this timescale.

No ok

©



11.The proposal has to be agreed before research can commence.
The proposal should be succinct and clear. Submit two hard copies directly to
your supervisor, who will provide written formative feedback within one month.
The supervisor will confirm acceptance of the proposal. Minor amendments to the
design may be necessary before data collection can commence. The proposal
needs to be included in an appendix of the final dissertation.

Fifth phase: Obtaining ethical approval

You should now be ready to apply for ethical approval. Two factors are
particularly relevant. Firstly, is the project likely to physically or psychologically
harm any participant? Secondly, will a local ethics committee need to give ethical
approval to your research and, if so, how long is this procedure likely to take?
Informed consent of participants is important: For an example of a form see:
http://www.city.ac.uk/ads/ec/wconsent.htm

Students are NOT permitted to begin collecting data until ethical approval has
been received.

Students need to apply to the Ethics Committee of the university where you are
receiving supervision. For students supervised by a member of staff at the
Institute, you can get a form from Anna Brett a.brett@ioe.ac.uk , to whom it
should be returned (26 Woburn Square, room G10). The form requires you to
provide details about the aims, hypotheses, and measurement procedures for
your project and how you will recruit them and obtain informed consent. You are
responsible for submitting the form and dealing with any queries the Ethics
Committee raise. For students supervised at City you can obtain a form from your
supervisor or from the research director, Katerina Hilari at k.hilari@city.ac.uk or
020 7040 4660 You need to send it, together with your research proposal to the
secretary of the ethics committee, Carol Dossett at C.Dossett@city.ac.uk or
02070405763. The committee at City meets 3 times a year.

For some projects, ethical approval may also be required from other institutions,
e.g. NHS for projects accessing participants through NHS services such as
speech and language therapy. Debriefing sessions may also be needed for some
studies. Your supervisor will advise you.

Sixth phase: Collecting data

You should consult your supervisor about what kind of pilot study is needed.
Even if no pilot study is required, in general it is a good idea to practise a
procedure with some people similar to your intended sample to check they
understand your questions or tasks, to see how long it takes, and to organize
yourself for administering it smoothly.


http://www.city.ac.uk/ads/ec/wconsent.htm
mailto:a.brett@ioe.ac.uk
mailto:k.hilari@city.ac.uk
mailto:C.Dossett@city.ac.uk

Once you have Ethics Committee approval for your project, you can contact your
proposed sample to obtain permission. Schools, or other institutions, are under
no obligation to accommodate you. If you are going to work with children in
schools, you should be prepared to explain the purpose of your project to the
head teacher, and the administrative implications. For example you should be
able to state how many children you require, of what ages, for how long, and
whether you want to exclude children with particular characteristics. Schools or
other institutions may reject projects or impose restrictions on what you can do.
For example one hospital would only permit the use of tests and instruments that
had been previously used in published research. Some schools will oppose the
use of standardized tests. Others will try and select children for you.

For some projects, you may be asked to construct and collect parental
permission forms even if the Ethics Committee did not regard them as necessary.
You will certainly have to fit round the institution's internal arrangements, e.g.
hospital/nursery routine, school timetable.

Seventh phase: Analysing data

The exact nature of this phase will clearly depend very much on your data. If your
data are qualitative then the approach you adopt will be very different from
analyzing quantitative data. You may need to transcribe interviews, or videotape,
which is time-consuming. Whatever the approach, however, careful examination
of the raw data is required initially. A good starting point is provided by:

Wright D.B. (2003) . Making friends with your data: Improving how statistics are
conducted and reported. British Journal of Educational Psychology ,
73/1,123-136.

It is your responsibility to carry out the data analysis agreed with the supervisor.
The supervisor will guide you towards an appropriate interpretation of the results
obtained.

Eighth phase: Feedback to participants and participating institutions

At the very least, you should write to thank the participants and or their
institutions for their co-operation. A summary of the project and its results that is
easily accessible can be useful. You may be asked to give a brief presentation
about your project. You will need to respect the confidentiality of any information
and the rights of participants to anonymity.

Timetable

The nature of projects varies considerably, but whatever the project, you must
identify a supervisor in October of the year in which you intend to begin the
project. The deadline for the proposal is the end of the year following completion
of your sixth module. Your supervisor will discuss a manageable timetable with
you.


http://www.ingentaconnect.com/content/bpsoc/bjep

Once you have obtained ethical approval you should be able to write the
introduction and methods sections of your report or dissertation. The following
section covers the writing up of projects.

Your final bound version should be submitted within 12 months of completion of
the final module.

Writing up

You have several tasks in writing up your project. You must guide your reader
from issues in the academic or professional literature to the identification of your
research questions and the rationale for your operationalisation of these
guestions. This is what your Introduction should do. The next is to describe the
design, sample, procedure, and results in enough detail so that the reader knows
what you did with whom and what you found. This is the job of the Method and
Results sections. Finally in your Discussion section you reflect on your results in
the light of your research questions and previous research.

