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Abstract
This thesis is the story of one teacher's practice in the field of special
her
It
themes
the
published
purpose
of
educational needs.
examines
and
work.

The purpose of this writing has been to challenge perspectives of

has
learning
This
inclusion.
in
teaching,
the
and
children,
of
and
context of
been undertaken by exploring hidden aspects of teacher-learner relationships,
developed and demonstrated in classroom interaction. These include attitudes
and assumptions that may limit learning, and involve the themes of identity,
agency and voice.

Research, writing and teaching has been used to challenge perspectives of
teachers, and teacher educators, in relation to what we know about learners
with special educational needs and how we come to know about them. It argues
for an ontological focus in relation to understanding the learner and an
epistemology based on imagination and empathy.

The contribution to knowledge claimed in this thesis involves the development
of a pedagogical approach that enables teachers to identify and challenge
underlying assumptions in the field of special educational needs. The process
has the potential to empower teachers to change their perspectives and to act
in relation to these new understandings in inclusive classrooms.
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Introduction

to the Thesis

This thesis is the story of one teacher's enquiry into practice.

It explores

how teaching, research and writing have interacted over the course of her
career as a teacher and a teacher educator. It identifies the significance of
her work in the field

of inclusive education for

children with special

educational needs.

The submission consists of 11 publications and a critical appraisal of their
themes and purpose. The included publications are a representative sample of
the teacher's 29 pieces of published work, 25 of which are single or first
authored publications.

The publications have been chosen to illustrate the

range of topics, methodologies, audiences and writing purposes. The critical
appraisal is an analysis of the submitted publications using hermeneutic
exploration of texts (Patton, 1990), as understanding of themes emerges in a
circular way from both the complete body of work and the individual papers.
The research underpinning the publications has been undertaken within a
qualitative framework.

The critical appraisal is located within an interpretive

epistemology and, more specifically, a constructivist
and constructivist

approach. Interpretive

knowing
'principally
and
approaches are
concerned with

being' (Schwandt, 1994 p119), the foci of this study.
understanding the world through the interpretation

They emphasise

of events in relation to

individual constructions, which develop in an experiential,

social context.

Personal construct psychology (Butt & Burr, 2004) identifies the individual
acting as a scientist,

continually refining hypotheses in the light of new

experiences. The possibility of people bringing about change in themselves, by
VI

redefining their interpretations, is fundamental to the argument presented in
this thesis.

The potential for transformative education; for 'an alternative

brought
2001
looking
(Pope
Denicolo,
&
pxv)
way of
at practice and research'
about by internal change, rather than external imposition, underpins the work
undertaken in the submitted publications.
The title of the thesis indicates that its main concern is with ways of knowing
and ways of being, that is epistemology and ontology. The 'knowing' is related,
here, to forms of knowledge about learners (particularly those with special
educational needs), about inclusion, and about teachers. The initial papers see
knowing as accumulating knowledge, while later work takes Kelly's constructive
alternativism

approach to knowing (Butt & Burr, 2004), considering the

usefulness of individuals' constructions in relation to children with special
'being'
The
how
be
inclusion
they
to
educational needs and
challenged.
and
can
relates to teacher-educators, teachers and learners acting in classrooms. It
focuses, particularly, on the attitudes and beliefs that underpin this action. A
developing understanding of the reciprocal nature of knowing and being is
shown in the critical appraisal. This rests partly on an identified focus of the
study: narrative approaches to learning. Narrative approaches allow both the
telling of what is known, and the coming to know, through writing and
reflecting on stories.

The contribution to knowledge claimed in this thesis rests on the development
of a narrative approach to challenge teachers' perspectives on children with
special educational needs and on inclusion. The argument made is that current
approaches on courses for teachers tend to deal with technical aspects of
provision, rather than challenging perspectives.

This focus may ignore the
vii

be
These
to
in
involved
teaching.
aspects need
emotive and moral elements

addressed in order to support teachers' work in the emotional and morally
complexworld of education(Hargreaves,1998; Campbell,2003).
Themes emerging from research, teaching and writing undertaken by the
development
her
have
in
in
the
together
of a pedagogical
career,
come
author
field
in
the
to
to
of special
perspectives
using narrative
explore
approach
educational needs. In this approach teachers are challenged to reflect on
both their own, and societal, assumptions related to difference and diversity
through reading and writing particular stories.

Ontological beliefs and the

in
imagination
basis
through
relation
practice
explored
of
are
epistemological
to understanding other worlds, and through narrative writing and reflection.
Being and knowing are considered through an approach that is different

from

that used on most current courses in this field, and this can result in new
teachers knowing differently

inclusion.
children
and
about

The way this

for
is
is
that
there
potential
so
undertaken also supports action,
approach
being differently

in classrooms.

This work is designed to create new

opportunities for inclusion as a creative process of redefining our schools
rather than a problem solving exercise.

The term inclusion is used here to mean more than the placing of all children in
their local schools. It involves the celebration of diversity and a commitment
to social justice.

This can be seen as part of the democratic purpose of

for
'freeing
intelligence
(1966,
Dewey
p182) suggested means
education, which
independent effectiveness'.

Dewey argued that this is essential to allow

teachers
to
to
learners
be
enable
and
to
citizens,
and
active
children

vin

participate in decision making in educational contexts.

Both aspects will be

consideredwithin the critical appraisalthat follows this introduction.
Each piece of writing in this body of work had an identified audience and
purpose, and this has informed its content and form. The critical appraisal too
has its own remit.

This paper has been written, in part, for fellow teacher-

educators with the purpose of sharing insights into practice and of giving an
example of a non-traditional

approach to undertaking a thesis.

As the

published work has aimed to include a range of readers, so too will the critical
appraisal.

Teachers have argued that the language of research reports

inhibits the reading of them (Gore & Gitlin, 2004), and therefore this text will
have an accessible writing style, including the use of the first

person. The

presentation of the text involving subheadings, a clear font and illustrations,
is designed to support accessibility.

A description of the published work is

included prior to the critical appraisal, to support ease of access to the
subsequent text.

In the critical appraisal, lecturers and others involved in teacher education,
will be referred

to as 'teacher-educators'.

The term

'trainee', which

orientates one towards a training perception of teacher education, will be
avoided, instead the terms 'qualifying teacher' and 'student', which includes
other education practitioners, will be used.

ix

Published Work Submitted for this Thesis
1 Jarvis, J (1989) Taking a Metaphon approach to phonological
development: a case study Child Language, Teaching and Therapy 5,
1 p16-32
This paper gives an account of a study of a speech development
programme undertaken by the author with five year old'Luke'.
2 Jarvis, J& Lamb, $ (1994) Talking isn't always easy: children with
speech and language difficulties Early Education Autumn p3-6
This paper describes four different types of language difficulty and
illustrates these with stories of children and early years practitioners.

3 Jarvis, J (1999) Teacher language in the classroom: equal access
for all? New Era in Education 80,3 p71-77

This paper, based on work undertaken in schools and a university,
for
language
issues
in
the
to
teacher
explores
classroom
of access
children with languagedifferences or difficulties.

J (2000) Is bilingualism an obstacle to inclusion for deaf
children? in Shah, 5 (ed) Equality Issues for the New Millennium
Aldershot: Algate Press p121-129
4 Jarvis,

This chapter, based on work undertaken in mainstream and special
schools for deaf pupils, explores issues for sign bilingual children in
mainstream classrooms.

5 Jarvis, J& Lamb, 5 (2001) Interaction and the Development of
Communication in the Under Twos: Issues for Practitioners Working
with Young Children in Early Education 21,2 p129-138
This paper analyses aspects of a study undertaken by the authors of a
pair of twins developing their communication skills during their first
for
identifies
implications
the
practitioners in early childhood
year, and
settings.
X

6 Jarvis, J (2002) Including a deaf child in an early years context:
issues for practitioners Miller, L., Drury, R& Campbell, R (eds)
Exploring Early Years Education and Care London: David Fulton p101111
This chapter explores issues of inclusion for young deaf children in
mainstream contexts, through a case study of Jessica, a fictitious four
year old.

7 Jarvis, J., Graham, S., Tyler, b and Hamilton, P (2003) Parenting
classes and personal development: issues for young offender
institutions Prison Service Journal 145 p19-21
This paper, based on a study undertaken in a young offender institution,
explores the way in which personal development issues for young
offenders can influence, and are influenced by, parenting classes.

8 Jarvis, J (2003) 'It's more peaceful without any support': what do
deaf pupils think about the support they receive in mainstream
schools? Support for Learning 18,4 p162-169
This paper presents deaf pupils' perspectives on support in school, drawn
from the findings of a research project exploring deaf pupils'
perceptions of inclusion in mainstream secondary schools in England.

9 Jarvis, J Montgomery, L& Storey, M (2003) Storying and Deaf
Children British Association of Teachers of the Deaf Magazine
November p19-20
This article, based on work undertaken with teachers of deaf children,
explores issues involved in developing deaf children's understanding and
use of fictional narrative.

xi

10 Jarvis, J., Graham, S., Hamilton, P& Tyler, D (2004) The role
of parenting classes for young fathers in prison: a case study
Probation Journal 51,1 p21-33
This paper, based on work undertaken in a young offender institution,
explores how the process, as well as the content, of parenting courses
influences their role and outcomes.

11 Jarvis, J., byson, J., Thomas, K., Graham, S., Iantaff1, A&
Burchell, H (2004) Learning Through Creating Stories: developing
student teachers' understanding of the experiences of pupils with
special educational needs in mainstream classrooms Paper presented
at the annual meeting of the British Educational Research
Association, Manchester
(www. leeds. ac. uk/educol/documents/00003733. htm )
This paper explores a research project that uses the creation of stories
to challenge student teachers' perspectives on special educational needs
and inclusion.
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Starting Points
The image at the beginning of this critical appraisal introduces this section, in
which I explore the context of my published work. In the second section,
'Streams of Story', I identify

themes in this writing. The third section,

'Pebbles in the Stream', analyses the writing purposes, while the final part,
'Endings and Beginnings', explores the significance of the work and looks
towards future developments.

The Professional Context
The context of the published work is shown on the image representing my
professional journey.

This image has been chosen because it shows that the

journey has been taken with others.

In a thesis by published work, perhaps

more than other theses, this is likely to be the case. In my case, this joint
working is embedded as a purpose, function and outcome of the process of
producing work intended for publication.

The writing

is based on, and

connected to, aspects of my teaching career, and could be seen to be in a
symbiotic relationship, in that one depends on the other.

This was not my

initial perception of my published work when I started to write this critical
from,
I
indeed
to,
separate
appraisal. originally saw writing as secondary
and
my primary role of teaching. I deliberately chose to place the chronological
details of my teaching roles as a class teacher, advisory teacher in the fields
deafness
and language disorder, and currently as a teacher-educator, on
of
the left of the image, which is read first, to signify the primacy of this aspect
of my professional life.

The papers are placed separately, only linked by

has
(1997)
'The
Eisner
This
indicates
called
an
what
chronology.
aspect of
'
While
images
data
forms
perils
representation.
promise and
of alternative
of
like
(Greene,
2001),
they
verbal
can also,
can enable new ways of seeing
2

metaphors, limit one's perceptions. In this case the footsteps need to walk
across the path as well as along it, as the writing has both influenced, and
been influenced by, teaching.

The identification

of my own change in perspective while undertaking this

critical appraisal indicates the temporary nature of the story I am telling. I
will argue that this narrative has changed my perspective, as much as I hope
the narratives in my published work may have challenged the perspectives of
others. It is also a story for now, which would be written differently
future.

in the

The interpreting and foregrounding of events are the product of my

current perspectives, and so, as with all autobiography, this story can be seen
as invented (Freeman, 2003).

Miller (1994, p75) argues that

making a

narrative of an aspect of a life, as I am doing when exploring my work,
'imposes intelligibility

on past events', but it is only selective intelligibility.

Stories told mean, also, stories lost, hidden or open to new interpretations at
a later date.

The function of this critical appraisal, therefore,

is not to

attempt a 'definitive' analysis of the enclosed published work, but rather to
challenge my own and my colleagues' thinking to allow new perspectives to
emerge.

Clandinin and Connelly (1994, p418) argue that a difficult

but

important task for narrative is 'the retelling of stories that allow for growth
and change'. The reason for undertaking this piece of work is to use an
exploration of my past teaching, research and writing to illuminate present
practice for the purpose of future development. This includes not only my own
professional development, but also practice in the field of teacher education
in relation to inclusion locally, nationally, and internationally.

3

The Learners' Context
All my writing has been about learners in different

contexts, so I need first

to describe these learners and their educational and social contexts. Most of
the individuals in my writing could be seen as having some form of difficulty

in

relation to learning. In the first paper, for example, the learner has a speech
difficulty;

in the second, the children have different

difficulty.

A number of papers (4,6,8

others (papers 7&

forms of language

& 9) are about deaf children, while

10) are about young men in prison, many of whom had

previously been excluded from school. The papers have been written at a time
of increasing emphasis on the notion of inclusion in the UK. This has involved
policy and practice initiatives related to social disadvantage, race, gender,
sexuality and disability (Topping & Maloney, 2004).

These initiatives are

designed to break down barriers to participation, encourage the celebration of
diversity and lead to equality of opportunity.

The terminology shift from

integration to inclusion is intended to mandate change in the context, such as
a mainstream school, rather than the expectation that the learner will change,
or will be supported to conform within a pre-existing

context (Farrell &

Ainscow, 2002).

In relation to schools, however, the increased central control of curriculum
and teaching approaches could be seen as militating against responding to
diverse needs. The learners featured in my papers have been in schools with a
national curriculum, prescribed teaching approaches for literacy and numeracy
and the use of end of key stage assessments, league tables and inspection to
enforce compliance. These elements could be seen to be limiting opportunities
for responding to diverse needs. The concept of all needs being met within a
school is also limited by the labelling of some children as having special
4

educational needs (DfES, 2001). The majority of the learners I have worked
with, and written about, have been labelled in this way. The idea of ability, and
lack of ability, is central to thinking about attainment and classroom grouping
in the UK (Hart et al, 2004). As a deficit model of disability pervades society
(Corbett, 1996), this group of children has been seen not only as different,
but as deficient, and the climate of low expectations is represented, often
unwittingly, in official

documentation such as a recent OFSTED (2004, p8)

publication referring to 'pupils with 5EN or other low attainers'.
to affect

This is likely

the perceptions that teachers will have of these learners and of

what constitutes inclusion.

The Teachers' Context
The current context of educational prescription and accountability means that
teachers today are less likely to have their own 'secret stories' (Clandinin &
Connelly, 1995) of practice than even 10 years ago. Not only curriculum, but
also teaching approaches are increasingly prescribed. Teachers have had little
involvement with the development of curricula initiatives, their role being to
deliver them (Kirk & MacDonald, 2001; Alexander, 2004).

Current practice

starts with attainment targets for specified age groups and proposes the use
of differentiation
difficulty.

to meet these objectives

for

those learners having

Whether or not the objectives are appropriate for children with a

range of complex needs is not the focus, and this may lead to children
receiving education that not only fails to meet their needs but may do them
harm (Jordan & Powell, 1994).

This context may lead teachers to perceive their role as one of teaching a
specified curriculum, and to viewing some learners as being unable to access

5

this curriculum due to lack of ability (Hart et al, 2004).

The issue of the

appropriateness of teaching approaches and curriculum content in relation to
individual needs may not be addressed.

For example, an emphasis on a phonic

approach to the teaching of reading, requiring the learning of phonemegrapheme relationships in a particular sequence, is unlikely to meet the needs
of young deaf readers. This topic of teachers' perspectives on their role and
on learners, is key to my writing which has been undertaken in order to help
teachers identify and challenge these perspectives.

The Teacher-Educators'

Context

As teachers' understanding of their role, and of the learners they work with,
develops within a social and educational context, so too does that of teacher
educators. The courses that they teach for qualifying teachers, and to a
certain extent those for experienced teachers, are now prescribed, with an
emphasis on the achievement of standards (previously competences) and on
curriculum content.

This has been enforced by an inspection system with

draconian consequences for

(Furlong
non-compliance
et of, 2000).

The

designation of student teachers as 'trainees', emphasises the move from
teacher education to training, and can lead to a focus on skills rather than
understanding.

Teacher-educators can struggle to balance the work they

would like to do in relation to understanding educational issues and the
principles of

pedagogy, with

students'

for
needs
expressed

classroom

management skills and techniques for curriculum delivery.

Teacher-educators,usually, though not always,also reside within a university
context and can find it hard to balance what they perceive to be their
continued role within their original professional context, such as schools and
6

colleges, with their role within the university. This can lead to ambivalence as
to their identity.

While they may be happy working with teachers in schools,

for example, and taking a professional role nationally and internationally in a
particular field, as I have done in the field of deaf education, they may be less
confident in having a role in the academic context. This relates in part to the
issue of research and writing.

The Research Assessment Exercise, with its

funding implications, has had an effect

on the type of published work

produced, particularly by devaluing work produced for non-academic audiences,
including teachers (Murray, 2004).

Teacher-educators, often with long careers behind them as teachers, may well
lack experience and confidence in the research process and may feel that
their time is better spent in professional development activities in the field,
rather than in writing. While now an established academic writer, hooks (1994
p2) notes that she used to believe that writing '..was all about private longing
and personal glory, but teaching was about service, giving back to one's
community.' Often teachers, and by implication teacher-educators, highlight a
moral agenda as a key aspect of their practice (Hansen, 1998). If research
and writing is not perceived by teacher-educators to be contributing to this
agenda, then it is unlikely that they will choose to undertake it. This will have
implications for the number of teacher-educators who undertake this work
and the messages given to qualifying teachers about its value.

The Writing Context
My published work has been concerned with learners and learning in contexts
that purport to be inclusive. Many of these learners have been labelled as
having special educational needs. My aim in teaching and writing has been to
7

develop inclusive practice.

By this I

barriers
both
reducing
mean

to

participation and also by including diverse abilities and experiences within the
learning context.

It is by examining the contexts of the actors in the texts

that I find the themes of my work. Learners will be affected by teachers'
perspectives on special educational needs and on the form and purpose of
learning and teaching. These perspectives may present barriers to inclusion.
If barriers are to be broken down they must first

be identified.

Teacher-

educators are in a position to take a lead in identifying these barriers and to
share their insights with qualifying and experienced teachers.

They may be

inhibited by the current context of teacher education and their perception of
their role. Barriers need to be broken down here too. In the next section I
from
developed
how
have
the
the
themes
contexts
will show
my
writing
of
within which I have been working, and how these themes relate to the
challenging of perspectives and to the development of more inclusive practice
for learners, teachers and teacher-educators.

8

Streams of Story

looked into the water and saw that it was made up of a thousand
thousand thousand and one different
colour,
currents, each one a different
weaving in and out of one another like a liquid tapestry of breathtaking
complexity, - and [the Water Genie] explained that these were the Streams of
Story, that each coloured strand represented and contained a single tale.
Different parts of the Ocean contained different sorts of stories, and as all
the stories that had ever been told and many that were still in the process of
being invented could be found here, the Ocean of the Streams of Story was in
fact the biggest library in the universe. And because the stories were held
here in fluid form, they retained the ability to change, to become new versions
of themselves, to join up with other stories and so become yet other stories
' (Rushdie, 1990 p72)
....
[Haroun]

let
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This section addresses the question 'What is the published work about?' The
initial quotation and illustration remind me that there are many interrelated
themes in my writing and that I am choosing to explore those which appear to
be most significant now. At one level the papers are all about learning and
teaching. In papers 1,7,9

and 11 I write about research I have undertaken

into my own teaching in an early years classroom, a young offender institution
learning
higher
in
I
In
the
the
papers
of
education.
other
and
analyse aspects
environment provided for learners in homes, schools and universities. Looking
more closely I see that all the papers involve examining interactions between
learners and teachers.

This is because as an observer in my own, and other

people's, classrooms I was concerned that the quality of interactions did not
facilitate

inclusion.

This is illustrated

by the extract

below between a

mainstream teacher and a deaf child:

Context: Child is completinga work sheet on tooth decayand teacher comesto
sit beside him. Code:MCT - mainstreamclass teacher CHI - child
MCT: too many sweets so what's the
what's the next word
[PAUSE]
(general background noise from the classroom)
CHI xxx[unintelligible]
MCT prepares
prepares
don't think
it hardens
[PAUSE]
prepares
[background noise while MCT looks through the child's work]
MCT urr ahh you've left a word out
CHI

a word out

MCT it says too manysweets somethingdecay
10

you need there's one word before decay
you'll have to get that rubber again Sam
what is it
too many sweets cause or make
CHI cause
MCT cause
means make
make your teeth decay

(MCT talks to another child while Sam fill in the missingworan
MCT Samcomeon pet
Let's havedecayrubbed out and we'vegot another word to put in
before it
& Gallaway,1999 p179)
There are many influences surrounding this exchange but the focus in my early
published work was fairly narrow.

My initial response to observations of

frequent, similar examples was a linguistic one. I saw the issue as one of
teachers having problems in responding appropriately to children's linguistic
needs. There is a danger, of course, in outsiders, particularly academics,
identifying what they see as 'problems' with teachers' work and pointing these
out, as it reinforces the academic-teacher divide and the issues of power and
lack of mutual understanding that can lead to the two groups failing to work
together effectively

(Gore & Gitlin, 2004).

As a teacher of deaf children, where the area of concern is language
development, it is perhaps not surprising that I had a linguistic focus. Some
of my earlier

papers, therefore,

focused on the

linguistic aspect of

interaction. Papers 3 and 4, for example, explore why some children may have
difficulties

understanding teachers and what could be done about it. Paper 5

discusses the development of adult-child interaction in a twin context and how
this relates to group contexts in early years settings.

In these papers I am
11

particularly concerned about the extent to which teachers can identify the

child's level of comprehensionand then support the exchange to encourage
learning and language development.

is not just a linguistic phenomenon, however. Pearce (1994), for

Interaction

language
bring
than
that
skills to an
speakers
more
example, reminds us
exchange. As well as the context of the episode itself they also bring their
is
this
their
their
the
roles
and
understanding
other's
relationship,
of
own and
all embedded in a culture. Returning to the example, and recalling my earlier
analysis of learner and teacher contexts, I see that the learner is pushed into
learning
the
teacher
particular
view
of
passive,
a
pursues a
responding role as
and teaching and of her role in this process. The lack of success on the part
learner,
deficit
likely
the
is
the
which will
to
model of
of
child
perpetuate a
affect

both the child and the teacher's future interactions.