Once you have written all these sections, you can write the Abstract.

Throughout your text you should use non-sexist language. The APA manual
gives useful guidance about this.

Now to consider each section in more detail.

Writing up: Abstract

The abstract should provide a brief comprehensive summary of the project. Use
the abstracts of articles in the International Journal of Language and
Communication Disorders as models. However, you can use up to 300 words
while theirs are typically shorter. From your abstract, your reader should know the
research problem, the subjects, the method, the findings and the implications of
your study. The abstract should be approximately 300 words.

Writing up: Introduction and Literature review

Approximately 3,500 words .How many sections or chapters you use to introduce
your project is not important. What matters is that you

Establish the field by arguing for the centrality of your topic. This may be by
locating your research questions in a context of current research and theoretical
issues or in a context of professional debate

Summarise previous research

Prepare the reader for your research by indicating gaps in previous research and
how your study might fill them or by raising questions about previous research
that your study will try to answer

Introduce your study by stating the purpose and the research questions and,
where appropriate, the research hypotheses

Writing up: Method Section
Approximately 2,000-3,000 words.



The contents of this will vary considerably but you will need at least to describe
who took part, what you used and the procedure you followed. A useful guiding
principle is that you should include enough detail so that some one else could
replicate your study.

Design: The description of the experimental design should include a brief
statement of the method of statistical analysis employed. It should also include
an account of the sampling and control conditions.

Participants: Description of participants. Examples: an unselected group of
10 female postgraduate student volunteers: age, sex and where appropriate
other characteristics (e.g. educational status) of individual students; a randomly
selected group of 15 adults with expressive aphasia mean age 57.5 years, SD
8.2 years, mean post onset period 1.5 years, SD 0.4, educational background —
e.g. the number of years in full time education.

Materials: Description, photographs, sketches and diagrams of any materials
and equipment used. This section should also include details of assessment
techniques, tests and clinical treatment procedures where relevant.

Tests, questionnaires etc.: Where standard tests are used a complete
reference should be given. Where less easily available tests or questionnaires
are used, or where you have developed your own, copies should be included in
the Appendix.

Procedure: The guiding principle here is that the account of the research
procedure should be sufficiently detailed to enable someone else to repeat the
study in the same way as it was originally performed. For example, a verbatim
copy of the instructions given to the subjects is required, together with a record of
the conditions under which the investigation was carried out. There should be
reference to all provisions taken to isolate, control or identify variables such as
fatigue or practice which are present but not of principal concern.

Results

Approximately 3,000 words.

Here you report what you found in an organised and coherent way that
corresponds to the order of your research questions. It can be useful to divide
this chapter into subsections.

If you use tables or figures make sure that they are adequately labelled.
Remember not to simply present tables with no explanatory text. Avoid including
large numbers of tables if possible. Often a brief section of text will be better than
a table.

If you are presenting qualitative findings, it can be useful to present them
thematically, using only the most selective quotes, as appropriate.

Writing up: Discussion and Conclusions



Approximately 3,500 words.

Discussion sections should normally begin with a clear statement of the answers
to your research questions indicated by your results. This should be justified by
referring to particular results but avoid repeating what you have written in the
results section at the same level of detail.

You should relate your results to the work of others and consider the reasons for
any discrepancies. As appropriate, you may consider how your methodology
might be improved.

You may also consider the theoretical and practical implications of your findings.
Be careful not to go too far in what you claim.

If you discuss the direction which future research might take, try to be as specific
as possible about why it is needed, what it should try and achieve, and how it
might be accomplished.

Writing up: References

This section is important. Other people reading your report/dissertation may wish
to follow up your references. If these are incomplete or unclear, they will be
unable to do so a bibliography is not sufficient. All references cited in the text
should be included. In the reference section they must be tabulated in
alphabetical order. There are specific conventions for different kinds of
references, e.g. articles in journals, books, and chapters in books. The APA
Manual (American Psychological Association, 1983,1994) lists them all. The only
respect in which our practice differs from the APA Manual recommendations is
that you need not put England in when it is the country of publication and the
town is a minor one.

Here are some examples:

Cazden, C.B. (2001). Classroom discourse: The language of teaching and
learning. Portsmouth: Heinemann.

Goodman, R. (1997). The Strengths and Difficulties Questionnaire: A research
note. Journal of Child Psychology and Psychiatry, 38, 581-586.

Nunes, T., & Moreno, C. (1998). Is hearing impairment a cause of difficulties in
learning mathematics? In C. Donlan (Ed.) The development of mathematical
skills (pp. 227-254). Hove: Psychology Press.

Writing up: Appendices

The crucial information for your study should be in the main text. You may use an
Appendix for additional information, such as copies of instruction sheets,
guestionnaires, or interview schedules, and further statistical details such as
exploratory data analyses. Do consult your supervisor about whether your write
up needs an Appendix and, if so, what it should contain.