This example

demonstrates that the themes of my writing, while focussing on interaction,
are not just
identities.
argue that

but
language
are also about teachers' and children's
about

The child had no agency or voice in the interaction and one could
if the teacher had no alternative

perhaps she did not either.

approach to teaching then

The themes of language, identity, agency and

I
in
be
will now
which
the
my
writing,
voice, can
streams of story
seen as
explore.

Languageand Identity
Language is developed with other people in a cultural context that shapes who
later
develop
become.
Children
self,
a range of
and
personal
a sense of
we
identities

in relation to other people.

dialogue
(Holquist,
in
1990).
ourselves

Bakhtin argues that

we become

Vygotsky (1978) suggests that
12

intermental experience leads to intramental abilities; our voices develop from
the selective use of other voices. The languagewe use develops from cultural
discourses that surround us, not only spoken but also visual, and we position
(Burr,
This
is
1995).
discourses
in
to
these
why
ourselves, and others,
relation
interaction between teachers and learners is such an important area of focus
for my writing.

Participants are not just exchanging linguistic meanings; they

are establishing their own, and each other's, identities.

The discourses surrounding learning and teaching and special educational
needs develop in the educational and social contexts previously described.
Historical and current images of how teachers act in classrooms, such as
experiences of being taught and models of teaching gained from courses and
school placements, will all influence the way teachers approach interaction
with

pupils (Weber

& Mitchell,

1995; Richardson, 2003).

Traditional,

conservative images of teacher identity predominate in society, which may
lead to interactions such as the one above. In that interaction the learner is
positioned as unsuccessful and lacking in agency as a learner. In the article
from which the transcript
'behavioural difficulties'.

having
it
that
the
taken
child was
was noted
was
One might argue that this was one way in which he

could have agency and voice within this context.

Agency and Voice
A person's self-esteem, in a western cultural context, relates, partly, to his or
her ability to influence events; to have agency. Bandura (1989) argues that
agency is strongly influenced by self-efficacy

beliefs that drive motivation

and perseverance, and influence achievement. The extent to which individuals
do have agency within a culture is debatable (Burr, 1995).

However in a
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western cultural context, agency is seen as important in relation to motivation
and learning. Children are seen as active, rather than passive learners of
language, for example (Wells, 1986; Gregory et al, 2004). A sense of agency
develops pre-linguistically
2004).

in play and in interactions with carers (Gerhardt,

Carers scaffold these interactions, by responding at an appropriate

level, to enable children to participate (Bruner, 1983). In joint involvement
episodes between children and carers, children's cognitive and social growth
initially takes place (Schaffer, 1996). 5o too does the child's perception of
himself or herself as a learner.

An aspect of agency is having a voice that is able to influence events and is
heard by others.

This indicates, however, that agency and voice relate to an

environment. Contexts may encourage or discourage an individual's agency and
voice and thereby affect
relation to identity,

their development.

Reciprocity is also seen in

as self-concept and self-esteem as a learner will be

influenced by significant

others.

The development of positive learning

dispositions can be supported, or inhibited, by teachers and by other adults
and peers in educational contexts

(Carr, 2001). Learners with special

educational needs are often supported in classrooms by teaching assistants.
This relationship may lead pupils to become dependent, to have limited
opportunity to exercise choice and agency and to develop a poor perception of
themselves as learners (Howes, 2003). The themes of identity, agency and
voice, embedded in interaction, are prominent in my published work. I will now
discuss how these themes relate to learners, teachers and teacher-educators
in relation to my writing.
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Themes for the Learner
The importance of the themes of identity, agency and voice for the learner is
identified in my papers. In the first paper, for example, the learner, 'Luke',
was working with me on a programme designed to improve his speech
intelligibility.

The activities I used gave him the metalinguistic skills to take

control of his own learning. Through the knowledge he was given about sound
contrasts he could repair his speech production independently of an adult.
This also supported his development of agency and voice, so that he was able
to say when he felt that he should cease the speech programme. An important
factor

here is that I followed his lead, and did indeed end the speech

programme at his request, which gave him a clear sense of his ability to
influence what happened to him. This response of the adult following and
supporting the child mirrors effective practice in early language development,
as shown in paper 5, where the twins were clearly eliciting the communication
information they needed from responsive adults.

While teaching in relation to Luke's speech was framed as two people exploring
the sound system together, work undertaken with young men in prison (papers
7&9) was about exploring concepts of parenting together.
allowed the teacher

to appreciate different

Sharing stories

ideas and experiences of

parenting, so that she could engage more effectively

learners.
It
the
with

enabled learners and teachers to explore each other's identities, helping to
develop mutual comprehension. This is important in a prison context where, as
in the field of special educational needs, stereotyping abounds. The way in
which the classes were conducted provided space for the young men to discuss
and develop their

ideas. They have to make choices about if, and how,

fatherhood will be part of their identity.

They need to be supported to know
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that they can make changes in, and for, themselves. In a prison setting, where
students have limited control over other aspects of their lives, the importance
of having opportunities to have agency, and to influence what happens to them,
may be possible only in an education context.

This highlights the role of the

teacher, in giving opportunities for the students to have some control of the
learning process. Without this opportunity they are unlikely to see themselves
as powerful learners, able to influence their own futures.

The issue of identity development was also a focus of research and writing in
relation to deaf children in inclusive contexts.

Developing identities can be

problematic for deaf children using sign language who may lack role models in
mainstream schools and who may be in environments where their languageand
culture may be seen as deficient rather than different.

This is explored in

paper 4, while the research reported in paper 8 (and also in Iantaffi

et al,

2003; Jarvis et al, 2003) allows teachers to hear the voices of children as
they talk about their

identities and about their experiences of inclusion.

While many of my papers attempt to speak for learners, in this project we
created a space in which the learners themselves could have their voices
heard.

Themes for the Teacher
In relation to teachers, the themes of identity, agency and voice, embedded in
languageand interaction, are implied in my papers. I am arguing that teachers
need to follow the lead given by learners, to listen to their voices and
develop
to
in
them
to
an
agency.
relinquish
element of control
enable
order
However, if the teacher chooses to be less controlling then outcomes are less
predictable, and the teacher becomes more vulnerable.

In order to be
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prepared to take the risk involved in doing this, teachers need to have a sense
of self-efficacy,

agency and the strength of their own voices. Due to the

social and educational influences described earlier, however, teachers may
feel themselves to be in a 'black hole' whereby they have no agency (Moyles,
2004). They may feel that they have to undertake certain tasks, and teach in
particular ways, due to testing, league tables and inspections, even if this
conflicts with what they believe. If they are then given more opportunity to
choose different

approaches they may lack the confidence to make choices

(Ward, 2004).

From my own perspective, working nationally in the UK with teachers of the
deaf after the introduction of the literacy strategy into primary schools, it
was clear that many teachers felt that they no longer knew how to teach
reading.

They did not have the confidence to reject aspects of the given

scheme even if it conflicted

with their own beliefs about good teaching.

Partly this may be due to the increasing isolation of teachers of the deaf in
resource bases and support services, if it is easier to develop a voice in
collaboration with others (Featherstone et at, 1997). I find a similar situation
for experienced mainstream teachers in relation to the new primary national
strategy (DfES, 2003), however. Many of them express lack of confidence in
using their own initiative

to develop cross-curricular

links, despite having

worked in this way earlier in their careers.

These examples suggest that while many excellent teachers work intuitively
(Claxton, 2000), they need to be able to explain their practice if they are to
challenge the accepted wisdom.

'Revolutionary' teachers (Ashton-Warner,

1963) have always had to fight against authoritative

discourses, but this
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requires knowledge of pedagogical principles and an epistemology that is not
only tacit

but that can be expressed.

This involves not only conceptual

knowledge, but having the languageto express this knowledge. While teachers
in the UK have often been sceptical about the relevance of educational theory
by
has
been
field
(Gore
&
Gitlin,
2004),
in
this
the
exacerbated
and research
current approaches in teacher education, which have reduced this form of
input (Furlong et al, 2000). While reflecting on practice has been the way in
which teacher-educators have in general sought to bring a wider perspective
to skills based teaching courses, this often remains at the level of reflecting
on skills rather

than exploring the discourses of education and issues

surrounding knowledge and teaching (McIntyre,
teachers

vulnerable when they

1993).

This leaves new

do
not respond to
who
meet children

conventional approaches. One way in which we could judge the effectiveness
the
it
teachers
is
to
teacher-education
the
gives
which
of a
extent
course
tools to enable them to work with these learners.

Themes for the Teacher-Educator
In paper 11, I describe an example of my work as a teacher educator
the
teachers
needs of
to
understanding
way
of
a
attempting
give qualifying
children with special educational needs, so that
principled practice.

they can then develop

This approach, using the reading and writing of stories

from the perspective of a learner with special educational needs, was not
based on explicit principles, but rather on experience and tacit knowledge.
Having been aware of the role of stories in working with learners, and having
decided
I
to try the project
in
them
used
nearly all of my publications,
described. While I could identify the outcomes in terms of student learning,
I did not know how these outcomes had been achieved. It was only when I
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began to research the project and to read relevant literature, that I began to

understandboth the strengths and the limitations of this work.

Initially, I had a ndive perspective on the role of story in this context, and it
was only by exploring it more deeply that I was able to be more analytical.
This more balanced perspective is explored in my most recent writing
(appendix 1), and, having achieved a greater level of understanding of the
process, I am now able to use it more effectively.

5o, for example, by coming

to understand how concepts of disability are framed culturally and in language,
I now start sessions on the education of children with special educational
needs by exploring words and images so that students can see how their own
understanding has been influenced. Additionally I also explain why I am doing
this, so that qualifying teachers become aware explicitly, and not just tacitly,
of what they are learning. This, in turn, will give them more control over the
process.

Writing about an aspect of her work as a teacher-educator Colne (1996, p310)
writes, 'I believe that

knowing what exactly it is that we are doing is

important. ' It is essential that teacher-educators can both use and articulate
principled practice. The articulation not only provides a means of sharing with
fellow teacher-educators and with students, but also with staff in other parts
of the university. Most academics are involved in teaching, and it is teachereducators who should be able to lead discussions about learning and teaching
across the university.

Writing, as I discuss in the next section, can be one

developing
way of
our voices as teacher-educators.
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Engaging in research into practice, and encouraging colleagues and students to
do the same, supports our understanding of our work.

It

adds another

dimension to our voices. We become involved in knowledge creation, which
liken
I
In
the
the
section
next
supports our agency within
education system.
my writing to pebbles that can be arranged in different
for
'the
truth',
searching
not

rather

configurations. I am

I am seeking coherent and useful

patterns to guide future actions.

20

Pebbles in the Stream
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This section addresses the question posed in relation to my published work,
'Why have the papers been written? '

The images introducing this section

remind me that when a pebble is dropped into water it is seen differently

and

it produces ripples. I see my papers as producing ripples in the stream of my
professional life and potentially in the lives of others. Martin & Kompf (1996, p
72) argue that as a concept undergoes change, then a 'ripple effect
created', which influences other related concepts and affects

is

perceptions.

This is what I was intending to do through my writing.

Writing for Oneself, for Others and with Others
Writing for one's own professional development can take many forms and
writing for publication implies that it will be read by others and is not,
therefore,

primarily for oneself.

However the discipline of writing and

for
ideas
into
to
external readers
attempting
shape
a coherent piece of work
can help to develop one's own ideas more fully.

By trying to be explicit, one

finished
know
influence
the
to
As
the
type
comes
more.
of paint chosen will
picture, so the writing process, and the writing form used, will develop the
ideas, so that they become more than they were before (Richardson, 1994).
The writing process becomes part of the development of knowing; I know
differently

because I have written about what I am coming to know. The

acting influences the knowing.

When working with others on joint projects, the sharing of writing can develop
mutual understanding of the topic and generate more ideas than one person
could have done alone. At least half the papers I have written have been
undertaken with others. I have worked with a speech and language therapist
for example (papers 2&

5), prison service educators (papers 7&

10),
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colleagues in my own and other universities (paper 11 and Jarvis & Knight,
2003) and with parents of deaf children (Jarvis & Riley, 2000). In the future
I propose only to undertake published work with others, particularly those
who are new to writing, as I see it as providing more opportunities for people
to be included in the writing community. This has the benefit of allowing more
people's ideas, particularly in this case those of teachers and other educators
working in different

contexts, to be heard and so help to develop professional

theory and practice. It allows people to gain new perspectives on themselves
and on the significance of their own work.

In the case of paper 7, on prison education, for example, this was written in
colleagues in a young offender

collaboration with

institution

and then

submitted to a journal to which the institution subscribed. When the article
was published that edition was displayed in the staff room, which gave status
to the work being done. A more 'academic' version, as in paper 10, can be
written for a different
written the text

have
be
if
It
that
not
people
could
argued
audience.

but have contributed to the ideas, then they should be

acknowledged, but not given co-author status.

However, this seems to me

unethical, in that it assumes that the writing process itself

is the most

important aspect, while I consider the development of the ideas to be more
significant.

It also suggests exclusivity, rather than inclusion, contributing to

the maintenance of the academic-teacher divide rather than the breaking
down of this barrier.

Paper 9, about story and young deaf children, which was written for a
professional magazine, developed from some collaborative work with teachers
deaf
of
children.

One teacher was concerned that the work she was doing,
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using play materials to support imaginative writing, was seen by mainstream
teachers as inappropriate in a key stage 2 setting.

5he, on the other hand,

saw it as essential to help the deaf child involved understand the concept of
an imaginary story.

Many teachers of the deaf are professionally isolated

(Jarvis, 2003) and she was looking for confirmation that she was using
appropriate practice. Collaborating with another teacher working in the same
way, but in a resource base where there was more professional support, meant
that her practice could be validated. Of equal importance, though, was having
it published. This raised the status of the work, confirmed the practice of
other teachers of the deaf who were using similar approaches, and the text
could be used to challenge sceptical others.

In this way sharing of practice

through writing could lead to more appropriate inclusive practice. The power
of the written text to give status to ideas and practice is significant.

When

research and practice is published it can support professional development and
influence teachers' perspectives on who can write and on their own identities
as creators of knowledge.

Contributing to the KnowledgeBase of the Profession
Some published work can contribute to the development of inclusion by adding
information about practice.

The first

for
in
included
thesis,
this
paper

development
is
to
speech
a
a case study of one child's response
example,
language
for
Lees
(1991),
&
Urwin
in
text
speech
and
programme.
written
a
therapists, use this paper as an example of how writing undertaken in this way
can contribute

to the evidence base of that profession.

The research

underpinning paper 8, on deaf pupils' perceptions of inclusion (University of
Hertfordshire,

2002), added to knowledge about inclusion as well as allowing

the voices of the deaf pupils themselves to be heard. The work leading to
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paper 11, on using story

to

help qualifying teachers

understand the

perspectives of children with special educational needs, is adding to the
knowledge base about practice in teacher education. An advantage of writing
conference papers is that one can obtain immediate feedback. An advantage of
having these published is that they are available for more people in the
profession and can contribute to national, and international, debate in the
field.

Reading about practice can enable practitioners to see events through

professional lenses, and so support observation or 'professional noticing'
(Mason, 2002).

Supporting 'Noticing'
Professional noticing is a key aspect of being a professional. 5o, for example,
having completed a linguistics degree while teaching deaf children, I was able
to notice much more about their language. The language had not changed, but
my ability to notice aspects, based on new knowledge, was enhanced. This
explains my focus on the linguistic aspect of interaction in my earliest writing.
As Eisner (2002, p84) notes, 'seeing is epistemic', and professional knowledge
channels looking.

It

frame
limit
of reference.
one's
can also, of course,

Initially my perception was that lack of knowledge about languagedevelopment
and interaction was limiting teachers' ability to notice this aspect of their
practice. Many of my papers, therefore, were designed to give information, so
that practitioners could notice more professionally in this area.

In papers 2 and 3, for example, I give information about children with
language difficulties

and about classroom language so that teachers and

others can notice these things more in their own classrooms. In these papers
I make assumptions about how people will make links with their own practice.
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In paper 5, about twin language development, I am more explicit about
modelling how these links could be made. However, I am still making the
assumption that noticing something will result in the development of practice.
This is not necessarily the case, as acting will require motivation, energy and a
reason to act.
differently'.

'Knowing differently'

'being
in
will not necessarily result

In later papers I start to be more specific in my writing about

noticing, in that I identify

surface noticing that may be deceptive, and

contrast this with what one might see by looking more carefully and in
different ways. So with the account of Jessica, in paper 6, and a similar paper
I wrote at the same time about an older child (Jarvis, 2002), there is a
challenge to the perspective of someone only noticing inclusion at a surface
level.

In these papers the deaf children involved are showing the same

outward behaviour as other

children, and this can be misconstrued as

indicating that they are having the same learning experiences as hearing
children. Presenting a classroom scenario from the deaf child's point of view
can give teachers an imaginative insight into the child's experience. This can
challenge the perspective that the child is being fully included in all aspects of
school life. At this point in my writing journey I have realised that I need to
move to challenging teachers' perspectives.

ChallengingPerspectives
I use the term perspective to mean the ways in which people see the world. In
a personal construct psychology approach it is to do with construing (Butt &
Burr, 2004). It is about beliefs (Richardson, 2003) and assumptions (Mezirow,
2000). These, often tacit, ways of looking at the world, and theorising about
events, ourselves, and others, derive from the ways in which we respond to
experience. This will be influenced by our culture, language,social context and
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how significant others construe the world. Information

that conflicts with

our perspective mayrefine or changeit, or maybe rejected.

This is illustrated by the reflections of a teaching assistant studying for a
foundation degree, who was taking a module I was teaching about speech and
languagedifficulties.

She was involved with a child who had recently entered

a Reception class and who used no verbal language at home or school. One
afternoon she noticed that he handed some of the other children their book
bags, which were labelled with their names. Reflecting on this a few weeks
later she noted that she had attributed the fact the he gave the right bag to
each child to coincidence as, 'You don't expect a4 year old 5EN child to be
able to read. ' Later in the course she read paper 2, which is written around
the stories of four young children with speech and language difficulties.
Becauseof her earlier experience she noticed the story of the child who could
read print but could not understand gestures, facial expressions and verbal
language. She went back to her setting, tested her child and found that he
could read the names of all the children in the class, a skill not achieved by any
of the other new entrants.

She shared this information with the class

teacher and they were then able to use his ability to support his learning and
communication. Importantly

the child was now viewed differently.

The label

no longer blocked noticing. The teaching assistant noted that she now saw him
as 'quite bright' and that she had changed her understanding of the term
'special educational needs.'

Experience that is not mediated may not result in any change in the way one
construes the world. An analysis of an event, such as something we identify as
a critical incident (Tripp, 1993) can help us to see things differently

provided
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we undertake critical reflection on assumptions (Mezirow, 2000). This can be
difficult

to do without the provision of alternative perspectives, and these

may, or may not, come from discussion with others. Working in homogenous
groups, for example, may reinforce a particular view rather than challenge it
(Powell, 2000). Another approach is to imagine the event or situation as if
through the eyes of someone else. The experience of role play Kelly (1970)
argued, allows someone to see that another perspective is possible. This could
in turn loosen constructs, making them more amenable to change. Narrative
approaches could play a part in this process.

The Use of Narrative
Narrative is a term that is used in different

ways, depending on the context

and purpose (Mishler, 1995). Stories are a particular form of narrative by
which cultures, and people, share much of their social knowledge. This form is
linked to action, but is an interpretation

of that action, with meaning,

foregrounding of some events, and with a perspective based on values and
beliefs (McEwan & Egan, 1995). It involves characters, a linking of events and
a sequence. Stories, also, involve emotions. Stories serve both individual and
social functions. Hardy (1977 p13), for example, argued that people' dream in
narrative, daydream in narrative, remember, anticipate, hope, despair, believe,
doubt, plan, revise, criticise,

construct,

gossip, learn, hate and live by

narrative. ' Sarbin (2004) sees individuals developing their identities through
story, while Nair (2003) suggests that stories are ways in which cultures
encode theories about the world, and in which individuals express their own
perspective on events.
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Stories can be seen as a key way of making sense of experience. In relation to
teaching, which is based on events and actions, which is multi-layered and
complex and which involves values and identities, narrative can be a way of
description and explanation. Knowledge in stories is particular but has wider
implications, which may be inferred by the reader or listener.

Bruner (1986)

argues that both the world of action and the world of thought come together
in stories.

The use of story, therefore,

actions and thoughts
educational needs.

of

teachers

could be a way of exploring the

working with

children

with

special

The work undertaken for paper 11 involved both the

reading and writing of stories and although these two aspects overlap, I will
deal with them separately.

Reading Stories
Autobiographical and fictional stories are one way of seeing the world through
different

eyes, or, one could argue, of seeing different

worlds. It is the idea

of there being only one normality, one form of knowledge and one curriculum
that must be followed, that makes it difficult

for teachers and children with

be
Teachers
to
to
able
special educational needs
need
understand each other.
to move into another world, if only in their imaginations, and story is an ideal
way to accomplish this.

Reading stories presented from different
and empathy, both human attributes.
cognitive, engagement.

perspectives involves imagination

Empathy involves emotional, as well as

Harris (2000) argues that when a person makes

decisions about future actions s/he has to imagine outcomes and know what
these might feel like. Much of the information to make these decisions may
not come from

direct

experience, but

from

other

people describing

29

experiences. An individual, therefore, has to imagine him or herself in that
situation in order to make appropriate choices of action. Harris (2000, p88)
argues that, ' our appraisal of the situation from the protagonists point of
view drives our emotional system....' Vicarious experience can lead to emotional
involvement, which increases the likelihood of the story affecting the reader.
This effect

could be resonance with experience, which then alters prior

knowledge, changing understanding (Colne, 1996). If readers can empathise
with the other person then they are more likely to be able to engage with
them where they are. This links to Kelly's sociality corollary (kyle, 1975 p12)
'To the extent

that one person construes the construction

processes of

another, he may play a role in a social process involving the other person.' This
must be seen as a necessary ability to develop in relation to teaching.

Sarbin (2004) argues that when readers engage with a character they become
involved in attenuated

role-taking,

which has physical effects,

increased heart rate or dry mouth which, in turn, can affect
attitudes.

such as

beliefs and

Reading a story written from the perspective of someone else, in

this case a person with special educational needs, could then influence not just
cognitive understanding of different

realities but emotional experience of

them. This is important for motivation to engage with this new perspective.
Students involved in the project in paper 11 spoke about the process 'making
me see things differently',

'opening my eyes,' or 'showing that I shouldn't just

look at things from my point of view.'

As a result of this experience I wanted students to reflect

on the stories

they tell about children with special educational needs. I wanted them to
develop stories based not on deficit, but on a different

way of being; stories
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of difference, but based on what we all have in common. Stories however, are
created between the writer and the reader; they can be seen as pictures, not
diagrams (Eliot, 1866 in Hewitt, 1947), and as such will be interpreted.

For the

teacher aiming to challenge perspectives the choice of stories used will be
important, but so, too, will be an exploration of the setting of these stories in
their cultural and political context (Carter, 1993; Goodson, 1996).

Some

students involved in the project began to gain insight into this process, one
commenting on the 'depth of thought' involved in the process and noted. '...it
was making me really evaluate what I felt and it also threw up my preconceived
ideas, you know, why do I think that?
influences have I had in my life? '

What does that make me feel? What
Discussion of stories within this wider

context opens up more possibilities for critical reflection and is part of the
democratic potential of narrative.

Knowledge does not reside in external

authority but can be constructed with others. This opens up possibilities for
participation and action.

Writing Stories
The writing of stories from the perspective of a child with special educational
formed
the second part of the project in paper 11. This will be
needs
considered in relation to two aspects: reflective practice and the function of
narrative.

The reflective practice paradigm has developed in relation to the

general postmodern,
subjective,

postposivist

position

located and temporary,

on knowledge, now seen as

and the

implications this

has for

professionalism (benzin (& Lincoln, 1994; Stonach & MacLure, 1997). What
does it mean to 'know how to be a teacher'?.

The reflective

practitioner

approach argues for the importance of the experience and its interpretation;
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for 'being' and then 'knowing'; for representing, critically examining and then

developingthat practice (Boudet al, 1985; Schön,1983).

Arguing that story is an appropriate form for recording the action, event
based nature of teaching, imbued with values and purpose, researchers and
teacher-educators

use narrative

approaches particularly

in relation

to

describing and understanding teachers' personal and practical knowledge and
pedagogical content knowledge (Clandinin & Connelly, 1995; Gudmundsdottir,
1995).

In relation to the project explained in paper 11, the aim was for qualifying
teachers to use their knowledge of teaching, their researched knowledge of a
particular special educational need and their narrative understanding and
abilities, to produce stories in the voice of the child. The intention was not to
talk for a particular individual, as people with disabilities have had a long
history of non disabled people talking for them, and not allowing them a voice
(Felske, 1994). Rather the activity provided the opportunity for role taking,
for showing knowledge in action and, because the form demands it, making a
moral point. Stories involve values and beliefs and these will determine the
point that is being made. When writing from the perspective of the child the
qualifying teachers were making points for the child.

So, for example,

students noted in interviews: 'I wanted the kind of shock factor to make
people think. ' and, 'I

dyslexia]
[about
into a
bring
to
the
positives
wanted

poem which people read and that makes you think. '

Because of the positioning of children with special educational needs in
relation to society, students placed in the child's position started to explore
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issues of social justice. This was sometimes implicitly, in the way in which they
wrote their stories, or explicitly in the reflective logs they kept of the writing
process. The narrative form supported students' reflection on the context,
and its appropriateness for the children, and this included their own actions as
teachers.

Many of the students reflected on themselves, and on their role

how
their concept of what it is to teach had been challenged, saying for
and
example: '... its really opened my eyes to thinking about how what I do in the
classroom really effects, not just the children with autism. You've got a lot of
children to think about; your role is a key role really. It made me feel really
responsible, that I've got a lot of responsibility to make sure that I'm always
including them. '

What this process appeared to do was to help qualifying

teachers to tell different

from
They
the
inclusion.
moving
stories about
were

integration model towards an understanding of issues of social justice and
inclusion.

Reading and writing stories in this way can challenge perspectives on children,
(1996)
Kompf
Martin
&
identities.
classrooms and personal and professional
have argued that some constructs are difficult

to change. These are likely to

be core constructs, particularly those associated with personal identity (Butt
& Burr, 2004). In work undertaken in teacher education in relation to
perspectives on race and ethnicity, for example, there is evidence that when
some qualifying teachers'

perspectives are challenged, they reject

the

possibility of change and become more entrenched in their original views
(Wilkins, 2004). This could well be because the process challenges their view
of themselves.

This could happen also in the area of disability, where

perspectives are currently

less in the political spotlight, but are no less

invidious. Narrative approaches could be seen as having the potential to be
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enabling as they are subject to individual interpretation.

While this of course

is a weakness if one is looking to bring about specific changes, it could be a
strength, as it allows for gradual assimilation of ideas without confrontation
that could lead to resistance.

It

could support incremental change to

individuals' perspectives (Mezirow, 2000).

Being bifferently
The aim of the stories that I used in my published work, and the stories I
encouraged students to read and write on courses in special educational needs,
was to bring about transformative

learning (Pope & Denicolo, 2001). I hoped

to challenge perceptions, which could lead to new perspectives on inclusion and
intrinsic motivation to change practice. This transformation was designed to
lead to changes in action. By challenging perspectives of children with special
needs and their own role in inclusion, I wanted teachers, through their new
perspective on the child and the classroom, to look critically at inclusion and to
develop an inclusive environment in their classrooms. I was taking the view
that different

different
depend
on
ways of acting usually

ways of perceiving.

So, for example, a teacher who sees a child hiding under a table in the
classroom as 'naughty' is likely to act very differently

from one who perceives

this as the child needing to feel safe in an enclosed space.

New perceptions may not always lead to changed actions.

As teacher-

educators we need to move, with our students, beyond perceptions to action.
We need to identify

the potential constraints on action, and include some

support to enable students to 'be differently'.

Four ways in which professional

development courses could support students in this way will be discussed.
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First, helping students to understand the discourses surrounding schools and
how this may influence their practice.

It could be that the authoritative

discourses of the school may inhibit their working.

New teachers need to

know that this is a not uncommon experience (Schoonmaker, 2002).

Some

teaching assistants I worked with on foundation degree courses, for example,
saw their abilities to act in their school context as limited by teachers' and
managers' perception of them and their role (Jarvis & Rees, 2002).
something differently

Doing

might conflict with the teachers' views of themselves,

for example as good team members, and so limit their actions. Work looking
at discourses surrounding education undertaken during work on inclusion, could
help new teachers to be aware that these exist, and can be resisted (Putman &
Borko, 2000).

Second, new teachers may not feel that they have the agency and voice to act
differently.

They need to develop confidence in themselves as autonomous

The
language
knowledge
this.
to
model
the
articulate
professionals with
and
of learning presented in the project in paper 11 is that of the practitioner
researching information

using a variety

of sources, and using narrative

methods to present, and enquire into, practice.

This should support new

teachers' understanding of how knowledge is constructed and give them a
This
than
would also
authority.
concept of agency, rather
reliance on external
relate to the third

issue that may limit changing practice: the range of

pedagogical approaches available to support working with children with special
identifying
If
teachers
sources
of
of
ways
are
aware
new
educational needs.
how
interact
field
knowledge
this
in
this
with their
will
and
of experience and
own sensitive professional noticing, particularly understanding the perspective
lacking
the
less
likely
issue
the
the
then
they
to
see
as one of
of
child,
are
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appropriate 'manual'. If they see learning as starting with the needs of the
child, then they should be more able to devise appropriate ways of teaching
individuals. There should be a move from didactic or behaviourist methods to
consructivist approaches to teaching (Watson, 2000).

Finally, new teachers' espoused theories may not relate to what they do in
practice (Argyris & Schön, 1974). It is easy to think that one is promoting
inclusive practice when that may not be the case. Teachers, therefore, need
the opportunity to become reflective practitioners, and strategies for critical
reflection using narrative approaches, developed during projects such as this
one, should be part of their ongoing professional development. A simple model
of the key aspects of this project is shown below.
Reflective Practice
(identity)

Enquiry into
Practice
(agency)

Figure 2

Exploring
Cultural
Discourses
(voice)
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Reading and writing narrative was the action and is in the centre.

Reading

involved empathy, which has the

potential

reader's

perspectives on reality, particularly

perceptions of the child with special

to

challenge the

educational needs. A change in perspective can lead to a new role for the
teacher, listening to the child and supporting the child's learning needs, rather
than delivering the curriculum.

Writing involves the use of the child's voice

and can lead to the perspective of learners' rights.

This challenges an

integration approach to inclusion and can result in the teacher taking a more
politically informed, democratic approach in the classroom and with the
potential for assuming an activist identity (Sachs, 2004).

The act of writing is shown inside a representation of key parts of the process
undertaken during the project. While the three aspects are shown separately,
they are linked as shown by the arrows.

Reflective practice can support

teachers' identity; exploring cultural influences can help them to choose to
develop their own voices, while enquiry into practice develops autonomous
professionals with agency. The key themes of identity, voice and agency,
embedded in a language context, which have been central to my writing from
the beginning, are now seen in my current practice.

As I discuss in the next

section, we return from the end to the beginning.
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Endings and Beginnings

We shall not cease from exploration
And the end of all our exploring
Will be to arrive where we started
And know the place for the first time.

T5 Eliot (Little bidding, The Four Quartets)

© Martin Hill 2003
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The image and the extract from the poem illustrate the circular nature of the
work undertaken in this thesis. Reflection has allowed me to see my writing
and teaching as a whole. Through journeying backwards up the stream of my
professional life I have been enabled to see it in a different
identify patterns.

The nature of the pebbles, and of my stories, is that they

be
arranged in a different
could
future.

way and to

way in the light of new perspectives in the

The hermeneutic nature of this enquiry is shown by the circle, in

which the publications are seen as part of a pattern,

and understood

individually within this pattern. There is a circularity in this critical appraisal
of themes that recur in different

contexts and in different

lives. I go round

the circle revisiting themes for learners, teachers and teacher educators,
making and understanding meaning through reflection.

As T. S.Eliot explains, at the end we are back at the beginning, but
understanding more. An aim in setting out on the thesis journey was to know
more about my own practice in order improve it in the future.
differently',

in order to'be differently'.

based on concern for

To 'know

I now understand that my writing was

the quality of inclusion for

children with special

educational needs, exemplified by issues around learner-teacher interaction.
An examination of my writing shows that I moved beyond an initial concern
linguistic
the
with
aspect of interaction, to embedded issues of identity, voice
and agency. I also moved from a simplistic notion of accumulating knowledge in
order to bring about change, to one of challenging perspectives so that people
can choose to act differently.

My claim to have made a contribution to

knowledge in the field lies in the work undertaken in this area.
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Contribution to Knowledge
The purpose of my work has been to challenge perceptions that may be
inhibiting inclusion. I have sought both to challenge the ways in which learners
with special educational needs may be perceived, and the ways in which we
come to know about these learners. In relation to teacher education, I am
arguing that what Van Manen (1991) has called the 'tact' of teaching has
largely been ignored in current

courses.

Pedagogical tact

involves the

sensitive, thoughtful action of teachers in their interaction with learners. It
concerns relationships between teachers and learners, which inevitably involve
affect.

Tactful actions involve the use of non-verbal, as well as verbal,

communication and are predicated on teachers' understanding of the needs of
learners. Part of this understanding will involve being able to 'read the inner
life of the other person' (Van Manen, 1991 p125).

This aspect of understanding could be termed 'professional sensibility', as one
him
have
interact
'a
in
to
to
or
with
needs
sense' of someone'scondition
order
her successfully (Fox, in Nickalls, 1975; Carter, 1971). Whatever terminology
is used, it is essential that we have a language to talk about this aspect of
practice so that it can be identified, discussed and developed. How, though,
can this sensibility be developed on courses for teachers?

It appears to be

part of 'being' in the classroom, and as such is developed and shown in action.
Van Manen (1991) suggests that it can be developed by listening to children,
and by observing tactful teachers in action. I would argue that students need
this aspect of practice highlighted for them by teacher-educators who should
both model, and articulate

this

modelling, in sessions.

Sensitivity

to

considering this aspect of practice can be raised, also, through narrative.
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If, as Bruner (1996) argues, we construct our realities through narrative, then
the use of story

is a way of linking 'being' and 'knowing'.

autobiographical stories
aspects of

Recalling

in relation to education can highlight emotional

learning and effects

of teacher

actions in the classroom.

Developing imaginary stories can support the awareness of other perspectives
and engagement with learners no longer seen as 'other'. I would argue for an
epistemology based on imagination; narrative 'knowing' leading to tactful 'being'
in classrooms.

In addition to arguing for this shift in emphasis in teacher education, I have
developed a pedagogical approach that can support this form of learning. This
has been developed through teaching and research and has been shared with
teacher educators both nationally and internationally (paper 11). I would argue
that the model used in this project could underpin much work in teacher
education generally. The current focus on curriculum delivery fails to address
issues of classroom relationships and the beliefs and assumptions underlying
consequent actions in classrooms. By challenging perceptions of individuals and
contexts, through processes that empower them, qualifying teachers can
develop their own identities and make choices about the actions they take in
classrooms.

PersonalDevelopments
The processes involved in the model in figure 2 are also useful for teachereducators, who have their own identities and contexts to explore. During the
writing of this critical appraisal I too have explored the discourses around my
profession. I have used reading and writing, including the use of narrative, to
develop confidence in my ability to enquire into, and develop my own practice
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and that of others.

Through undertaking this work I have become aware of

what is important to me in my teaching.

I now appreciate that my continued

focus on issues around interaction between teachers and learners was to do
less with language, than with the quality of pedagogical relationships.

I

understand that my use of telling and listening to stories was not for curricula
purposes, but was to do with developing shared understandings in order for
tactful teaching and active learning to take place. As I have moved during my
career to work with new learners in different

contexts, this aspect of

teaching had become a focus of 'being' in the classroom. It has now become an
area of 'knowing' too, and as such I am able to reflect on this and share it with
students and colleagues.

I have also used reflection

to examine my identity, which was one of a

teacher, and have chosen to start to develop a new identity as a teachereducator. This has enabled me to change my actions and to take on new roles
in the School of Education, including leading a project on exploring teachereducators' use of reflective practice approaches on their courses. Part of this
new identity involves recognising my role as a researcher.

My approach to

from
has
in
the
a positivist,
moved
research, as shown
enclosed papers,
knowledge
to
as constructed
my current understanding of
objective stance
and situated.

Through researching and writing this critical appraisal I have

changed my perspective on what counts as knowledge and who can contribute
to its growth.

I now see research undertaken by teachers and teacher-

educators as vital for professional learning and an essential part of the
development of identity, agency and voice within the teaching profession. The
use of narrative, in research as well as teaching, can be an appropriate vehicle
for this process.
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Clandinin and Connelly (1994 p 425), writing

about personal experience

for
in
'Writing
the research
takes
place
others
research approaches, note:
text.

In a fortuitous

twist of fortune, the expressions of meaning contained

in research texts are often profound for the self. ' Exploring narrative writing
has enabled me to narrate and locate my own professional story and choose to
life
(Ritchie
Wilson,
2000).
&
the
script
change

Learners, teachers and

teacher-educators all need to have new opportunities for inclusion and the
chance to know and be differently.

The work undertaken in this thesis is

designed to achieve this aim.
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Summary
This article explores some of the ways in which
reading and writing stories can be used by staff
and students in higher education. It discusses
when and why the story form might be useful and
conversely why, in certain circumstances, it might
be unhelpful. lt explores the use of fiction and
poetry in learning and teaching contexts with
students who are engaged in professional
education courses. Examples are given from a
current, funded research project where students
write stories using a different perspective than
their own. The potential for reflecting on practice
and for transformative learning is identified.
Suggestions are made for future cross-university
collaboration on the use of this story approach.
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Introduction
lt was the last day of term. 150 studentswerein
the lecture theatrefor the final sessionbeforethe
startof the holiday.Thelecturerhad carefully
prepared a PowerPointpresentationusing both
textand pictures. Thelecturerstartedthe session.
Manyof the studentsstartedwriting.Theywere
writingChristmascards that were thenpassed
aroundand opened by others.Smilesof
acknowledgementwere given. Thelecturerfelt
separatedfrom the students.She stopped and
walkedin frontof the desk. "1want to tellyou a
story,' she said. Thestudentsstopped what they
were doing. Theylooked at the lecturer.She
startedtellinga storyabout an exampleof
workplacepractice relatedto the topic of the
lecture. Thesilence in the room was intense.All
the studentslistenedattentivey.At the end of the
story the lecturerwent back to her PowerPoint
slides and the studentswent back to their
Christmascards.
This type of scenariomay not be entirely
unfamiliarto colleaguesworking in a higher
education context.As lecturerswe often use
storiesin class: from anecdotesand small
vignettesto case studies from practice.We may
find that students attend to, and engage with,
these stories.Why do we tell them and why do
students listen?Do we ask them to tell stories?If
so, how is this supporting their learning?The use
of differentforms of narrativein research,for both
data collectionand data presentation,has
expanded rapidlyduring the past ten years as
researchersusing qualitativeapproacheshave
become more confident with a range of creative
approaches (Lyonsand LaBoskey,2002).At the
same time, some lecturersare using forms of
storytellingin their teaching.This articleexplores
some of the ways storiescan be used in higher
education,with evidencedrawn from a current,
funded researchproject.

Why story?
The use of the storyin the scenarioabove had not
been planned,but was an intuitiveresponseto a
particularcontext.It could be argued,of course,
that the students'changed listeningbehaviour
was less a positiveresponseto the storythan
reactionagainstan over-familiarPowerPoint
lectureformatthat can lack personalengagement.
Tellinga storycan allowa lecturerto get closerto
the students,both physicallyand metaphorically.It
can lessenthe distancebetweenthe teacherand
the learner.It may allow us to revealpart of
ourselves,eitherbecausewe includeourselvesas
characters,or becausewe show personal
perspectiveson events.Whenwe tell stories,our
verbaland non-verbalcommunicationchanges,
making languageeasierto understand.Bruner
(1990)has arguedthat we learnabout the social
world most easilyin narrativeform and it is often
how we recall,recountand anticipateexperience.
Evenif we are not teachingabout the socialworld
we may neverthelesschooseto linkour
paradigmaticcontentwith fables,metaphorsor
social-worldexamplesin order to providestudents
with a linkto more abstractconcepts.As narrative
is a use of languagethat is traditional,learntfrom
a young age and easilymemorable,it may be
more accessibleto learnersthan ideas presented
in propositionalform. Puttingcomplexideas into
an easier,more familiargenrecould be seen as
supportinginclusiveteachingpractice.
Storiescan also lead to activelearningon the
part of the student.In the traditionallectureformat
I was using at the beginningof my unsuccessful
teaching sessiondescribedat the startof this
paper,I was the personwho was identifyingkey
information.In relationto the story,however,it was
the studentswho had to inferthe meaningof the
text.Adults,and indeed children,expectthereto
be a messageor a point to a storyand actively
look for this. Theyalso understandthe
metaphoricalrole of storiesand whileresponding
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to them personallythey do not limittheir
interpretationsto the particularexample.Theymay
make generalisationsfrom storiesand use these
to generatetheirown stories.However,therecan
be both limitationsand dangersinherentin the
process.One of the questionswe need to ask is
'which storiesare we telling?'
Which stories?
One of the reasons that the students in the
scenario at the beginning of this article
listened to the story may have been because
it was about professional practice in which
they were shortly to engage. Hearing stories
about practice is one of the ways we learn
about it, and students who are about to
undertake some form of work-based
experience are likely to be motivated by
stories of this type. As lecturers we often take
an aspect or principle of practice and
contextualise it. We show how a situated issue
or dilemma may look and give examples of
strategies to deal with it. One difficulty is, of
course, if the example is remembered rather
than the principle it is designed to illustrate.
We need to be aware that students need
insights into the range of contextual factors
that influence practice. If only one example is
storied or if influences framing everyone's
stories are not highlighted, they may reject the
story, thinking it would not work in their
situation, and therefore also reject the
underlying principles.
Stories about 'how we do things here' are
one form of induction into a profession and
into a workplace. Students can learn the
language and procedures of their chosen field
from stories told by lecturers. They can also
see how professionals in a particular area
engage with the ideas in a practice context,
how they reflect on their own work and
enquire into their practice. One danger with

workplace stories, however, is that they can
perpetuate forms of practice without
challenging them: for example, they can lead
to lack of resistance to, or failure to identify,
discriminatory practices. In most professional
contexts only certain sorts of story would be
acceptable. Mattingly (1991), researching
stories told by people implementing a World
Bank project, found that only stories related to
a particular political agenda could be told. In
schools, Clandinin and Connelly (1995)
identified 'sacred stories' told by managers,
'cover stories' told by teachers to demonstrate
to colleagues and managers how they
responded to the sacred stories, and finally
'secret stories' acted out by teachers in their
own classrooms and shared with a few trusted
colleagues. The status of stories could, of
course, change, if new ideas and policies
developed. Secret stories could then change
from possible resistance to the sacred story,
to becoming part of a new sacred story. So,
for example, a teacher might have a secret
story of undertaking some cross-curricular
work in teaching at a time when the sacred
later
If,
teaching.
a
at
subject
about
was
story
date, the sacred story advocated making links
between subjects, the teacher's practice
would become part of that story. Students
need to be aware of the range of stories that
may be told and whose stories they are.
Whose stories?
(Lecturerswill often tell stories of examples of
their own practice or professional work they
have recently observed. This may be partly to
show that they are not as remote from the 'real
world' as students may imagine, but is often to
identify what they consider to be good practice.
This may be approaches or methods that they
would wish students to emulate. A danger, of
course, is that these stories may then conflict
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with those told by practitioners when students
attend work-based placements - what could be
characterised as a 'real world' versus 'ivory
tower' conflict. Rather than wanting to protect
students from what we believe to be the
'wrong' stories, we need to give them tools to
examine stories: ours, theirs and those of other
people. We need to help them to view these
stories through different lenses; to identify their
cultural and institutional assumptions; and to
apply different theoretical models to the
examples of practice. Stories need to be
analysed, both in discussion with staff and
peers and in relation to appropriate literature,
as this supports the development of critical
reflective practice.
The 'storying' of experience in the field of
professional development is increasing (Bolton,
2001; McDrury and Alterio, 2003).
Professionals, or students in a particular field,
are encouraged to write storied accounts of
examples of practice both for themselves and,
often, to share in groups. Burchell and Dyson
(2000), for example, undertook an action
research project with lecturers in higher
education who were reflecting on their practice
in relation to dissertation supervision. As part of
this process each lecturer wrote a story, in
whatever form they wished, about their
experience of supervising dissertations. While
the participants were surprised to be asked to
write in this format in an academic context, they
were able to do so. As we all tell stories in
everyday life there is no mystery about the
writing form. Participants found that the writing
process itself allowed for reflection and selfdiscovery, while sharing stories with other
people enabled them to see different
perspectives on current concerns.
Concerns, issues and dilemmas may be
unconscious and may be revealed through the
story writing process. Practical knowledge is