Formal details about presentation



Careful attention should be paid to spelling and clarity of the English employed in
the dissertation. Assessors are understandably critical of dissertations which do
not appear to have been proof-read.

Attention is drawn to the ruling that pronouns which do not refer specifically to a
female or male person should be written as he/she, his/her, him/her, or they.

The dissertation should be presented on A4 bond paper in one and a half line or
double spacing with a minimum of one and a half inch left-hand margin. An
original and one copy should be prepared and submitted to the Departmental
Office at the IOE with a copy on disc. The disc copy will be retained for the
Departmental Library and the other copies may be collected by the student after
the release of the results.

The Student Handbook you received from the Registry at IOE tells you what
should be on your title page (page 1), including the form of words that says
whether people can copy it.

The next page after the title page is where you can put your acknowledgements.
This is optional: glowing praise of your supervisor is not necessary for an A
grade!

The next page has the abstract. The following pages have the Table of Contents,
giving chapter headings and page numbers. If you have subheadings it is useful
to include these as well. Then a list of tables, giving numbers, titles and page
numbers. Then a list of figures, giving numbers, titles and page numbers.

After these, the text starts.

The word lengths for the dissertation is between 13.000-15.000 words. The word
limit can only be exceeded with permission in advance from the Board of
Examiners. To obtain this permission, you will need to present a reasoned case.
Once formally submitted, the dissertation will be read by two members of staff,
one of whom will be the person who supervised the dissertation. When the
examiners have read the dissertation, they may meet to examine the candidate
orally. The examiners’ assessments of the work will be forwarded to the External
Examiner. A final mark for the dissertation will be agreed when the Board of
Examiners meets. Candidates will not be informed of any part of the examiners’
assessments of their dissertation until the University has approved the decision of
the Board of Examiners.

Candidates should note that although the supervisor’s opinions on the quality of

the dissertation are an important factor in deciding whether or not to submit, the

final deci sion on s ub mi andoncerformalssubmibsmn c andi d
has been made, no further feedback can be given nor amendments made.

Publishing protocol
Some students go on to publish their dissertation in a peer reviewed journal.
Usually this requires more work that is done in combination with your supervisor.



The work would normally be published under both the student's and supervisor's
names.

Evaluating your report or dissertation

The following questions represent the kinds of concerns that examiners have
when evaluating a report or dissertation. You may find them helpful in considering
what you are going to write and in evaluating what you have written.

Introduction

Does the writer make clear why the topic is worth studying?

Is the contribution of existing research and theory coherently presented? Is
the relevant literature cited with no obvious omissions?

Are the descriptions of previous studies as detailed as necessary, while
remaining as concise as possible?

Is there a clearly argued link between the general issues and the specific
guestions to be answered by the study?

Is a good case made for the methodology of the study?

Are the methods appropriate to answer the research questions, e.g.
design of study, sample, and procedures?

Method and Results

Is the study reported in such a way that the reader would be able to
replicate it?

Are the results reported concisely and directed towards the research
guestions?

Are the tables and figures adequately labelled and accurate?

Are the statistical analyses appropriate? Are they reported clearly?

Discussion

Does this adequately evaluate the study in terms of the issues raised in
the introduction, and in the light of the experience of conducting it?

Are the findings discussed in terms of the research questions?

Are the implications of design faults or unforeseen problems in conducting
the study considered?

If further research is suggested, is it adequately described and justified?

Presentation

Is the writing clear and economical?
Are the references presented appropriately?
If there are appendices, are they suitably organised?



Checklist for Masters’ Essays and Assignments

Student’s name;

Title of Master’s Course: [ ] MA/MSc Joint Professional Practice

Title of Module:

Title of Essay or Assignment:

Tutor's name:

Please check each of the boxes below to confirm that the essay/assignment meets the
course requirements, then sign the declaration:

(] Your name is written on the essay/assignment

[ ] The title is reproduced on the first page

L] It uses Arial (size 12) font

[] It uses 1.5 line spacing with a margin of 2.5cm

[] The pages are numbered

[] It includes a word count at the end of the text

[] The references conform to the Publication Manual of the American Psychological
Association and all references cited in the text are included in full in the reference list

L] I have proofread the essay carefully and have checked the written English for spelling

and punctuation

Declaration: | confirm that | have read the Course and Institute of Education guidelines
on plagiarism. This essay/assignment is entirely my own work and has not been copied,
or paraphrased from any published or unpublished material. It is written in my own words
throughout, and all the sources used in the text are acknowledged in the reference
section.

Signed:

Date:

Please submit your essay or assignment to Kim Reynolds in 2 paper copies (stapled in
the top left corner but without any plastic covers) together with an electronic version
(sent by email or brought on a floppy disk). One paper copy of assignment should have
this form attached.