situated and developed in action. Stories are
about actions, but are not the actions
themselves. They are constructions in which
there is foregrounding of particular elements,
interpretation of events and implied intentions,
motivations and anxieties.The story writing
process, which is descriptive not analytic, may
in this way raise awareness of intuitive practice
so that it can be examined. Story influences
may remain tacit, but can neverthelessresult in
changed practice because if much
professional action takes place in relation to
tacit knowledge then changing this knowledge
could result in the development of practice.
This change can come about by experiencing
resonance or dissonance in relation to stories.
Resonance can be experienced when we
hear or read a story that 'speaks to us'
Stories
generally
or
emotionally.
cognitively
involve emotion, an element that may be
limited in academic discussion of practice but
that is frequently present in action. We could
between
(Conle,
1996)
'echo'
a
an
experience
story and our own experience or, as we
imagine the other's story, we may respond
kinaesthetically or'feel with' them (Sarbin,
2004). Our response will be individual and the
resonance may be unrelated to the particular
detail of the story. While this resonance could
it
it
alter
may
well
story,
own
our
confirm
simply
'move'
to
thinking
may
process
our
subtly and
involve new contexts, or internalisea wider and
deeper understanding of our original
perceptions (Conle, 1996). While this could
result in changing our actions in professional
practice, dissonance between stories could
also have this effect. A perceived conflict
between a story and our own understanding
can be a catalyst for change (Golembek and
Johnson, 2004). If our engagement with the
story involves emotion, so that it matters to us,
we may be stimulated to resolve the
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contradiction by reconceptualising our ideas.
Alternatively,of course, we may find this too
threatening and reject the story. A key issue for
lecturers using story in a professional
development context is that, while the personal
nature of the response to story is essential for
changing individual perspectives, and for
giving people the potential for choosing to
change practice, these private responses may
be hidden from the lecturer. If changes are
subconscious, they may indeed be hidden
from the students themselves. This is
problematic for professional development
where lecturers have responsibility for
developing ethical practice. Personally held
beliefs in relation to race, gender or disability,
for example, will impact on professional
practice and need to be 'surfaced' (Schon,
1983) so that they can be reflected on.
Dialogue with peers and lecturers around
stories of practice allow for an understanding of
different perspectives and for an understanding
of how our own stories have developed in
personal and cultural contexts. A danger may
be, however,that a discussion group is too
homogeneous to be able to see beyond
particular professional or cultural frames and
minority views may be silenced by the group
context. The use of fiction can be a way of
approaching these issues.
What about fiction and poetry?
Staff and students can present examples of
practice in fictional form which may help
authors to distance themselves from personally
sensitive material, particularly if it is to be
discussed with others. It will also help deal with
ethical issues inherent in discussion of
examples of professional practice. Social
workers, for example, have used Harry Potter to
explore notions of appropriate parenting and
the ways in which decisions are made about

supporting children and families (Seden, 2002).
This reduces the potential for people feeling
personally criticised, but can allow them to take
on new ideas and perspectives. Harry Potter
stories are also used in other forms of
professional practice. Business students, for
example, can look at management in relation to
a range of personalities at 'Hogwarts' and at
issues of knowledge management in this
setting (Herman,2004). This has the benefit of
engaging students through humour.
Additionally, by analysing examples not
normally associated with their professional
practice, students may be able to identify the
principles underlying this practice more clearly.
Fictionalising practice can also help the author
to look at different viewpoints if a range of
voices is included in the telling. Hearing the
voices of clients, patients, or students, for
example, can lead to more informed practice.
This may also be possible through talking with
or interviewingpeople, but may be problematic
in contexts of unequal power relationships.
Reading published fictional texts can be a
way of gaining simulated experience including
understanding the perspectives of other
people. Stories, from Greek tragedies to tales
exploring current issues of cultural difference,
have been used to carry messages about
understanding the 'other' (Nassbaum, 1997).
Through imagination and attenuated roletaking, readers can empathise with people who
may be seen as different from themselves
(Sarbin,2004). Perceptions gained from fiction
can result in a changed understanding of
others which could lead to readers deciding to
take different action in the real world (Gerrig,
1993). For this reason Coles (1989) used
fictional texts involving doctors to explore
experiencesand roles in medical contexts and
he was particularly concerned that doctors
should develop a'moral imagination' in relation
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to understanding the perceptions of patients.
This was seen as contributing to more sensitive
and effective professional practice.
A key issue in the use of fiction is that
cultural assumptions exist within the form of the
story as well as its content. Different cultures
will have different'storying' conventions and if
not appreciated and shared then this type of
work can lead to misunderstandings. This is
particularly true in relation to poetry. Poetry can
be evocative and emotionally engaging and, as
it does not necessarily denote a particular
example, it can be less overtly challenging than
an account of practice, thereby limiting the
possibility of hostility or rejection. Poetry may
be particularly relevant in work contexts where
emotional issues need to be explored.
However, as noted in a previous edition of this
journal (Roberts, 2004), the language of
lectures and seminars includes vocabulary,
allusions and examples that are culture-specific
and this is exacerbated when poetry and
metaphors are used. While metaphors can
allow us to see things in new ways and lead to
conceptual understanding, they can also lead
to misunderstanding if, for example, one of the
categories used is not understood in the same
way by all participants. For example, if a person
or institution is referred to as 'a rock', the
understanding of this concept will depend on
perceptions and experiences of 'rock' which
could include 'solid' or 'hard' or alternatively
'likely to be undermined' if the concept is linked
to rocks being eroded by the sea.
A current research project using story
Over the last two years the School of Education
has undertaken a research project exploring
the use of reading and writing fiction and
poetry in developing student teachers'
understanding and knowledge in the field of
special educational needs. Initially the project

was funded by the University's Learning and
Teaching Development Fund and it is currently
supported by the TeacherTrainingAgency. A
reason for using a story approach in this area
of education is ably demonstrated by a recently
published and widely read novel, The Curious
Incident of the Dog in the Night Time (Haddon,
2003). The story is told from the perspective of
a young person with Asperger's Syndrome and
shows how fiction can help people understand
the ways in which a child with this condition
may experience the world and the reasons for
particular behaviour.While a condition such as
Asperger's Syndrome can be explained
factually, the fictionalisation embeds the
information in a context and leads to a level of
the
on
empathy
and
engagement
emotional
part of the reader. One aim of the research
help
to
the
story
to
of
strengths
project was use
student teachers understand pupil
perspectives and thereby be enabled,
in
actions
to
take
appropriate
more
potentially,
the classroom.
Learning/Teaching approach
For a final-year module education students
have read fiction, poetry, autobiographies,
information texts and websites on an
individually chosen disability, such as deafness
or autism, and have then written stories or
from
the
images,
by
supported
poems,
perspective of and in the voice of a child with
that condition. While the module was primarily
undertaken through self-study,students were
supported by staff-led sessions exploring the
use of words and images as forms of
representation, and by peer-group reflective
keep
to
Students
also
required
were
work.
development
their
logs
the
of
charting
reflective
The
thinking.
their
students' stories
and
project
and logs were used as evidence of learning for
from
evidence
while
purposes,
assessment
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questionnairescompleted by all the participants
and interviewsfrom a proportion of students
helped the research team to analyse course
outcomes. Furtherdetails of the project can be
found in Jarvis et al (2004).
Outcomes
Students engaged wholeheartedlywith the
project, perhaps in part due to its novelty factor.
Transformativeoutcomes in relationto student
perspectiveswere identified. Students' work
demonstrated resonant and dissonant aspects
as they developed their stories and related them
to their previous understanding in the field. They
began to see children with special educational
needs as being part of the group of all children,
not 'other' and defined by their,often
problematic, behaviour.They also recognised
conflict between what they had thought was
their own good practice as teachers and it being
identified as exclusiveor patronising when they
looked at it from a child's perspective. Seeing
teachers through the eyes of pupils gave
students a disconcerting, but potentially
empowering, different view of themselves.
Through stories they were also able to portray
teachers using both appropriate and
inappropriate classroom strategies in relationto
their fictional child selves.The potential exists,
therefore, for the use of the more appropriate
strategies once the students start work in their
own classrooms. Some students were enabled
to see a wider perspective beyond the school,
and articulated their commitment to working to
end the educational and social discrimination
against people with disabilities.All students
reported that they had been changed in some
way by the course. "We now see things
differently," reported one student. What they saw
differentlyvaried between individualsand future
development of this work will include more
opportunities for students to share their insights.

Future work
The research project will continue in the next
academic year with work being undertaken on
different, shorter courses for student teachers
where less time is available for exploring
special educational needs. We will again aim to
exploit the potential of story to effect change,
so will continue to ask students to read and
write fiction, but will include subsequent
organised discussion of these stories with staff
and peers. We will be using personal-construct
psychology methods to identify changes in
student perspectives following the project. In
the development of the project we will be
in
insights
to
others
engaged
with
share
aiming
similar work and with those using story
approaches in a range of education contexts.
In this way we hope to understand more about
the use of story in helping to develop student,
and indeed staff, learning.
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Taking a Metaphon approach to
phonological development: a case
study
Joy Jarvis
Stevenage

Abstract
This casestudy outlines speechwork undertaken with one child over an
academic year. It discussesthe decisions which were made with regard
to the content and method of the teaching programme and details the
activities which were used. The child's progress is described and
questions are raised about the effectivenessof our programme.

Introduction
Initial assessment

Luke entered school in September 1987aged 4;9. He presented as an
alert, well-motivated child of average intelligence. His hearing was
normal, and his comprehension of language, assessed using the
Reynell Developmental Language Scales,was appropriate for his age.
His speech, however, was extremely difficult to understand.

Luke could articulate most English adult phonemes in an imitation
situation, the only ones he had difficulty with being generally latedeveloping sounds: If, 3, tf, d3,0, Ö/. He could perceive minimal-pair
differences in adult speech, even in pairs of words he produced as
homonyms. He was also aware when his production did not match the
adult word model, although he was unable to alter his own speech. He
often said 'I can't say that'.
Luke's response to requests for clarification was either to repeat
Address for correspondence: Area Advisory Centre, The Grange, High St, StevenageSG1 3BD.
UK. This work was undertaken when the author was teacher-in-charge of the Infant Partially.
Hearing Unit, Stevenage.
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what he had just said in what appeared to be the same form, or to
speak louder, a natural response to the question `Pardon? ' It was
possible that he was making differences in his speech, but that these
did not cross phonemic boundaries so were not perceived by the
listener. He could not, however, distinguish between what appeared to
be homonyms in his own tape-recorded speech. It seemed that he was
having difficulty with making appropriate contrasts in his speech, so
we undertook a phonological assessment.
We analysed both a picture-naming and a
connected-speech sample
using PACS (Grunwell, 1985). Both samples gave an identical picture
of Luke's strengths and weaknesses (Figure 1). Luke appeared to have
a wide inventory of phones. These he used in an appropriately
contrastive way in word-final position and in syllable-initial position
within words. There was, however, very little contrast in word-initial
position. Only seven consonants were used in this position, with the
addition of /1/ which was used in the production of his own name. This
appeared to be an advanced form, as no other initial-/U words were
produced.
There was little evidence of free variation, and Luke's system in
word-initial position seemed static. When we looked at simplification
rules as a way of describing the data, we found that in word-initial
position he showed a consistent pattern of fronting, stopping, gliding
of /V and of fricatives, context-sensitive voicing, and cluster reduction.
Often, of course, these processes combined, as for example in the
production of [di: p] for /ji: p/. His preferred phone was [d], which was
used for nine adult consonants and was one of the major reasons for
his being frequently misunderstood. It is interesting to speculate why
Luke showed phonological difficulties only in word-initial position.
Chiat (1983) suggests that this may be due to the influence of stress and
word boundaries. Luke, for example, pronounced making correctly
but my car was [mai da: ].
Having obtained information about Luke's speech production and
its relationship to the adult system, we needed to use this information
in planning and implementing a teaching programme. It was decided
that the teacher of the deaf who worked with hearing-impaired
children in a unit which was part of Luke's school would be responsible
for organizing his speech work on a withdrawal basis. This was because
the teacher had a particular interest in phonological development. It
also meant that, as the teacher was `on the spot', Luke's speech
sessions could be fitted into his normal school timetable without too
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much disruption. The teacher was then faced with the four central
questions which, as Crystal (1987) notes, will dominate our teaching
decisions: what to teach next? why? how? for how long? It was decided
that the question `why? ' applied to all the other questions equally, and
each of these three questions was considered, with an attempt to give
principled reasons for the decisions which had been made.
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What to teach next?

A number of different factors were taken into account when planning
the content of the teaching programme. These included information
about normal phonological development, so that an attempt could be
made to follow a broadly developmental route. In addition we would
give priority to the elimination of processes which had most effect on
We also wanted to achieve early success, so that
his intelligibility.
Luke would realize that he could change his speech.
We decided to start with the elimination of the gliding of /i/.
Although this sound is often -developed late, Luke used it in his name
and easily imitated words beginning with /U. We hoped that by starting
with this process Luke would make early progress. Prevocalic voicing
seemed to be the obvious next target as this process is usually
suppressed very early, and as it affects many contrasts it has a big
influence on intelligibility.
We decided to tackle the process in
phoneme pairs in sequence, starting with the bilabials, then the
alveolars, and finally the velars.
Our third target was to be the stopping of fricatives, and this was to
be followed by fronting. It might have been more logical to have
tackled these in the reverse order, but we felt that the concept of
difference in manner of production might be more easily understood
than place difference. Our final two objectives were to be the gliding of
fricatives and cluster reduction, the latter being common in the speech
of young children.
For how long?
We can consider this question in two ways. First, how often shall we
see the child, and how long will each session last? Secondly, when shall
we stop targetting a process and move on to the next stage in our
programme? The number and length of sessions is often determined
more by practical considerations, but it would be useful to know
whether intensive therapy followed by monitoring, or more regular
but less frequent sessions, is the more effective procedure. In Luke's
case we started with three 20-minute individual sessions per week.
This was reduced to two sessions in the third term, and later to one,
before the programme finished at the end of June.
When considering how long to target a process, it would seem that
traditionally a high level of accuracy in connected speech was expected
before the child could move on to the next objective. More recently it
has been suggested that as normally it is several months before a new
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contrast is used consistently in connected speech (even among normal
children), it is possible to withdraw treatment at an earlier stage, and
the targetted process will continue to develop naturally (Ingram,
1986). We decided, therefore, that once Luke had generalized the
suppression of a process into a few single words, we would move on to
the next objective. This might, perhaps, be rather optimistic, but the
option of returning to an earlier target was always available.
How are we going to teach?
The teacher was looking for a method of working with processes or
groups of phonemes and of operating with the phonological system as
a whole. The Metaphon approach (Dean and Howell, 1986) aims to
change the child's central processing through a two-phase programme
of treatment. These inter-related phases aim at developing children's
metalinguistic awareness, so that they can talk about and manipulate
phonemes. They can then use this knowledge to repair their speech
and effect a change in their phonological system. We decided therefore to attempt to use this method with Luke.

Implementing

the teaching

programme

Gliding of /I/ (Sept-Oct)
As this process involved only one phoneme, we decided to use
traditional minimal-pair therapy using initial /V and /j/ words. In
addition, as there are few appropriate minimal pairs for these
phonemes, we played a number of games in which Luke gave the
teacher a tick if she said a word correctly (e. g. /leg/) and a cross if she
said it wrongly (e. g. /jeg/). These games proved to be highly popular!
Luke was able to take the role of the teacher and produce word-initial
/U words. After three weeks of these activities, he was asked to name a
number of pictures, including initial-/1/ words, some of which had not
been used in therapy. All the initial-/U words were produced correctly,
suggesting that he was beginning to generalize the process, even
though there was no change in his connected speech. We therefore
moved on to our next objective.
Context sensitive voicing (Oct-Dec)
In the Metaphon approach, voiced sounds are described as 'noisy' and
voiceless sounds as 'quiet'. As suggested we first explored these
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dimensions with non-speech sounds. When we started working with
speech sounds, Luke had no difficulty distinguishing between a quiet
/p/ and a noisy /b/. Perception in the consonant-plus-vowel situation
was more difficult, however, the voicing of the following vowel making
both /pa:/ and /ba:/ 'noisy'. At the same time Luke attempted
production of these syllables, even though he had not been asked to do
so, and it became clear that he could not produce /p/ before a vowel.
We had therefore started at the wrong level of therapy. As Stackhouse
(1984) notes, a child needs to have 'articulatory ease' with sounds in
before
be
the
these
sounds
can
phonological
use
of
combination,
explored.
The main reason for this mistake was that we had not considered
that, when we are describing speech in an abstract way, we also need
to consider articulatory reality. In this case, the production of voiceless
plosives at the end of words, which Luke could do, involved different
articulation from the same phonemes produced in word-initial position, which he was unable to do. We therefore worked at the phonetic
level of speech, using candles, bubbles, and straws to emphasize the
aspiration involved in initial plosives. After two weeks Luke was able
to babble with /p/ plus a vowel, so we returned to our phonological
programme.

Having emphasized aspiration in our phonetic work, we decided not
to continue with the noisy-quiet classification, but to use the descriptions 'air coming out' or 'air not coming out'. This rather clumsy
description was nevertheless effective in distinguishing between wordinitial /p/ and /b/.
During the first phase of the programme, the teacher produced /p/
hoop
had
/b/
Luke
to
to
a
run
plus a vowel or
plus a vowel, and
hoop
(to
to
an
empty
or
containing a candle
signify aspiration)
(signifying no aspiration). He also had to pick up a picture card with
bubbles (for aspiration) or a blank card (for no aspiration), or to put a
counter in an appropriately labelled container.
After nonsense syllables, we moved on to single-syllable words:
pear-bear, pin-bin, pea-bee,peg-beg, and pen-Ben. Although we were
concentrating only on perception, Luke generally attempted to produce the word, feeling for air on the back of his hand, before he made
his classification. Presumably this was because we had used an
'articulatory' form of description. Also, perhaps, production was
aiding perception.
When Luke was able to classify the six minimal pairs, plus two new
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ones which were introduced to see if he could generalize to new words,
we moved on to phase two of therapy. All the games followed a similar
pattern. Two objects, such as a (teddy)bear and a pear were placed on
the table. The teacher had a set of cards depicting these objects, and
she chose one card and placed it face downwards on the table. She
then said the word depicted on the card. Luke had to decide which of
the two objects the teacher had said, pick it up, and then turn over the
card to see whether he had made the right choice. When the game had
been played successfully a few times, the roles were reversed. The
teacher did not tell the child whether he had said the word correctly,
but the feedback in the game gave him information about the
effectiveness of his communication. It was, of course, necessary to
emphasize the responsibility of the speaker for effecting communication, so that the listener was not blamed for being inattentive or
stupid.
After five weeks of working with the /p-b/ contrast, we worked for
two weeks in the same way with /t-d/, and then for a further two weeks
with /k-g/. Although the pattern of work was the same, Luke achieved
results much more quickly, presumably because he was developing his
skills and generalizing from one phoneme pair to the others.
In addition to the structured work, Luke had been involved in play
and craft activities with other children, and the teacher had taken the
opportunity of pointing out features of her own speech, e. g. `Pencil.
That's an air-coming-out one, isn't it? ' No comment was made on
Luke's speech, and he was never asked to imitate the teacher's model.
The aim was to facilitate generalization from the speech sessions to
everyday communicative situations.
By the end of the first term, we had not been successful in bringing
about any change in Luke's spontaneous speech. That he had learnt a
great deal, however, was brought home to the teacher by an incident
in the last week of term. Luke and a friend were making plasticine
party food, and Luke had made a cake. His friend asked what it was,
and Luke replied [deikj, which was what would have been expected
from his initial assessment. `What? ' queried his friend. At this point
Luke paused and his mouth moved as if uncertain what to do. Finally
[teik] he pronounced. His friend still did not understand. Luke tried
again and produced [keck]. Communication had been effected. Luke
was now aware not only that he could change his speech, but was able
to do so. He seemed to have learnt that change was needed in word-initial
consonants, and he could presumably perceive the difference between

Taking a Metaphon approach to phonological development 23
his own production and some form of underlying representation of the
word. He wasable to usehis knowledge of the properties of phonemesto
changeboth the manner and place of production.
Stopping (Jan-Feb)
The fricative-stop contrast is described using the Metaphon approach
as the difference between long and short sounds. These dimensions are
great fun for the teacher and child to explore together before starting
work with speech sounds. We decided to target the process of
stopping, using all the phonemes simultaneously. The pairs we chose
were /s-t/, /z-d/, /j-t/, /v-d/, and /f-w/. Clearly the last pair does not in
fact illustrate a fricative-stop pair, but /f/ was realized as [w), and the
teacher wanted to develop Luke's use of what is usually one of the first
fricatives to appear.
/8/ and /0/ were not targetted, on the grounds that they are difficult
to pronounce and are usually late to appear. On reflection, this was
probably a mistake, as we were not aiming at accurate production, but
rather at the ability to make contrasts. If we had included them at this
stage, it might have helped Luke to see similarities between all the
fricative sounds. As it was, his gliding of dental fricatives continued
late into the academic year. /h/ was not included, as it was not used by
his brothers in the school, and this was considered to be part of his
accent.
At first, individual consonants were spoken by the teacher for
classification. At least two pairs of phonemes were used in each game.
Luke had to respond in some appropriate way, e. g. by feeding long or
short paper worms to a bird puppet. Howell and Dean (personal
communication) have brought together numerous examples of activities which can be used. Single-syllable minimal-pair words were then
used for the same activities. Luke had no difficulty in understanding
the concept of long and short sounds, and could sort minimal pair
words accurately after only a few sessions. Phase two activities were
also successfully undertaken, contrast being made in production,
although phonetic accuracy was not always achieved, e. g. /j/ being
produced as [s]. It is interesting to speculate whether Luke achieved
success so quickly in this part of the programme because the fricative/
stop contrast was in some way `easier' than the voiced-voiceless
concept, or whether his metalinguistic skills had been developed
during the previous term, and that this made new distinctions easier to
acquire.
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At the beginning of the sixth month of the teaching programme, two
factors were noted which suggested that Luke was developing his
metalinguistic skills: his use of repair, and his ability to generalize from
structured activities to connected speech. In relation to the first point,
he was able to use information about phonemes to make a change in
his output. On one occasion, for example, he announced to his teacher
[aim du: pamarn] (I'm Superman). The teacher responded `That's a
long one'. [aim su: pamaen], he shouted, as he ran off. In relation to the
second point, Luke showed the ability to generalize knowledge about
a group of phonemes to include a sound which had not been targetted.
A group of children were playing with a collection of hats. Luke
suddenly announced `That's a long one'. When asked by the teacher
what he meant, he explained patiently 'h-hat it's a long one'. It was
indeed, and we spent the rest of the session collecting other words
beginning with /h/. It would be interesting to know whether Luke
could have made the generalization that /h/ belonged to the set of
fricative sounds if we had not been explicit about their description.
Did the description help to highlight similarities, or would he have
made the same deduction if he had worked with a group of fricative
consonants and had not been given a method of describing them? It
would seem likely that deduction had been aided by discussion.
Fronting (Feb)
The last process targetted prior to the mid-year assessment was that of
fronting of velars. We did not attempt to use palato-alveolars, which
were also fronted, as Luke could not produce these phonetically. Stage
one activities included listening for front-back contrasts between /t-k/
and /d-g/, and classifying them by posting letters into the front or back
door of a play house, putting dolls in the front or back of a train, or
sticking gummed paper shapes on the front or back of a friend. Luke
had no difficulty, after only one session, in understanding what was
meant by this place distinction, and during the second week undertook
phase two production activities with ease. These included giving
instructions to the teacher where the target words were at the end of a
sentence, such as 'Run to the dough' (play dough) or `Run to the go' (a
green traffic light).
Luke's ability at five years old to understand place distinctions in the
production of plosive consonants can be accounted for, perhaps, by
the heightening of his metalinguistic awareness over the previous six
months. He was now much more conscious of what he was doing when
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he was producing speech. This awareness, and his ability to talk about
speech production, is evidenced in a conversation with the teacher just
prior to the mid-year assessment.
T:
L:
T:
L:

How do you feel about your speech now?
It's getting better.
Yes, it's loads better. I think we'll do some more work on back sounds.
Like /k/.

T:
L:

Yes, and perhaps some more work on long sounds in words.
Like zoo and helicopter,

Mid-year

assessment

At the end of February samples were again taken of Luke's picturenaming and spontaneous speech. These were analysed in the same way
as before. The results from the picture-naming sample showed that in
[d]
in
initial
Luke
to
position.
single words
was able
use more contrasts
was used for only two additional phonemes, and there was free
variation with the appropriate production. Fronting, stopping, gliding
of /V, and prevocalic voicing were used occasionally, rather than
consistently.
Luke's connected speech sample did not show such a dramatic
change. [d] was used for seven adult consonants. Velars were fronted
consistently, and stopping was also consistent apart from one production of house. Prevocalic voicing was also consistent apart from two
words (Thomas and two), produced in stressed positions in sentences.
The gliding of IV, however, was only evidenced once in the whole
sample. It is interesting to speculate why this was the first process to
show almost complete generalization into connected speech. Was it
because it involved only one phoneme rather than a group, or was it
because it was the first process we targetted?

It is also interesting to note the difference between the two samples
(see Figure 2). This is not surprising, as we would expect the
connected speechsample to show less development, becausethe child
would be concentrating on pragmatic, semantic, and syntactic aspects
of language in addition to pronunciation. It is very useful, however, at
this stage in the teaching programme to have the results from a
picture-naming sample, so that we can seethat Luke is generalizing his
in
this
to
time
process
complete
new concepts and now needs
connected speech.
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Consolidation
During

phones in Luke's speech. February 1988

(Mar-Apr)

the next two months we attempted to give Luke ample
opportunity for continuing his generalization. No new processes were
targetted. Instead, the teacher and child played hoard games and
discussed pictures and stories, and occasionally the teacher would
point out features in her own speech. Luke's speech was rarely focused
on, so that no pressure was put on him to try to improve his
production. Our aim was to make him more aware of contrasts in
connected speech.
Two changes were noted during this period. First, Luke started to
develop word-initial consonant clusters, although clusters were never
targetted in the teaching programme. [fr] was used for fricative plus
consonant, and [hr] for plosive plus consonant. It is interesting that the
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context-sensitive voicing rule was now used before a consonant, as
evidenced by [blei] for play and later [glauz] for close. Luke's
his
little
his
Claire,
tells
a
about
us
sister's name,
production of
development of clusters. At the beginning of the project she was called
[dea]. After six months she was [dlea]. This was at the stage when /U
was being established in word-initial position. A month later she was
[glea], where fronting had now been suppressed, but context-sensitive
voicing was still in operation. By the end of the eighth month, she was
[klea] consistently.
At the same time Luke was using, increasingly, his newly established phonological competence in connected speech. He showed
[dau
level
of
iz jX2
self-correction at phrase
numerous examples
wnn-sau tz jX2 wnn] (so is that one), at word level [mai d3: n - t3: n]
[at
level
syllable
wont snm bei-peipa]. Over these two months
and at
the suppression of targetted processes in connected speech was rapid,
and was nearly complete by the end of the project.

Gliding of /cö/(May)

Although /6/ is a late-developing sound, and Luke was not yet
five-and-a-half, we decided to target the gliding of W. This was
because/6/ is a commonly used consonant, and Luke's realization as/j/
We
difficult
his
`odd'
to
times
understand.
and at
speech sound
made
therefore repeated phases one and two of the Metaphon approach
with all the fricative sounds, including /0/ and /6/. During production
work at phase two level, the dental fricatives were produced as/f/ and
/v/, which was highly acceptable developmentally.
Only two sessions had been undertaken at phase two level when
Luke went on holiday for a fortnight. When he returned there was no
him
heard
The
fricatives.
teacher
the
never
evidence at all of
gliding of
developmental
[d],
be
jj]
for
he
/O/
Instead
a
can
which
again.
used
use
stage, and is also more acceptable to the listener. It seemed remarkNo
instituted
have
been
work
that
quickly.
this
so
change should
able
had been undertaken by the parents, who had not been aware we were
targetting this particular process. Olswang and Bain (1985) have
suggested that perhaps all one does during therapy is to stimulate the
it
is
that
If
the
was
this
case, why
normal phoneme acquisition process.
Luke spontaneously developed consonant clusters, but continued to
glide his production of dental fricatives until this process was specifically targetted?
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By June, Luke was attending the unit on a one-session-a-week basis.
He clearly did not think that these sessions were necessary, as in the
last week of June he told the teacher `I ain't coming to speech no
more. My talking's alright now'. He felt that the need for therapy was
over, and that he had more important things to do in his own
classroom. In some ways, we could argue, Luke's speech was not
`alright', as a few difficulties remained. However, in many ways his
speech WAS `alright', as he was intelligible to unfamiliar adults and
children, and his class teacher reported that he did not stand out in the
class as a child with a speech problem. We therefore decided to end
our programme and undertake our final assessment.

Final assessment

(July)

The results obtained from Luke's spontaneous speech and picturenaming samples were identical, suggesting that Luke had generalized
the target processes into connected speech. Was this also a sign that we
should stop treatment for the time being and see how his system
develops? Context-sensitive voicing, the gliding of /t/ and of fricatives,
and the fronting of velars seem to have been eliminated. There is only
one example of cluster reduction in a sample of 200 words. Stopping is
used only for the realization of IN as [d] (see Figure 3).
It is interesting to note that a remarkable change in Luke's
intelligibility
has been achieved without any change in his phonetic
inventory. Apart from /h/, Luke uses no new consonants, and this
shows the importance of being able to use existing resources in an
appropriately contrastive way. What appears to have happened is that
his use of processes in word-initial position has been brought into line
with his use of these processes in other word positions.

Discussion
This case study has highlighted a number of factors we need to
consider when deciding what we are going to teach, for how long, and
how. Initially our assessment was inadequate, in that we did not obtain
enough information about Luke's articulatory skills to enable us to
make appropriate decisions about where to start our teaching programme. Clearly Luke's difficulties had a phonetic element, and
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problems at this level remain. He is unable to articulate any of the
adult phonemes which remain to be developed. He is, however,
attempting to make phonological contrasts with the use of [ts] for /tf/
and [dz) for /d3/. If Luke does not increase his phonetic skills over the
next few months, it may be necessary to intervene again in his speech
development. It appears that we were right, however, to have
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intervened at the phonological level, as Luke showed phonetic ability,
such as the production of word initial /U and /g/, which was not being
exploited phonologically.
Another area which we had not considered in depth was provision
for generalization. What activities would best help with this process,
and how could parents and class teachers be included? Also, how
should we plan for periods of teaching and periods of consolidation?
What signs should we look for that could show us when a child needs a
time for consolidation rather than teaching?
Another important question is whether, when using phonemes to
illustrate processes, it is best to introduce these SEQUENTIALLY, as we
did with our voicing contrasts, or SIMULTANEOUSLY, as with our
fricative-stop activities. In this case both seemed to have been
effective, but it would be interesting to have evidence from other case
studies. In addition, when targetting processes, is it better to do this
better
been
it
have
(as
in
did
this
sequentially
we
case study), or would
to have worked on more than one process at a time? The latter would
seem to equate more with normal development. If we tried this
simultaneous approach using the Metaphon method, which processes
could be targetted together without interference between them?

We can see on the graph (Figure 4) that Luke seemedto be working
on the generalization of most of the targetted processestogether in a
period between March and June. This links with our question of how
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long to continue therapy. It is clear from the graph that in all cases
generalization of a process into spontaneous speech took place after
finished
had
working on it. It would seem that in Luke's caseit was
we
not necessary to continue therapy beyond a stage when he could
produce a contrast in a structured, single-word situation. It would be
know
to
whether this is usually the case.
useful
feature shown on the graph is that the speed of learning
and generalization increases over the year. Initially, several months
were needed from the time a process was first targetted until use in
connected speech was effected. Towards the end of the programme,
however, change happened much more quickly. Presumably Luke's
language acquisition skills were improving over this period. If this is
the general pattern of progress, such knowledge will help us with the
planning and timing of programmes.
It is difficult to evaluate the effectiveness of the Metaphon approach
compared to any other approach we might have taken. All we can do is
say which factors seemed to have contributed to its successful use with
Luke. In the first place, the games and activities are fun and
non-stressful. There is no pressure on the child to speak `properly', but
an emphasis on two people exploring the sound system together.
Secondly, Luke had no difficulty segmenting syllables and classifying phonemes. He was able to talk about sounds and use his
knowledge to undertake repairs to his speech. Using the Metaphon
approach, children are not just given the data from which to make
their deductions about the phonological system, but are given
strategies to help them to organize this data. It would seem likely that
this aids the process of development.
Another

Thirdly, we were working with groups of phonemes rather than
individual pairs of phonemes. This would seem to give a clearer
picture of similarities and differences between consonants, and
perhaps helped a child with a very reduced system of contrasts to
expand his system rapidly.
Finally, Luke did not have to rely on the teacher as a model for
imitation, or as someone who would monitor and correct his speech.
The responsibility for effecting change lay with him. Luke was able to
use his increasing skills to monitor and repair his own production. It
would seem likely that this aided generalization into connected
speech. Certainly the Metaphon approach enabled Luke to develop
his phonological system over the academic year and to improve,
considerably, the intelligibility of his speech.
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TALKING ISN'T ALWAYS EASY
Children with Speech and Language Difficulties
Joy Jarvis and Sue Lamb

understanding language, expressive language and
using language. We will outline the features of
difficulties in these areas and detail the strategies
have used when
that early years professionals
working with these children.

Sally, aged four, rapidly completes a puzzle of a cat.
"That's nice, " comments an adult "What is it? " A
look of panic crosses Sally's face. She knows what it
is but she can't say the word 'cat'. She can't say any
word clearly.
In another nursery class in the same town Peter is
reciting a story which he has learnt by heart. An
adult asks him to join in a game. He doesn't look at
her and sits alone in the book corner.
James is in his first tern in the reception class. Ile
is playing with a garage. When asked what he is
doing he replies slowly "car in there".
These children are very different but they all have
in common;
they have a specific
something
language impairment.
We are all aware of the central importance of
language in our lives. We are eager to welcome a
For some
toddler into the talking community.
children, however, progress towards understanding
and using language will be slow, painful and
frustrating. "If my son wants something, " reported
a mother
of a four year old with language
difficulties, "I have to get things out of the cupboard
until I finally discover what it is. Sometimes I just
can't work it out and we get so frustrated. " Another
unintelligible
mother, with a bright, delightful,
daughter said: "1 wouldn't
want any child to go
through what my daughter has had to go through. "
The effect of a language impairment on a child
and a family can he devastating, yet the reasons
behind these difficulties
are far from clear. These
children do not have developmental delay, hearing
language
impairment
or lack of appropriate
stimulation. They are not mute due to emotional or
other problems nor are they just beginning to learn
English while already fluent in their first language.
These are all possible reasons for a language delay
but having eliminated them there remains a group
with
of children who have a specific difficulty
or using language. The size of this
understanding
group is hard to estimate but it is suggested that
about ten per cent of children have a significant
level of language difficulty.
As they get older, some of these children will
receive support in their mainstream schools while a
smaller group will need a special unit or school. In
their early years however, they will be in their local
provision and we have found that if appropriate
strategies are used at this stage many children will
not only improve their language skills but will
become more confident and able to participate in
group activities. In this article therefore, we are
going to look at four language areas: speech,

EARLY EDUCATION

Speech difficulties
Four year old Sally was a child with speech
difficulties. She used quite long sentences with good
intonation but was completely unintelligible. Some
children in her class had problems producing one or
two speech sounds such as 'ch', 'r' or 'the'. They
also reduced their consonant clusters saying 'kool'
for 'school' for example but this is part of normal
speech development.
Sally had problems with the whole system of
speech sounds. This can be called a phonological
She couldn't
difficulty.
copy speech sounds
her
harder
tried
the
the
worse
she
and
consistently
speech became. She appeared to have dyspraxia
which results in being unable to articulate speech
sounds rapidly in sequence. Many children with
this difficulty also have a history of eating problems
Some are clumsy. Sally had
and of dribbling.
problems using the climbing frame in the nursery.
On the positive side she was very successful with
puzzles and board games. She enjoyed imaginative
loved
complex
and followed
stories
play,
instructions
easily. She tended to play alone
however, and had very limited communication with
other children.
During her year in the nursery class the staff
developed a number of strategies to support Sally's
learning:
" They boosted her confidence by encouraging her
to succeed in non-language areas.
" They did not ask her to copy sounds or repeat
words but modelled back her utterances to check
that they had understood
and to give her a
model of clear speech.
" They talked with her about real activities, where
the context was clear, so that they had more
chance of understanding her.

" They encouraged her to use gesture and other
non-verbal ways of expressing herself.
" They developed strategies for situations where
spoken language was used, such as choosing
time and news time. For choosing time they used
photographs and for news they encouraged the
use of a home-school book where parents and
staff could record items of news so that the
in
be
put
context.
could
child's explanations

" Finally they liaised with her speech and
language therapist so that they could undertake
appropriate activities at school.
3
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These included
games to develop her sense of
rhythm so that later she could use the appropriate
number of syllables in words. Nursery rhymes and
rhyming games were played. Listening to sounds
was emphasised. One popular game involved a bird
puppet controlled by an adult which said the names
of items pulled out of a bag by the children. The
puppet had several tries at saying the word: "pup,
top, cup". When it got it right it was given a paper
The
worm! Only the puppet did the talking.
children's job was to listen carefully. The staff found
similar games useful for other children in the class
too. When Sally left the nursery class she was more
confident, able to use a range of strategies to show
what she meant, had improved listening skills and a
better sense of rhythm and rhyme but she was still
She next attended an infant speech
unintelligible.
and language unit where she had speech work on a
daily basis. Now, aged seven, she is about to start at
her local junior school. Her speech is fairly clear but
problems with other areas of language, particularly
written language, are becoming evident.

" They played alongside him and encouraged him
to explore new play areas and new ways of
playing with materials.

" They used gesture, pictures and demonstration
to explain activities or changes in routine.

" They accepted his use of copying other children
as a coping strategy which allowed success.

" They always made eye contact with him before
sometimes
or information,
giving instructions
calling his name to direct his attention.
" They used simple language with only one piece
at a time. Adult language was
of information
at or
closely linked to what he was looking
was more
playing
with so that the meaning
easily interpreted.
language time
" They gave him a short, individual
to develop basic vocabulary and to help him to
generalise words, for example lots of different
'corners'. Simple text was written under pictures
so that his reading skills helped his language.
When Peter entered the infants school he was
more able to listen in a group and to understand
simple instructions. He was beginning to play more
imaginatively
and could cope more easily with
change. He was assessed as needing a statement of
special educational needs and has started to receive
extra support in the classroom. He will need to be
to ensure that his needs
carefully
monitored
continue to be met as linguistic demands increase as
he moves up the school.

Understanding language
Staff in the nursery
that Peter had
realised
difficulties
when he joined the class. Physically
to sit and listen in a
active, he found it difficult
group. At story time he was restless and unable to
follow what was going on. He would copy other
children if the group had been given instructions
and he was confused
when asked something
individually.
Peter was quick to understand the routine of the
day but would become distressed if this changed.
There were activities he enjoyed such as drawing
play
and puzzles but he avoided
all pretend
activities. Staff realised that he had a number of
abilities, such as being able to read the printed
names of all the children after only a few weeks in
the class. They also realised that he had a limited
understanding
of words and sentences. On one
occasion, for example, a helper was watching Peter
drawing round a template of a square. "Round the
corner, " she said as she guided his pencil. Peter
looked puzzled and got up and went to the book
corner. This was his understanding
of the word
'corner' at school.
Staff discussed the situation with Peter's parents
and his speech and language therapist who felt that
They
Peter had receptive language difficulties.
decided to concentrate their work in three areas:
firstly to help Peter to extend his range of play,
particularly
pretend play which is, like language,
symbolic; secondly to help him to use a range of
strategies to understand events in the nursery and
language
thirdly
to undertake
work
specific
designed
his understanding
to increase
of
vocabulary and concepts. The strategies that staff
used were as follows:

EARLY EDUCATION

Expressive language
James was a four year old who listened well in a
group and clearly understood what was said to him.
He followed
instructions
easily and enjoyed
listening to stories. His spoken language, however
was very limited. He used very short sentences such
as 'went park' 'play out? ', 'me do that'. Ile often
than the name of
rather
used descriptions
'head there' for 'pillow'
and 'sand
something:
thing' for 'bucket'. Staff noticed that while he
understood the names of many items, when he used
for
the words they were often interchanged,
He
becoming
'sheep'.
'cow'
appeared to
example
have a word finding difficulty. James' speech often
became dysfluent as he searched for words or tried
to express a sequence of ideas. He would then
become frustrated
and give up the attempt to
communicate. The other children tended to treat
him as a younger child and would often answer for
him or tell visitors "James can't talk properly. "
The staff decided ttiat they needed to boost James'
confidence in himself as a communicator as well as
helping him to develop strategies for improving his
they undertook
expressive language. Activities
were as follows:

4

AUTUMN1994

They

gave
individual

to

talk

with
in

adult

him'

Wig

-m

time

IN

an
a

situation.
They
used
tures,
tographs
other
stimuli
porting
used

pirpho-

irrrar
I is

and

".. trning.

vi, u. aI
for suptalk and
a homebook
so

school
that news could
be more
easily
prompted
and

oticed
hawed
It It

Irlrnin

"urn and oft' throughl,

They found hat printed captions
understood.
under pictures helped him to sequence words
appropriately.
" They

thought
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expanded
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riding
a
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They would
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that was developmentally
use language
slightly
in
than his own use. For example
more complex
to "no
they
response
play
out"
would
say
"You're
today"
not playing
outside
rather than
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"You don't
negative
want to
today. "
play outside
him
to put
encouraged
" They
more
words
by modelling
for example
together
alternatives,
to play in the house or on the
you want
"
computer?
his vocabulary
development
" They helped
and
by using a scrapbook
classification
with pictures
topic. They
of words connected
with the current
"Do

used a range
of nouns,
verbs,
adjectives
and
their use in a range of
adverbs
and encouraged
For verb development
they
short
utterances.
(ESM
used the "Podd"
computer
programme
Publications)
which proved very popular.

" They gave him strategies to help him recall an
item of vocabulary,
including
prompts
such
as"Tell inc what it looks like" or "What do you
do with it? " Also to say "I can't remember"
rather than responding with silence.
Jame,

into his local intants school with more
in his ability
Fie was
to communicate.
confidence
Now, at six, he
three or tour words together
putting
is still
but
i,
on1%, using
simple
sentence,
lines.
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went
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from the educational
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keeping
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" They observed
an
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the
appropriate
adult
modelled
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accompanied by simple language.
him to make slight changes in
" They encouraged
his rather rigid play. For example
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cars on a ramp rather than on the floor or to play
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Teacher Language in the Classroom: Equal access for All?
Joy Jarvis
Introduction
The purpose of this article is to explore some of
the issuessurrounding children's accessto the language
used by the teacher in the classroom. Understanding
the teacher's language is of crucial importance for
classroom learning but may be a problem for some
children. With the increasing inclusion of children with
special educational needs in the classroom ( DfEE,
1998) the issue of accessto teacher language becomes
extremely important. If there is to be a realistic attempt
to include all children within the same educational
provision then teachers need to reflect on, and if
necessarymodify, their use of language in order to meet
the needs of all children. Issues teachers and teacher
trainers may need to consider are also examined.

Access to classroom language

of some attempt to initiated non-verbal communication.
However, the author ( Drury, 1997, p. 33) notes:
At first, none of the monolingual staff talk to Nazma
(except for classroom management purposes).

In a study of teacher language in special unit
provision for children with language difficulties there
a
was strong effect of pupil initiative on the amount of
language elicited from the teacher (Sadler and
Mogford-Bevan, 1997a). This was a small group
context where teachershad as a key aim the linguistic
development of their children. However, the number
of initiations of interaction used by the child appeared
to determine how frequently the teacher communicated
with that particular child. In one unit session, for
example, while one child was spoken to by the teacher
sixteen times, another was spoken to one hundred
and sixty four times (Sadler and Mogford-Bevan,
1997a). What is of particular significance, perhaps, is
that teachers were not aware of this difference until
the evidence was shown to them.

Teacher language has been a focus of attention for
some time, both in terms of its potential for supporting
children's learning and for the difficulties it can cause
if children's thinking is limited by the over useof closed
There is evidence of the importance of the role of
the child in eliciting appropriate child directed speech
questions and a high level of teacher control (Britton,
1970; Bruner, 1975; Jones,1988). For all children
from parents in the early stages of language
there will be a difference between the type of language development (Pine, 1994). If the child fails to initiate
used at home and that encountered in school. The or respond to communication opportunities, parents
classroom ritual of communication exchange has been may not be stimulated to use supportive strategies, thus
well documented (Jones, 1988). The group context and making the language learning more difficult (ContiRamsden, 1994). With teachers also apparently
the asymmetry of power within the classroom
,
whereby the teacher structures and controls the -susceptible to the same influence as parents, less
interaction, lead to certain types of language being used interaction time may be given to pupils who are less
by teachers. Questions, particularly display questions confident in their communication skills, or who have
for example, are used much more frequently in home language difficulties or who are at the early stages of
learning English. It may be that children who need
than in school contexts, and language used by pupils
in school tends to involve shorter answers and more to be talked to more are in fact talked to less. Biggs
elliptical utterances than language used with parents and Edwards (1994), however, in their study of
(Wells, 1986).
classroom language did not find that pupil initiative
Interaction in a group context is likely to be less
facilitative of language development than one to one
interactions of children with an adult and this will be
particularly significant for children whose English is
not, for whatever reason, developed to an appropriate
level. Some children may also have less access to
individual interactions with teachers than others. There
is some evidence to suggest that teachers speak on
average less to girls than to boys, less to black children
than to white and less to children who do not initiate
interaction (Swann, 1992; Biggs and Edwards, 1994;
Sadler and Mogford-Bevan,
1997). In a case study of
a four year old Pahari speaker in a nursery class, for
example,
the child
to initiate
was unable
communication in English although there was evidence
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correlated with the amount of language used by a
teacher to a particular child, rather the correlation was
with race. This may suggest either a conscious or
unconscious perception of need by the teacher, or
subtly different forms of communication
used by
different
communities
which
may influence
interaction.

Vernon-Feagans (1996) studied teachers teaching
a topic to children who had been divided into ability
groups. In each casethe same teacher taught the same
topic to the two groups, thereby bypassing individual
differences in terms of teaching style. She found that
the quality of instruction was fundamentally different,
with the lower ability groups receiving poorer
interaction in terms of feedback and responsiveness
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on the part of the teacher. It was not clear whether this
was due to child characteristics or to perception of need
on the part of the teacher.
The same author Vernon-Feagans(1996) looked at
interactions between individual children and their
teacher.The teacher was asked to support each child's
telling of a picture story by asking specific questions
about the pictures, and if the child made an error to
use whatever strategiesshethought appropriate to help
him/her to answer the question correctly. VernonFeagans found that the teachers, who-were all white,
were more successfulin supporting the white American
children in this task than the black American children.
This was not due to the number of initial errors in
answering the questions, as both groups of children
made a similar number of errors. Vernon-Feagans
(1996) discovered, however, that the two groups of
children
made different types of response when
The white
incorrectly.
answering the questions
children tended to use a 'no response' error such as I
don't know whereas the black children tended to make
`irrelevant answers' which appeared to the teachers to
be unrelated to the questions posed. The teachers found
it much easier to respond to 'no responses' by giving
towards
explanations
children
and helping
understanding, while they found it difficult to know
where to start when the child's answer appeared to be
inappropriate. The white children, therefore, had more
facilatative input from the teacher. Vernon-Feagans
argues that the differences in child response may lie in
the child's understanding of the task and the experience
of language use within the home community. The result
is, he suggests, that the black children in this study
received less effective teaching than their white peers.

Teacher Language for Learning and for
Language Development
Two different, though related, functions of adult
language in. the classroom can be considered. One is
related to language to support learning, and the other
is involved in the learning of language itself. There is
no doubt about the importance of the language used
by the teacher to develop a child's understanding of a
topic, as made clear by Bruner( 1975, p. 6):
Intellectual development depends upon a systematic
between cr tutor and a
and contingent interaction
learner.... Teaching is rasthr facilitated by the m ediunr
of lavaqunc'e ºrhic/7 ends hY being not only the ', indium
for excliunc'e but the instrument that the learner can
then use himself in bringing order into [lie environment

Of course the person interacting with the learner
does not have to be the teacher- for example. it could
be another pupil. However, the key role of teacher
language in supporting access to concepts in relation
to the curriculum is clear.
The role of adult language in supporting the
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acquisition of language by the child is also well
documented. Supportive strategies include following
the child's lead, creating a context of semantic
contingency so that language is clearly linked to its
and adapting language input to the
context,
comprehension level of the individual child (Pine,
1994). This is not, however, the normal linguistic
context of the classroomand may be incompatible with
delivering a prescribed curriculum. Harrison (1998)
notes that teachers may find it difficult to teach the
language
support
using
strategies
which
curriculum
development. Sadler and Mogford-Bevan (1997b)
found that the more equal conversational exchanges
between pupil and teacher, in which teachers used
supportive child directed speech, tended to occur in
non topic basedactivities, when the conversation could
be considered to be off-task. The need to concentrate
on curriculum objectives may conflict with the need
to develop language by responding to child initiatives
as shown in the following example of a child working
with a teacher in a unit provision for children with
language difficulties (Sadler and Mogford-Bevan,
1997b, p. 45):
Pupil:
Teacher:
Pupil:

that's like them things on telly last
night
what?

like them men I seen on telly last
night

Teacher:

never mind now just tell me what it
says here

The teacher is concerned with a curriculum
objective - helping the child identify words in a text.
The child's language development, however, could be
supported by responding to the initiation and helping
him/her to identify the link between the text and
experience.This child is showing ability to self-correct
and to alter his/her languagein responseto the teacher's
lack of understanding of the original utterance by
have
lead
Discussion
things
to
might
changing
men.
to mutual understanding. Clarification requests from
the teacher could help this child to improve the
explicitness of his/her language, but in this case the
word recognition objective in relation to the task took
in
her
178)
Leung
(1993,
classroom study
p.
priority.
of interactions betweenteachersand children who were
learning English as an additional language arguedthat:
there did not seem to be many opportunities for
teachers and pupils to be engaged in meaningful
negotiation and comprehension checking.
The negotiation
of meaning and mutual
understanding is a key aspectof language acquisition.
(Pine, 1994). The reason for the apparent lack of
opportunities for this in classroom contexts may be to
do with number of pupils, time constraints, the
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emphasis on achieving curriculum objectives or to the
teacher's understanding of his/her role in supporting
learning.

The Effect of Teacher Language on Child
Language
The effect of the teacher's language on the language
produced by the child is well documented in studies
which consider individual differences between
teachers. Biggs and Edwards (1994) and Sadler and
Mogford-Bevan (1997b) studied teachers operating in
similar contexts who had very different styles of
interaction with their pupils. The quality of pupil
contribution was noticeably better with some teachers
than with others. This was not necessarily related to
the number of children in the class. the lesson content
or to the teacher's expressed aims and objectives. It
appeared to be to do with the style of interaction,
although this may be difficult to quantify.
One way to attempt to analyse differences is to code
teacher utterances in some way. Wood, Wood,
Griffiths and Howarth (1986) reported the results of
an experimental study in which teacher utteranceswere
coded in relation to their level of conversational
control. Five levels ranging from high control moves
such as requesting the repetition of an adult utterance
to low control moves using phatic utterances such as
lovely, oh, I see, were recorded. Teachers were asked
to use different levels of control on different occasions
in conversation with the same group of deaf children.
The study found that children made short, limited
responsesand lacked initiative when teachersusedhigh
control moves and that the samechildren talked a great
deal more, made longer responses and took greater
initiative in the conversation when the teacher used
low control moves. The study also showed that it was
possible for teachers to change their interaction
style.
Teachers' awareness of their use of language
In order to change one's use of language one has to
be able to monitor this during classroom interactions
Do teachers do this?
while they are happening.
Teachers interviewed in Sadler and Mogford-Bevan's
(1997a) study, for example, stressed the importance
of having conversations with children to support their
language development
and the importance of the
language used by the teacher in providing a model of
talk. However, when their practice was recorded and
analysed, there was little evidence of conversation and
the model of talk provided was mainly one of giving
instructions and information.
It is clearly important,
therefore, for teachers to have the tools to help them
to reflect on their own language use. Vernon-Feagans
(1996, p. 169) noted that the teachers they interviewed
had not been trained to nxunitor their
own talk.

This has implications both for the initial training
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professional
of teachers and for continuing
development.
Results of research on language in the classroom
and its effect on child language and learning have been
know for some time and yet it is unclear whether there
has been any change in practice in many classrooms.
This may be due to the influence of numbers, certain
styles of language perhaps being necessary when one
is trying to work with large groups. However, similar
teaching practices regarding language use are found
in large and small group and individual adult-child
interactions. Wood et al (1986) expressed surprise
when they moved from researching teachers working
with large groups of hearing children to observing
teachers of the deaf working with small groups of
children and found that the language styles were so
very much the same. Possibly the issue of the teacher's
role is important. In the study reported by Wood et al
(1986), as teachers lowered their level of control in
conversation so the children became more assertive
and less likely to follow the teacher's lead. This could
be seen as undermining the teacher's role.

A Case Study
It was decided to undertake a case study to see
different
identify
to
styles
teachers
able
were
whether
of interaction with children and if they could comment
in
the
relation
the
communication
of
on
appropriateness
to children's learning.
Two video samples of female teachers of the deaf
interacting with four year old deaf girls were shown to
15 teachers who were taking a post graduate
qualification to be teachersof the deaf and on another
in
MA
12
to
teachers
module
an
undertaking
occasion
The
in
the
teaching
videos were
years.
early
effective
also shown to 25 mature students who were
Studies
Childhood
Early
BA
in
and who
a
undertaking
had experience, but not teaching qualifications, in.
working with young children.

The Samples
The first

sample showed a teacher making
had
four
deaf
two
who
good
olds
year
sandwiches with
turn
of
clear
understanding
a
and
eye
gaze,
attention
few
in
a
produce
could
who
taking
conversation and
single words. The aim of the activity was to support
the children's understanding of conversation and to
learn vocabulary associated with the activity (Part of
the transcript of the video is in Appendix 1).

The second sample showed a teacher looking at a
familiar picture book with one deaf four year old who
in
level
the
language
to
the
children
was at a similar
other sample. The aim of the session was to support
and to
the child's understanding of conversation
develop
vocabulary related to the topic of the story
in
is
the
the
given
videos
(Part of the transcript of
Appendix 2).
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Results
All the teachers and all the early childhood studies
students said that the second sample was more
facilatative of language development than the first. The
reasons they gave were as follows:
The teacher in the first sample:
talked too much
fast
talked
too
bossy
was
didn't
give the children a chance to
say anything.
Whereas the teacher in the second sample:
let
the child control the pace of the
session
responded to what the child said or did
let
the child take the lead
Wood et al's (1986) levels analysis of 30 of each
of the teacher's utterances taken from the video
transcripts does suggest a higher number of controlling
moves for the teacher in the first sample. This sample
contained a request for repetition of an adult utterance,
the highest level of control, Say: I want a knife, which
was not found in the second sample. Approximately
half the teacher utterances in sample one were
questions, while a third of the secondsample consisted
of questions. Both the samples included information
given by the teacher:
*sample one
brown
that's
the
one
have
the white one
you
*sample one
don't
want that one
no, not crocodile
In the first sample the teacherrespondsto the child's
verbal or non verbal contribution on four occasions
while in the second sample there is evidence of a much
higher level of responsiveness, with at least eight
response moves including a number of imitations of
the child (Appendix 1, lines 22 and 25).
When watching the videos with no sound, an
activity suggested by Wood et al (1986) when looking
at interactions between adults and deaf children who
may be more aware of visual than aural cues, it was
noted that the teacher in the first sample:
leaned forward and appeared
dominating
kept control of the equipment
gave the children an item of equipment
only when they gave an acceptable
response (i. e. a vocalisation)
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manipulated the children's hands for
purposes of demonstration
On the other hand the teacher in the second sample:
was further away from the child and
seemedrelaxed

let the child hold the book and turn the
pages.
It is clear that control was not only evident in
linguistic terms but that other signals were given to
in
transcripts alone.
are
not
evident
children which

Discussion
It is not possible to compare these samplesof

interaction in real terms as they involve different
children with different teachers in different contexts.
It is not clear whether the greater loquacity of the child
in the second sample was due to the teacher's
language
to
the
and
skills of the
strategies,
personality
book'
`looking
A
to
the
at
a
activity
context.
child or
may be very familiar in school whereas children may
have made sandwiches at home but not at school.
Additionally it is not clear whether the teacher in the
first sample talked so much because the children had
very limited expressive language or whether
consciously or unconsciously she was attempting to
use a language development strategy.
What is interesting is that both the teachers and the
undergraduates responded in the same way to the
samples and that the undergraduates, at least, were
basing this on experience rather than on any formal
knowledge of language development strategies. We
know that the majority of parents use appropriate child
directed speechwithout any training but that difficulties
can arise if the child does not follow the normal
developmental pathway and fails to stimulate the adult
to produce this speech . In this case parents need to
use their strategies more consciously, according to
Kelman and Schneider (1994), and in their study
teachers and mature students working with young
children could identify some strategiesused by teachers
in video samples. What is not known, of course, is
whether they could identify their own strategies.
Sadler and Mogford-Bevan's (1997) study suggests
that many teachers, even those working as specialist
language teachers,are not able to do this and VernonFeagans (1996, p. 189) found that
ever:good teachers appeared tobe unaware of their
differential treatment and different effective teaching
styles with their children.

The Way Ahead?
Individual
Volume 80

teachers interact with children in
No 3

December 1999

different ways and the type of interaction will have an
effect on the child's learning and the acquisition of
language. This is important for all children but may
be particularly important for children with a linguistic
deficit or delay. Teachers' interaction style may be
influenced, consciously or unconsciously, by their
perception of their children's abilities, their philosophy
of teaching or their understanding of strategies for
language development. Additionally they may be
affected by the children's language skills in terms of
amount of communication initiative taken and type of
language used. Teachers may be able to reflect on
language used by teachers in video samples but need
to be able to analyse and monitor their own language
in use. This suggests that teachers in initial and post
qualification training need to have the opportunities
to develop theseskills. As Sadler and Mogford-Bevan
(1997a, p.32) argue, trainers need:
not only to provide instructional input on aspects
of language disability, but also to give teaghers the
opportunity to reflect on their practice; to appraise it
and tryout and monitor new styles of interaction
within the context of the relationship which they
already have with their pupils.
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Appendix

1:

Making

Sandwiches

(Extract frown the transcript)

Adult
1

Child
that will make a nice sandwich
(gives slice of bread to child A)

2

is that more to your liking?

3

and that will make a nice sandwich

4

that's the brown one

5

you have the brown one

6

you have the white one

7

now what are you going to do?

8

what are you going to do?

9

what is it?

10

that's the butter

11

well are you going to get your finger and put it on
like that? (teacher takes child A 'sfinger and
pretends to put it in the butter)

12

do it with your finger?

13

do you? "

14

you don't

15

well what do you use?

16

have to use a knife
(teacher holds up a knife, pauses and makes
eye contact with child A)

(gives slice of bread to child B)

Child A points to the butter

Child A points to the knife

17

use a knife

18

that's a knife

19

like mummy has at home

20

does mummy have a knife at home?

21

what are you going to use?
(teacher looks at child B)

22

you going to use your finger?
(teacher takes child B's finger and pretends
to spread butter with it)

23.

are you?

24

what are you going to use?

25

say I want a knife

26

yes I need a knife

27

that's right

28

there you are

29

one for you and one for you
(teac herg

76

Child A nods

Child A vocalises

Child A nods and child A vocalises

Child B vocalises

'es it knife to each child)
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Appendix

2:

Looking

at a Book (Extract from the transcript)

Adult

Child

1

write the letter to the zoo

2

said please send me one animal

animal

3

got this one (points to picture)

(child gets up to look for animal)

4

it's not there

5

put it away

6

what's this one?

7

yes it's an elephant

8

yes is it good that one?

no and shakeshead

9

is it good?

gestures big

10

yes its too ...... big

11

don't want that one

12

this one

vocalises

13

what is it?

vocalises

14

is it good?

no and gestures

15

too tall too long too big

16

this one

17

crocodile?

18

no not crocodile

19

what's that one?

20

lion

21

is that good?

22

no

23

boy (mimesfrightened)

24

don't like it

25

ah ah

26

I'm frightened

27

don't like it

28

what's this one?

29

camel

30

grumpy camel

December 1999

vocalisation and gesture

vocalises
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ah ah

...

gestures
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11 Is Bilingualism an Obstacle to
Inclusion for Deaf Children?
JOY JARVIS

Abstract
Certain educationists will be very familiar with the term `bilingualism', a
key area of concern in the field of education and cultural diversity;
others will be focusing on deaf children, but mainly in the area generally
called `special needs'. This chapter shows why considering these two
areas, generally treated separately, is fundamental to the quality of
education received by a certain group of children. It also indicates how
it is possible, and necessary, to widen the category of bilingualism by
logically including a new one.
The deaf community is now identified as a linguistic minority,
which gives a new meaning to the word bilingualism. For deaf children
the use of British Sign Language (BSL) and English makes them
bilingual. There are a number of issues surrounding bilingualism in terms
of signed and spoken languages, in the education of deaf children. This
chapter elaborates on the significance of BSL and the need to examine
the range of issues affecting deaf children, other children at school,
parents and teachers.
Underlying the discussion in this chapter are questions such as the
complex implications of equality; for instance, including the deaf
children in the mainstream classroom may in one respect be regarded as
treating them as equal to other children, but it could in fact deprive
them of the maximum opportunities they need for learning. It also
raises much more forcefully than in the past in debates around
bilingualism, the broader responsibilities arising from integration of a
group of bilingual children in a school community. Consideration of
bilingual children in the context of cultural diversity had normally been
confined to the overall educational achievement of the bilingual
children only.

121

122 Equality issuesfor the New Millennium
Introduction

The purpose of this chapter is to explore some issues surrounding
bilingualism, in terms of signed and spoken languages,in the education
of deaf children. What is the meaning of bilingualism when it is applied
to deaf children? Is bilingualism incompatible with inclusion? What are
the needs of deaf children in the context of their entitlement to good
education?It could be arguedthat a bilingual policy is not possible in an
inclusion model basedon local placement. Real inclusion, involving
equal opportunities for linguistic and educational growth, may need to
take place in area resourced provision. This has implications for
educational services and schools and for our understandingof inclusive
education.
Deaf

Children

and Bilingualism

Most children in the world, and some in Britain, grow up using more
than one language.These languageswill be used in different contexts
and with different levels of facility. Their bilingualism will be generated
by family and cultural situations and by where they are living at a
particular time. For deaf children the situation is different.
Bilingualism, involving the use of British Sign Language (BSL) and
English, will be due to their hearing loss. Bouvet (1990) argues that deaf
children are `destined to become bilingual and bicultural', the argument
being that children who are profoundly deaf will need, for ease of
communication and for reasons of identity, to be part of the deaf
community. This will involve the use of a signed language.In addition,
in order to communicate with the hearing world, they will need to
understandand use English in spoken and/or written form.
The Study of Sign Language
Baker (1997) suggeststhat `sign languageis the languageof all deaf
children'. This is basedon the assumption that for profoundly deaf
children who can hear a little, even with the most powerful hearing aids,
their sense of vision will be used to learn language. They will learn
languageby eye rather than by ear. Until fairly recently an argument
for having a spoken and not a signed languageas a first languagewas
based on the assumptionthat signed languageswere `inferior'. They did
not have sophisticated structure and vocabulary and could not,
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therefore, be used by the child to develop cognitively as well as
linguistically.
Research in the field of linguistics, however, has shown that
signed
languages have complex rule systems and have
equal status in linguistic
terms to spoke languages (Kyle and Woll, 1986). In addition, through
the study of deaf children of deaf parents, it can be seen that these
children go through the same processes of language acquisition in terms
of learning communication
skills, making over-generalizations
and
developing rule systems in signed language that hearing children do
when acquiring spoken language. Deaf parents will also make similar
adjustments to support their children's linguistic development as
hearing parents will do by modifying and structuring the communicative
context and their own input. Differences arise in relation to the
modality rather than the approach. For example, while hearing parents
may emphasize key words by intonation deaf parents may make signs
slower or larger to support their child's learning (Harris, 1992).

Deaf Children and Deaf Parents
The underlying principles of languages, whether spoken or signed, and
the process of acquisition of these languages appear to be the same.
Deaf children of deaf parents may show better emotional adjustment
and thinking skills than deaf children of hearing parents and one reason
for this may be their understanding and use of their first language at an
age appropriate time. (Marcshark, 1993). Other factors could include
deaf parents' better adjustment to the diagnosis of deafness in their
child and their understanding of interaction needs from birth. For deaf
children of deaf parents, therefore, the linguistic argument for the
language for
acceptance of sign language as an appropriate
communicating and learning validates their decision to bring their
children up in what may well be their own first language. It is the
language of the family. It is also the language of the deaf community.
Ladd (1988) notes `The deaf community can now be identified as a
linguistic minority',
rather than as handicapped people. The role of
language in culture and in the development of identity and self esteem
in an individual is important. Lawson (1981, p. 23) confirms:
BSL is the native language of the deaf community in Britain and
...
its usage is a powerful, cohesive bond resulting in unrestricted and
between
ideas
feelings
thought,
members
and
relaxed exchanged of
of the deaf community.
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For deaf children of deaf parents. therefore, their development of
one language at home and later meeting another language in the wider
community and at school will be similar to the experiences of hearing
children with a minority language as a first language.
Deaf Children

and Hearin;

Parents

However, for the majority of deaf children this is not the case. Most
deaf children have hearing parents: parents who may well have never
communicated with a deaf adult and who know nothing about sign
language. How could bilingualism work for these children? An argument
could be that due to their hearing loss they will have difficulty
developing a spoken language. Their language will, therefore, be very
delayed and this could have significant developmental and educational
implications. A child entering school at five, understanding and using a
handful of words will clearly be at a grave disadvantage. If they use fSL
at home, however, they can develop this as their first language through
vision and come to school with an intact language as a basis for moving
towards the acquisition of a second, spoken, language.
However, for parents to bring tip their child in a language they do
not themselves use is no mean feat and almost inevitably the child will
receive limited input. How much language input one needs in order to
acquire a first language is unclear and it would seem that children can
develop linguistic rules based on fairly limited input, although children
who meet E3SLafter the pre-school years are likely to become less
sophisticated users of the language (Gallaway and Woll, 1994). If
parents know and use little sign language, but are aiming to
communicate through this mode, then it is likely that their deaf
children will have limited first language ability by the time they reach
school age. Other children may meet 13SL for the first time when they
get to school. In either case the role of the school is very different
from its role in relation to hearing bilingual pupils. Rather than helping
children to build a new language on the basis of one that is already
established its role may well be to support the development of their
pupils' first language.
Sign Language at School
Young deaf children, therefore, may need support in school to develop
1SL as their first language. This implies that the school needs staff who
are fluent BSI, users and that [3SL will be the node of communication in
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the classroom. Deaf children with good sign language skills
BSL in the classroom as due to lack of hearing they will
access the curriculum through spoken language. The
Association (1996, p.7) argues that prerequisites for
education of deaf children are:

(a)
(b)
(c)

will also need
be unable to
British Deaf
the bilingual

bilingual environment where all staff recognize the
a
...
importanceof both languagesand both cultures;

ongoing deaf awareness in
professionals and staff;
access to a deaf peer group;

the

school

and for

all

(d)

curriculum delivery and assessmentin the child's preferred
language;

(e)
(f)

BSL and deaf studies curriculum;
English curriculum based on modern foreign language
curriculum;
Interpreting support for deaf parents at meetings;
Information about the school, etc. in BSL on video.

(g)
(h)

If theseare acceptedas the criteria for bilingual education for deaf
children, the question that has to be answeredis whether they are
incompatible with inclusive education.
Inclusive

Education

and Deaf Children

The move towards inclusive education has been growing nationally and
internationally during the past two decades. One example is the Green
Paper (DfEE, 1997) which emphasizes the importance of including
more children with special educational needs in mainstream schools. For
many educationalists this means that all children should have the right
to be placed in their local school with appropriate support. To do
anything less is seen as a denial of human right. (Hall, 1997). The
majority of deaf children are currently placed in mainstream schools
and most of these will be educated orally. While many individuals will
be successful, the overall picture is one of under-achievement in relation
to hearing children (Powers, 1996). There are many arguments against
placing individual deaf children in mainstream schools. They include
problems with social integration due to communication difficulties
between the deaf child and his/her hearing peers, problems with selfesteem when deaf children lack deaf role models, and lack of equal
participation within the classroom and therefore limited access to the
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curriculum (Stimson and Lang, 1994). Baldwin (1994, p. 165) believes
that

Full inclusion deniesthe deaf child accessto an environmentthat
addresseshis/her uniquesocial and emotionalneeds.
- Another argument against full inclusion could be a bilingual policy.
Conditions necessary for a bilingual approach to the education of deaf
children include a deaf peer group. This would not be possible if
children were individually integrated. Pickersgill (1997, p. 18) states:
individual deaf children in mainstream schools cannot be provided
with sign bilingual support.
Bilingual education for deaf children and individual placement in
mainstream schools would, therefore, appear to be incompatible. This
does not mean that inclusion in a wider sense is not possible. As a
minority group deaf children need the opportunity to be part of
mainstream language and culture and to have opportunities of working
and playing with hearing peers. However, if the educational provision is
to be bilingual then clearly this inclusion will need to be inclusion in
groups. Baldwin (1994, p. 165) notes:
there is much to be said for a critical mass of deaf children being
enrolled within a single educational programme.

Deaf children, however,have been in units attachedto mainstream
schools for many years. What would be the difference with a bilingual
inclusive programme?
Models of Provision
One approach from America is `co-enrolment' (Kirchner, 1994). With
this model co-enrolment classes were established at an elementary
school. Deaf and hearing children were enrolled in these classes which
had reduced numbers. Each class was taught by a team of a mainstream
teacher and a teacher of the deaf (who may also have been deaf) and
sign language and spoken English were both used as the languages of
instruction. This gave the deaf pupils access to the curriculum, to deaf
and hearing peers and opportunities to develop bilingually. Kirchner
(1994, p. 163) notes:
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This strategy places deaf and hard of hearing students on an equal
footing with their hearing peers instead of becoming merely
`foreign visitors' in the regular class.
Nearer to home, bilingual provision has been set up for deaf
nursery aged children in Leeds (Knight 1997). The context is a nursery
with 26 places for hearing children. Approximately 10 deaf children
also attend the nursery. Staffing is enhanced by teachers of the deaf,
deaf instructors and nursery nurses. The deaf children spend the
morning together with specialist staff using both BSL and English.
Lunch is taken together with staff who use the preferred language of the
child to talk socially, while in the afternoon the deaf children are in the
mainstream, many with support. Placement is flexible and can be mixed
with placement for some of the time in the child's local nursery.
Children are observed to see which language is emerging as their first
language so that support can be given in that language. Plans are being
made to provide two bases in the school, one using BSL and the other
English so that children can move between the two as language
preference emerges.
Pickersgill (1997) asserts that in a true bilingual model children
may need access to a BSL dominant or an English dominant teaching
approach but that all deaf children would be expected to use, to different
extents, both languages. This mirrors hearing bilinguals' different uses
and facility with their spoken languages. If this is to be the case then
the use of a bilingual approach would lead to fewer individual placements
of children in mainstream schools and more placements in groups with
other deaf children.
Discussion
Bilingual education for deaf children could, therefore, be seen as an
obstacle to inclusion if this is narrowly defined as individual placement
within the local school. It could, however, be seen as enhancing
inclusion if this encourages the child's right to develop a strong first
language, to access the curriculum through his/her first language and to
develop a strong identity and confidence as a deaf person. Inclusion
involves more than just the school, it involves society too. Deaf people
need to have the opportunity to develop languages and to access
education, and hearing people need the opportunity to see deaf people
as different not deficient.
This model of bilingual education in under-resourced schools has
major implications in terms of planning and provision. It requires
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financial resources to provide appropriate training for teachers of the
deaf and for enabling deaf people to train as teachers and instructors. It
implies the placement of children in schools which may not be their
local schools, with inevitable transport costs. In addition it implies the
employment of a number of qualified staff to resource what is a small
group of children in terms of the total number of children with special
educational needs.
Issues of assessment in relation to the National Curriculum and
public examinations need to be addressed.For instance, where all the
testing is done on the basis of children having acquired their knowledge,
skills and understanding in a particular framework and language, what
changes have to be made so that the deaf children's real learning is
assessedaccurately? Proper study needs to be made into ascertaining the
appropriate teaching methods involving developing a language based in
one mode on the basis of a language learnt in another.
Additionally, inclusion must be seen as including families of deaf
children and not just schools. Some deaf children will communicate
better with their teachers than with their parents. Gregory's (1995)
interviews with deaf adolescents indicate how many of them had limited
communication at home or with other family members. A 19 year old
BSL user explained, 'I talk to my mother, my father doesn't understand
me'. A 22 year old who used BSL said (Gregory, 1995, p.41):
My mother helps me understand my grandparents. I feel funny
about her explaining because it's my own grandparents. I should be
able to communicate with them directly.
It is important, therefore, that the needs of families are provided
for. Pickersgill (1997) argues that pre-school services need to give
sustained support to families and involve deaf people in this support.
Opportunities to develop signing skills need to be available to parents
and these need to be realistic opportunities, not just evening classes
available at a location which may or may not be near the parents'
home.
It could be argued that these support services need to be available
beyond the pre-school stage as parents will need continuing help to
develop their communication skills. At the same time, families with
children who have a late diagnosis or who enter the country during their
school career will also need support. A bilingual policy which enables
the child to communicate well at school but leaves them isolated at
home is not appropriate.
For the millennium there appear to be exciting possibilities and
challenges in the development of bilingual education for deaf children.
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A national policy of inclusive education needs to be interpreted broadly
if bilingual policies as outlined above are to be implemented.
Bilingualism may be an obstacle to the individual placement of deaf
children in mainstream schools, However, it could enhance real
opportunities for the linguistic growth of deaf children. In addition, the
proper entitlement
of these children to adequate educational
opportunities and social and emotional development can be secured.
A real understaning of the needs of these children will lead to
commitment to policies that will support the children's inclusion, as
part of a minority group, in the hearing world.
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ABSTRACT'This article considers the role of adult-child interaction in the communication development of children under two. It specifically investigates the situation of a
family with twins, where it may be more difficult to undertake sustained, supportive
interactions with two children at the same time. The study identifies strategies used by
the family to support the children's language development and suggests that these could
be used in care settings where early years practitioners may be working with under twos
in small group contexts.
Keywords: communication, adult-child interaction, under twos, twins

Introduction
A child's development of communication skills in the first 2 years of life seems nothing
short of miraculous. At birth the baby cries, moves and has the potential to communicate.
Two years later the toddler is communicating intentionally, often very effectively, as s/he
demands, comments and refuses using gestures, speech sounds, words and early
utterances from the home language.
How this process happens is continually studied and debated. What seems certain,
however, is that the growth of language and communication requires a partnership
between the child and the environment and that the most significant part of that
environment is the adult carer. Both child and adult work together to achieve mutual
understanding, at first non-verbally and later through language. This is essential for the
child's emotional development and well being (Goldschmied & Selleck, 1996).
ISSN 0957-5146 prinVISSN 1472-4421 online/01/020129-10 ® 2001 TACTYC
DOI: 10.1080109575140120057202
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This article considers the role of the child and the adult in the creation of communication. The particular focus is how the adult-child interaction may be changed as a result
of an adult interacting with more than one child of the same age. This happens in the
case of twins. Issues for families in relation to twin language development are explored
by means of a case study of identical twin boys during their first 2 years. Implications
from the findings of the study are then related to care contexts, where an adult may be
responsible for two or three under twos. Strategies for supporting communication
development in these contexts are suggested.
The Child's Role in Communication

Development

The child is born with characteristics which predispose him or her to be a successful
language learner. Even before birth a child can hear. Characteristics of voices and
rhythms can be identified and remembered. Babies can hear differences between
individual speech sounds and gradually develop this skill in relation to the language or
languages they hear around them (Pinker, 1994). Babies are interested in faces and in
people. They use eye gaze and facial expression to interact with adults. Babies have good
imitation skills and understand from a very early stage that they can copy actions,
expressions and gestures. The earliest recorded copying of the 'sticking out your tongue'
action was recorded by a linguist in a child who was 42 minutes old (Gopnick et al.,
1999).
In addition to being very sociable, babies are also effective and motivated learners.
They learn from events and will practise and repeat actions thereby learning and
developing skills. They quickly understand cause and effect in relation to what they can
do and also in what they can get other people to do. The role of crying, pointing and
later using words to get what you want is learnt rapidly. Babies actively engage with the
world, making hypotheses, testing them and revising their thinking in the light of
experience. A 1-year-old, for example, may call all animals 'doggie' but by two will
have a more sophisticated classification (Harris, 1992).
The Role of the Adult in Communication

Development

The child will not learn the function of communication without a more experienced
language user, usually an adult, to engage with. A baby who gets no response to facial
expression or gestures will not learn that these can be effective tools for communicating.
The role of the adult in supporting language learning has been well documented (Bruner,
1983; Gallaway & Richards, 1994). A key feature of the adult role appears to be
responsiveness to the child. The child makes a movement or sound and the adult
responds to this as if it were intentional. The adult assumes that the child is a
communicator and by responding appropriately supports this development. A sound
is
"
"More?
is
the
by
baby
for
food
interpreted
parent
the
request.
as
a
made
waiting
likely to say, "You want more?" In this way the child comes to understand not only the
function of communication but also the way this function is encoded in a specific
language. The adult needs to be sensitive to the child's initiations and to be able to
respond to them in terms of topic, pace and rhythm (Seileck & Griffin, 1996).
Repetition of routines and language, the adult following the child's lead and responding appropriately and the adult's use of simple, relevant language all seem vital in
helping the child's communication development. These all require adult skill, and most
adults and indeed older children, seem to undertake this role without being explicitly
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aware of it. They also require time and this may be problematic in both home and day
care settings. When there are a number of children and a lot of work to be undertaken
the amount of time spent interacting with an individual baby or toddler may be limited.
Children with fewer opportunities for interaction and for hearing and understanding
words and phrases are likely to be delayed in their acquisition of language (Harris, 1992;
Wells, 1986). The exact influence of the role of adult input in relation to subsequent
child output has been hotly debated. The evidence seems clearer for some aspects of
vocabulary and grammatical development than for others and the case for regarding a
particular type of child-directed speech as essential has not been made (Snow, 1994).
The purpose of this study is not to investigate the relationship between aspects of adult
language and particular child skills but rather to identify whether or not it is more
difficult to engage in effective communicative exchanges with more than one child at a
time and, if so, are there ways of dealing with the situation.
The problem for adults engaging with more than one child at a time appears to be
more acute when the children are the same age. If children are of different ages they will
be requiring different forms of input and the adult is often able to juggle these demands
successfully (Barton & Tomasello, 1994). Things become more problematic when an
adult has more than one child of the same age. The children need the same level of
interaction but have to share the time available with others. This is likely to be the case
in care settings and also in a home setting where there are twins or other multiples.
Language Development in Twins
Looking at language development in twins allows us to consider the effects of sharing
adult time and energy in relation to language development in a home context where the
adults know the children intimately. Studies suggest that the majority of twins will
experience delay in their development of language, particularly in the first 5 years of life
(Mogford-Bevan, 1999). While there are likely to be many factors involved, such as
possible prematurity and low birth weight, the less facilitative communication environment appears to play a large part. Adults are less likely to be able to engage in sustained
turn taking and communication exchanges when there are two babies to be fed, changed
and comforted. They are less likely to be able to notice and respond to individual
initiations, for example, when they are sharing a book with two toddlers at the same
time. Adults tend to hold fewer and shorter conversations with individual twins and are
likely to be less responsive and more directive (Barton & Tomasello, 1994). Limited
responsiveness and an over controlling role in conversation is more likely when adults
are conversing with more than one child. The management of the group situation leads
to the adult taking a more dominant role and being less able to respond to individual
needs. This means that the adult is less able to help the individual child express his/her
own intentions and this leads to a poorer environment for communication development
(Hughes & Westgate, 1997; Wells, 1986).
A case study of twin boys was undertaken. It was started in the first week after their
birth and data has been collected for 24 months to date. Recording methods consisted of
a diary kept by the mother detailing observations, and monthly visits from the researcher
to observe the twins, the older siblings and the parents in communication contexts. Data
were collected by written record and video recordings. The aim was to find out if there
were problems in providing a good communication context in this case, but more
particularly to look at strategies which the adults might develop to deal with this
situation. One cannot change the fact that there are two children making the same
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Fw. I. Outdoor play was part of the daily routine.

demands on adult time and attention, but one can seek to develop ways in which the
situation can be managed more effectively.
The Case Study
The Context
Ben and Jack were born prematurely at 33 weeks and stayed in the special care baby unit
at their local hospital for two and a half weeks. They each weighed five pounds at birth
and, once breast-feeding was established, they were allowed home. Although premature,
the twins had no other health or developmental difficulties and progressed well once at
home. There were two older siblings in the family, William aged 7 and Kirsty aged 6,
who enjoyed interacting with their new family members. Following a blood test at 5
months of age the family was informed that the twins were identical.
Ben and Jack's parents were aware from the first days of the difficulties of engaging
with two children at once. They felt that constant interruptions during everyday routines
made it difficult to focus attention on the babies for any length of time. For example,
nappy changing would be a very quick exercise as the other baby might need attention
or an older sibling might need help with homework. In contrast, the mother remembers
spending up to half an hour with her first born child during nappy changes, encouraging
eye contact playing tickling games and babbling together. It was also difficult to sustain
eye contact or develop early listening skills with either twin baby, as the adults were
always moving on to another child requiring attention.
In addition to sharing attention, the twins also had to share toys and the family felt
that Ben and Jack were constantly asked to take turns before they were developmentally
ready to do so, leading to a lot of frustration during these first 2 years. The parents were
also concerned that anyone outside the immediate family could not tell the difference
between the babies and as a consequence did not refer to them by name. Names are
important for individual identity and are used also for gaining and directing attention.
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A typical day in each of the 2 years involved many changes of activity but also
consistent routine (Fig. l). Taking and fetching the older children from school and also
morning and afternoon sleeps set a pattern to the day. Household activities were
undertaken with the boys firstly watching and later 'helping'. Communication about
these everyday activities formed part of the daily routine.
Communication Strategies
Ben and Jack's parents quickly realised that the adult-child interaction with the two boys
was very different from what had happened with their other children. They were aware
that this could lead to language difficulties and this led them to develop strategies which
they would implement whenever possible. These included:
" an adult or older sibling played with Ben or Jack for a short period on their own every
day, for example they had separate story times sometimes or Kirsty would play with
Jack in her bedroom whilst William played hide and seek with Ben;
" Ben and Jack were always referred to by their name before every interaction. The
family dressed the boys in different clothes and encouraged others to use their names;
" to calm the babies during the first year, when they frequently suffered from minor
illnesses, the family sang simple rhymes whilst cuddling them. This supported
face-to-face contact and early listening to voices and sounds;
" the constant interruptions were turned into positive language experiences by drawing
the other baby into the interaction as an observer, e.g. "Look Ben, Jack is washing his
hands";
" activities were balanced so each child had the opportunity for equal contribution. The
parents felt that they always had to play games twice, or allow extra time, so that Ben
and Jack both had a turn;
" daily routines, such as preparing lunch, were used as opportunities to develop new
language. Similar language patterns were repeated frequently until Ben and Jack began
to predict the sequence. The parents talked about the current event all the time using
simple vocabulary and short utterances;
" Ben and Jack were very active, inquisitive boys keen to explore the environment. At
16 months, for example, their favourite activity was walking across the kitchen table.
The family had to use exaggerated intonation patterns in their voices to divert them
to a more appropriate activity and this seemed to have the bonus of helping them to
listen to language;
" as the parents were aware of the need for Ben and lack to spend time with a
competent language user, the older siblings were requested to help when the adults
were busy (Figs 2& 3);
" the twin situation was turned to an advantage as Ben and Jack listened to language
input twice in activities as they each had a turn;
" Ben and Jack were allowed to make choices to encourage their own identity and to
develop their language skills. For example, Kirsty would help each child in turn to
look through all the socks in the morning to choose their favourite pair for that day.
Ben and Jack's Communication Development
From birth Ben and Jack enjoyed making eye contact. They communicated with older
family members and with each other by means of facial expression and physical contact.
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They were aware of each other from an early stage and engaged in a great deal of
reciprocal laughing. They enjoyed physical contact with each other, particularly rolling
around together on the floor. They were aware of each other's emotions, one becoming
anxious if the other was crying. As they moved into their second year they were aware
that two items were always needed, for example if one boy wanted a drink he would take
two beakers from the table and give one to his brother. Language, however, was always
directed at an older sibling or adult and the boys did not use words with each other until
just before their second birthday.
In relation to language development both boys babbled at 6 months, used simple
gestures including waving and pointing at 10 months and understood a range of single
words in context at a year. Language rapidly expanded from 16 months with two word
phrases at 18 months and four to five word utterances by 2 years of age. A wide range
of vocabulary was used by this stage, including nouns, verbs, adjectives and prepositions. Plurals, possessives and early pronouns were developing. For example, when
playing a game of hide and seek with plastic animals Ben commented: "Polar bear under
Kirsty's feet" while Jack commanded when sitting on his swing: "Mummy push you"
(meaning "Mummy push me"). This indicates good language development in relation to
children whose language has been studied in detail, for example Fletcher's (1985) study
of Sophie at 2 years 4 months and Bloom's (1991) summary of studies of the language
of 2 year olds.
Ben and Jack used their language to express a wide range of functions such as making
comments, asking questions, giving commands, naming and requesting items. Most of
their language was directed at their parents or older siblings and not at each other. Ben
and Jack's use of speech sounds was advanced for their age and by two they were well
understood in the home. The parents sometimes interpreted certain words and phrases to
help communication
with friends and less immediate family. Throughout their first 2
had been age appropriate and
years, Ben and Jack's development of communication
indeed at two they were more advanced, in terms of language development, than either
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I'ic. 3. Sharing a hook.

differences between
of their two siblings had been at this stage. Clearly individual
children, their personalities, characteristics and abilities all play a part in development.
However this case study shows how adults can use appropriate strategies to change a
context to make it a more facilitative and a more positive situation for language learning.
This has important implications
for early years practitioners working with very young
children.

Issues for Early Years Practitioners
The Children Act (Department of Health, 1989) recommends a one to three adult-child
ratio for under twos in care contexts and stresses the importance of babies being looked
after by one carer during a single shift. The practice of having a key worker for each
child allows adult and baby to get to know each other and for the adult to be able to be
responsive to individual needs. As has been seen, this is important not just for care and
for security but for interaction and the development of communication.
The case study
shows how difficult it can be to develop extended interactions where there is more than
one baby or toddler in a setting. It is inevitable that in many care contexts adults will
be dealing with a number of very young children. Practitioners need to be able to use
strategies to exploit the language learning opportunities within their own context and to
try to make the group context an advantage rather than a disadvantage. Important factors
would

seem to be;

early years practitioners need to have a good understanding of the development of
communication
and the role of the adult in this process. They should be able to
identify strategies which are useful and to monitor their own use of these strategies;
practitioners need to have both the time and the skill to be responsive to the child and
to follow the child's lead, rather than always taking the lead role themselves;
repetition in routines needs to involve repetition with words and phrases so that
language has meaning and familiarity;
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" all of the children need opportunities for sustained interaction on a one-to-one basis
with an adult who knows them well;
" in group games and activities time is needed to allow all children to participate;
" all children should have equal adult time even if they do not demand it.
All these factors have significance both for the individual practitioner and for the
management of the care context. Communication development needs to have a high
priority in terms of planning, the organisation of the day and people's time. Children's
communication development needs to be observed, recorded and monitored and there
should be close liaison with their families to ensure consistency of expectation and
response. Practitioners should have the opportunity to observe and monitor each other's
interaction skills so that they are aware of their own skills and of areas which could be
developed further. This mutual observation is particularly important as it is suggested
that adults are not always aware of how much their own response to a child depends
upon the child's demands. A passive child may initiate little and therefore get fewer
opportunities for interaction and the adult may be unaware that this is happening (Sadler
& Mogford-Bevan, 1997). If Ben and Jack had been less demanding children they may
well have had fewer opportunities to engage in language learning activities and
consequently their language may have been less advanced.
The role of the child in eliciting responsesfrom an adult is illustrated by an example
from the case study when the two boys were 11 months old. Ben had learnt to wave to
it
learnt
had
Jack
had
learnt
As
the
and
skill
was
other
to
neither
people and
point.
yet
possible to tell them apart by their use of gesture. All adults reacted to Ben's waving by
waving back and engaging in social language such as: "Hello" or "Hi Ben". Jack's
pointing elicited name words such as: "that's the light" or "it's Jess". The two children
were thus determining the type of language input they were given. Ben and Jack's
mother commented that while she found it easy to make the individual response they
demanded she had to make a conscious effort to undertake pointing with Ben and waving
with Jack to encourage a range of skills. This raises the importance of early years
Adults
language
being
are
strategies.
they
particular
are using
practitioners
aware of why
but
language
early years
children
they
with
the
are
using
not usually conscious of
it
be
language
be
to
to
as
able
change
and
to
their
use
practitioners need
own
aware of
necessary. Only by being reflective practitioners can they give a range of language
learning opportunities to all their children.
The Day Care Setting
In a day care setting, of course, the early years practitioners are not the children's
developfor
intimate
The
and
that
supporting
are necessary
parents.
close,
relationships
ing communication skills and emotional stability are not so easily built. There are time
in
involved
being
a
issues
timetable
of
adults
and
constraints and
with a number
(1994)
Jackson
Goldschmied
As
if
key
is
and
used.
provision even
a
worker system
argue, having an appropriate number of adults available does not ensure that this
interaction takes place "unless the organisation of the setting ensures regular occasions
when concentrated attention is given by a particular caregiver to a particular child"
(p. 11). However, as Elfer (1996) notes, developing a close relationship between an adult
and a child in an early years setting can be difficult. The reasons for this could include
practitioners not wanting to be seen as 'replacing' the parents in any way nor wanting
to become too emotionally involved with a child who will be moving on to another
provision at some stage.
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Elfer (1996) argues that training and professional development within a provision
needs to include the consideration of what is involved in becoming emotionally involved
with the children, both in relation to its importance and to the emotional effect this may
have on the adult. Early years practitioners may also have other pressures which may
inhibit close, supportive relationships. These could include the perceived need to include
'education' within the context, which could lead to the adult adopting a more didactic
communication style and to less adaptation of adult language to meet individual needs
(Marinac et al., 2000).

Discussion
The growth of communication and language is a key part of development in the early
years. Children who do not develop these skills appropriately are likely to have problems
with social, emotional and cognitive development. There are many reasons why children
may have problems learning language but it is vital that a poor linguistic environment
is not one of them. Early years practitioners working with children under two have a
difficult and complex job balancing the needs of care and safety with the demands of
supporting individual development. Practitioners need to be aware of their own skills as
facilitators of communication and to develop strategies to enable them to use these skills
within their own context.
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CHAPTER 10

Including a deaf child in an early years
context: issues for practitioners
boy
Jarvis

Jessica, Manjit and Katy are four-year-olds in their local nursery school. It is 10
o'clock and they are playing at the water tray. They have plastic trays and some
clothes pegs. They move the pegs on the trays and drop them in the water. There
is a lot of splashing and laughing. About 10 minutes later a nursery nurse joins the
group and brings some jugs, beakers and bottles. She stays with the group, talking
and joining in the pouring activities. Suddenly she leaves the group to see to a child
who has climbed on a table. She lifts the child down from the table and he starts to
cry. The nursery nurse talks to the group which has gathered round. Jessica, Manjit
and Katy watch what is happening before they return to their activities. A few
minutes later they pull off their aprons.. One of Jessica's hearing aids slips from
behind her ear in the process but she puts it back and all three girls run out into the
garden.

Jessicahasa severehearing lossand is the only deaf child in her local nurseryschool.
Deaf children havebeenattending mainstreamearly yearsprovisionsfor many years
and indeed about 85 per cent of deaf children now attend mainstream schools
(Lynas et al. 1997). For at leastthe last 30 yearsthe move in the UK, asin much of
the rest of the world, has been away from children with special needs'attending
specialschoolsand towards their placementin mainstreamcontexts.This is emphasisedby the Code of Practice: 'the specialeducational needsof children will normally be met in mainstream schools or settings' (DfES 2001: 7). Including all
children in mainstream provisions aims to provide equality of opportunity and is
often seenas a human rights issue,particularly in the United Stateswhere separation of schoolsalong racial lines led to inequality of provision.
Deaf children were some of the first children with specialneedsto be'integrated'
and to be seenas benefiting from accessto mainstream provision. Looking at the
scenarioaboveit may seemclear why this might be. Like the two hearingchildren,
Jessicahad no problem using the equipment available,shecould concentrateon the
tasksand follow the routine of the nursery.However, concern is beingexpressedthat
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deaf children are not achieving aswell as their hearing peersacademically(Powers
et al. 1998) and may be more isolated and have lower self-esteemin mainstream
than in specialcontexts (Musselman et al. 1996). In order to understand why this
may be the case,we needto considerboth the needsof the deafchild and the process
of learning-

Who is the deaf child?
Hearing loss
The terms `deaf' or `hearingimpaired' cover a rangeof hearing loss.Children with
mild or moderatelosseswill hearsound at a reducedvolume, will hearparts of words
and will respondvariably to soundsdependingon the context.Those wich severeor
profound hearing losswill not hearspeechwithout hearing aids and the speechthat
is heard will be distorted and in somecasesminimal. These children will generally
have either hearing aids,which are usually behind the earswith an earmould in the
have
been
implant,
to
the
ear canal channel
sound, or a cochlear
whereby electrodes
inserted into the inner ear and the child has a receiverattached to his or her head
by a magnet.Theseamplification devicesdo not restorenormal hearing and speech
will not be heard clearly. Background noise is also amplified and this can mask
speechand also distressa child who may be sensitiveto loud sounds.Often a child
will also have a radio systemfor a context when he or sheis in a group. In this case
the speakerwill havea microphone and the effect is that of the speechsignal being
close to the child's ear.This is important as the further away the child is from the
sound, the more difficult (or impossible) it becomesto hear it and the more sound
in the environment will mask speech(Tate Maltby and Knight 2000).
Language
Deaf children do not have a language problem as such, rather, they have a problem
accessing enough spoken language in order to use their processing abilities to create
language for themselves. They do not have a complete model of the language
because they will hear a partial, distorted version of English and see, on the speaker's
lips, ambiguous information (the sounds p/b/m, for example, all look the same).
This will result in imperfect understanding and the production of speech which
lanbe
in
may
the early years when speech and
unclear or unintelligible, particularly
guage are developing. A deaf child in an early years context is likely to have comprehension and use of English that is very much delayed in relation to others of the
same age.

Becausefor some children accessinglanguageby tar is so difficult they will learn
it by eyethrough British Sign Language(BSL). BSL is a complete,grammaticallanguage so children who have accessto adult models, such as deaf parentswho use
BSL, can learn the languageat the samerate ashearing children learn a spokenlanguage.However, the vastmajority of deaf children are born to hearing parentswho,
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if they decide to usesign language,will be learning it themselves.In this casetheir
children will haveaccessto an immature languageor to signsin English word order
(Sign Supported English). Thesechildren'scommunication in both sign and speech
is therefore likely to be delayedwhen they enter earlyyearsprovisions (Powerset al.
1998).

Issues for learning in an early years setting
The consequences of linguistic delay or difference are significant in an early years
setting in which spoken language is a primary means of learning. The importance
of language for children's learning in all early years contexts may not seem immediately evident. In the water tray activity described earlier, for example, the three children appeared to be undertaking the same activities and therefore could be seen as
having the same learning experiences. A closer observation would show that this is
not the case.
Jessica, Manjt and Katy are at the water tray. Manjit suggests that the pegs are a
family; she gives them all names. The trays are boats at the seaside. She talks about
her last holiday when she went on a boat. Katy says that the peg people are on the
boat. She splashes the water to make the sea rough and says that the people are
frightened. She drops a peg in the water saying that the baby has fallen in the sea
and might drown. The other pegs are dropped in to perform a rescue. The splashing and the storm get worse.
Jessica doesn't hear what the other girls are saying. Their speech is quick and
quiet, drowned out by the noise of the water and the brick play going on behind
them. She drops pegs in the water and splashes.
When the nursery nurse joins the group she talks to the children about their
pouring activities, she uses a range of related vocabulary: full, empty, more, less,
how many, not enough. Jessica joins in the pouring activities. She looks carefully at
what she is doing but she cannot look at the activity and watch the adult's face to
try to lipread what is being said.
The nursery nurse goes to the boy on the table. Manjit and Katy hear her explain
the dangers of walking on the table and the likely consequences. Jessica sees that
the boy is crying and that the nursery nurse has a cross expression on her face.
It is clear from this closer observation of the activity that Jessica'sexperience is very
different from the
She
did
two
other
girls.
not understand the representational
nature of the first activity, the idea of `pretending' something, nor how the activity
in the water tray could be related to past experiences at the seaside.While the other
two girls were engaged in sharing past experiences and inventing imaginary stories,
Jessica was engaged in the physical experiences of dropping pegs and splashing
water. To make sense of the present in the light of experience is crucial to learning
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done
language.
hypothTo
future
is
imagine
through
to
and most easily
events and
esise, as well as to revisit previous experience, one needs some form of symbolism
and again language is the most effective. Katy and Manjit were developing their narby
help
them to
rative skills, supported
each other's contributions, skills that will
knowledge
their
understand-and express
of the world. They were also exploring the
feel
feelings:
how
if you were on a boat in a storm? Deaf chilworld of
would you
dren can have difficulties with the language of emotion, often being unable to
expressor understand what they or others are feeling as they have not had the range
(Marcschark
1993).
these
to
of opportunities
explore
With the pouring activities, the two hearing girls are laying the foundations of
language.
knowledge
Through language the nursery nurse
early mathematical
and
labelling
significant aspects of the activity. Through repeated,
was pointing out and
hearing
supported experiences the
children will come to understand concepts of
conservation, comparison and quantity. Jessicawill come to understand these conlinguisbut
later
lacks
because
to
the
than the other children,
cepts too,
she
access
tic support given by adults and peers (Wood et at 1986).
When the nursery nurse was explaining the dangers inherent in table climbing
Jessica was not understanding the explanation, she was only seeing the activity.
Reasons, causes and explanations support children's emotional, moral and social
development. While young children are often not clear why two events e.g. two
broken windows can be seen quite differently (one was the result of an accident and
deliberate)
they come, through explanation and discussion, to understand
one was
deaf
linguistic
Without
chilexplanation
motivation and moral reasoning.
accessto
dren's development may be delayed in this area (Marcschark 1993). The three girls
at the water tray were not involved in the table walking situation but two of them
deaf
because
happening.
Gregory
(1995)
could overhear what was
argue that
et al.
children are often only able to understand what is said directly to them, and are
information
large
the
unable to overhear conversations, they miss a
proportion of
hearing people use to learn about the world. Their knowledge of the world takes
longer to acquire.

Inclusion of deaf children is more complex than it first appears.Languageis
central to the learning process.Adults and peers use language to scaffold and
learning
language
for
(Bruner,
1975;
thinking
the
tool
support
and
child uses
as a
Donaldson 1978; Gopnik et at 1999). Any child with insufficient mastery of the
languageusedin an early yearssetting will be at a disadvantagein relation to most
aspectsof development. Studies of deaf young children in nurseriesand schools
suggestthat in many casesthey did not have accessto the curriculum or to social
interaction to the same extent as their hearing peers. (Gregory and Bishop 1989;
Hopwood and Gallaway 1999). One observationalstudy of three deafchildren indifull
had
local
They
included
in
vidually
neither
their
nursery classesconcluded:
accessto information, nor interpersonalinteractions on an equal basis'(Monkman
1995: 98). Concern has been expressedthat some deaf children individually
included in mainstream settingsmay have difficulties with social relationshipsand
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development
Nunes
(Marcschark
identity
2000;
self-esteem
their
and
of
et al.
with
2001). Retrospectiveinterviews with deaf young peopleand adults point, at times,
to feelings of isolation, rejection and frustration (Gregory et al. 1995; Sheridan
2000).
Early yearspractitioners welcoming deaf children into their settings need to be
aware of these issuesin order to ensure that inclusion is an active not a passive
locado
deaf
is
Including
in
to
with placing a child a particular
child not
process.
a
families
but
tion
and with other professionals,such
with practitioners working with
These
deaf,
issues
to
teachers
solutions will
to
and seeksolutions.
as
address
of the
involve analysinglearning in the particular setting in relation to the individual child.
They will involve observinglearning and providing appropriatesupport. They must
involve having high expectations of what deaf children can achieve or limited
(Powers
be
et al. 1998).
achievementwill
seenasacceptable

Implications for practice: active inclusion
Active inclusion involves working with families and professionals to develop and
monitor strategies. These will involve adapting the environment and the curriculum and using additional support appropriately.

Liaison with family and professionals
All early yearspractitioners aim to have positive relationshipswith the families of
children in their care.Parentswith children with specialneedsareparticularly vulis
first
nerable when their child
goesto an early yearscontext as the procedure not
being
is
feel
for
They
that their child
may
as straightforward as
other children.
for
happen
in
foretaste
is
the rest of the
society
rejected and that this a
of what will
child's life (Carpenter 1997). It is important that earlyyearspractitioners appreciate
the emotional aspectsof this transition and that parents may need additional
his
her
identifying
Welcoming
or
the child and
support and understanding.
strengthsare an encouragingstart.
All children needadequatepreparation for entry into an earlyyearscontext. Deaf
children will need the samegood quality preparation as other children, including
for
(2000)
As
Willey
by
home
notes, this provides
visits to the child's
practitioners.
developing shared knowledge and understanding of individual and family needs.
Continued sharing of information can be supported by a book in which practitioners and parents can write or draw significant events.This can support the child's
in
has
happened.
One
the
slug
communication with others about what
picture of a
lettuce on Daddy's place, for example, excited tremendous interest in a group of
four-year-olds when a deaf child used it to explain an event the evening before!
Families of deaf children will have been visited, usually on a regular basis, by a
teacher of the deaf.This teacherwill liaise with the practitioners in the early years
setting. Practitioners need to know what continuing support is being given to the
child and if any other early yearscontexts are involved. Deaf children may attend
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deaf
for
liaison
Ongoing
children,
with
small group sessionswith other
example.
the teacherof the deaf,whereby the needsof the child areidentified and met, needs
to be undertaken (RNID 2001).
The social/emotional

environment

Deaf children need to feel part of the early years group. Many older deaf children
and adults recall feeling isolated and different from other children when they
Often
because
this
they could not see other chilentered educational contexts.
was
dren who used hearing aids or communicated using sign language (Sheridan 2000).
They did not seethemselves represented in the settings. Early years practitioners are
different
images
of
aware of the need to show
racial groups and to have a range of
from
different
culturally appropriate materials, regardless of whether children
groups attend the setting. It is equally important to have positive images of children
and adults with special needs, such as books with children in wheelchairs or using
hearing aids as part of everyday life. It is essential for all children that differences are
celebrated and not ignored. Children are aware that we are not'all the same' and to
feel
damage
deaf
that
pretend otherwise can
the self-esteem of the
child who may
he or she is a failure in relation to hearing children (Ladd 1991).

Some deaf children will assumethat they will not need hearing aids when they
deaf
hearing
do
If
chilgrow up as they not seeadults with
aids around them. older
dren and adults can spend time in the setting, this will enhancethe deaf child's
developing self-image.One deaf five-year-oldhad a visit to Father Christmas with
his reception class.His excitementin discoveringthat FatherChristmashad hearing
important
him
by
his
had
this
that
told
aids was only matched
annoyance
no one
fact before!It is important for all children, not just deaf children, to havetheir attention drawn to hearing aid users,in order to raisethe statusof this population.

The listening environment
The communication environment for the deaf child is enhancedif noise levelscan
be reduced.Carpet tiles, lessnoisy containersfor equipment and blinds for windows
`in,
is
hearing
help.
Practitioners
equipment
can all
need to ensurethat the child's
deaf
demonstrate
replacing
the
teacher
the
of
can
on and working' and parentsand
hearing aids that have fallen our of ears,or changing batteries.Other children will
be interested in the equipment and it is important for the deaf child's self-esteem
fact
For
dealt
in
is
way.
and acceptancethat this acknowledgedand
with a matter of
hearing children to be told that they are`lucky that they don't haveto usethe equiphear
deaf
'poor
Suzy'
child's status
ment or that
can't
properly will not enhancethe
be
deafness.
The
to
should
aim
within the group or their own acceptanceof their
baby
light
flashing
do.
One
deaf
brought
concentrateon what the child can
a
parent
delight
his
the
to
alarm and a vibrating alarm clock to
child's nursery class,much
and admiration of all the children.
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The communication

environment

Communication is likely to be the biggest concern that the practitioner may have
initially. Will the child understand the adults and children in the setting and will
face
level
Getting
the
to the child's
can
they understand the child?
physically, so that
be seen, will help. Smiling and using a range of facial expressionsand body language
will aid communication as will use of gesture and visual support such as objects and
pictures. Deaf children are often very skilled at getting their meaning across, even
"if they have very limited vocabulary, provided the environment is supportive and
encouraging.

If the child hassign languageasa first languageit is as unrealisticfor practitionfor
had
be
learn
learn
Somali
French
BSL,
if
it
chilthem
to
they
or
ers to
as would
dren who spoke those first languages.Learning a few important signs would be
helpful, however,and the ability to understand key signsusedby the child would
deaf,
have
be
frustration.
BSL
It
a
would
ease
anticipated that a child using
would
or fluent sign languageuser presentin a supporting role but the child's teacheror
key worker would alsowant to communicate directly with the child asmuch asposhave
is
Some
Makaton,
sible.
which a collection of signsused
used
practitioners may
to support English. It is not a sign languagebut may aid communication between
the adult and child.
Deaf and hearing children in earlyyearscontextsmay developmeansof commuleft
however,
just
between
It
is
important,
is
to
that
this
not
nication
themselves.
happen, asdeaf children often lack experienceof effectivecommunication, including non-verbal skills. Pair and small group activitieswith adult support, particularly
in the activities where the deaf child shows strengths,can encourageinteraction.
Hearing adults and children will need to appreciatethat deaf children, particularly
those from deaf families, will usetouch for interaction more than hearingchildren
Children
it
is
is
important
with
and
that this not misinterpreted as roughness.
limited linguistic skills may be more physicalin their communication and this needs
to be handled sensitively.
For children to be confident in a setting, they need to understand the routine.
Visual means of explaining the sequence of the day, and of the week, as children get
older, need to be used. Picture calendars showing the sequenceof the day are important. So too are clear visual explanations of rules such as `only 4 children in the play
house' or when it will be the deaf child's turn to go on a bike. A hearing child will
be given a verbal explanation but the deaf child may well not understand, will
become frustrated and either withdraw from activities or take what they want.

The learning

environment

Language, development
Deaf children may beplacedin earlyyearscontextswith the aim of developingtheir
delayed language.However, group situations may not be the best contextsfor this.
As Tizard and Hughes (1984), Wells (1986) and others found the quality of adults'

108 EXPLORING EARLYYEARS EDUCATIONAND CARE

interactions with children at home is almost inevitably better than in contextswith
a higher child-adult ratio and a different agenda.Even in care contexts for very
feel
for
language
to
young children, adults may
constrained usetheir
managemore
ment than for supporting linguistic development (Jarvis and Lamb 2001).
Following- the child's interest, providing contingent utterancesrelated to an individual's activities and modelling appropriatelanguagemay nor be evident in all early
in
for
language
learning
but
important
all
children
yearssettings
at an earlystage
are
(Wells 1986). For deafchildren the situation is evenmore complexasthe noiselevel
in a group setting is likely to be such that it masksspeech.A quiet setting for small
be
language
be
individual
group and
activities, where appropriate
can used,would
better. Interaction can include developingvocabulary for objects and activities in
the setting which can be sharedwith the parentsfor generalisationat home. If the
child is developing BSL, then a fluent signer would need to undertake the same,
activities, adapting and modifying signing input in relation to the signing abilities
of the child (Harris 1992).

Group time
In most care or education contexts there will be time when the children are in a large
or small group with an adult for a story, discussion or other activity. These are often
fairly quiet times,, when the children are focused on one adult and where there is
deaf
If
that
time.
the
child can see
usually an expectation
people will speak one at a
the adult clearly this will increase the chance of understanding what is said. If the
have
deaf
will
adult repeats or summarises children's contributions then the
child
some accessto these. Spoken language will need to be supported by pictures or other
visual aids. Stories told with props are more easily understood. It is important that
time is allowed for looking at the props as the child cannot look at these and lipread
at the same time. Due to different language levels it is unlikely that a story read to
be
deaf
by
be
will
A
the group will
able to
the
child.
supporting adult
understood
sign the story for a child using BSL but the child cannot look at the interpreter and
has
be
If
shared
at pictures at the same time, so the pace needs to
appropriate.
a child
the group book with an adult on an individual basis in the setting or at home, then
the child will be able to understand and contribute more easily in the group.

Video-taped storiescan be impossibleto understandwithout accessto the sound
track. Often only some eventsare portrayed visually and reasonsand explanations
are given orally.The deaf child seesa number of apparently unconnectedeventsand
has no accessto the reasoning behind what has happened. Again, the learning
context for the deaf child is limited, leading to potential problems understanding
causeand effect except at a very basiclevel. Some cartoons can be understood visually and are often thoroughly enjoyed by deaf children. If the deaf child is a BSL
user,then taped signed storiescan be shown to the group in much the sameway as
one would sharea book with a written script from another language.This againsupports the child's feeling of being acceptedand belonging in the group.
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Developing areas of strength
As with all children, it is important to developdeaf children'sstrengths.Thesewill
be individual but may include strong visualskills, an awareness
of pattern and shape,
the ability to complete picture puzzlesquickly and an awareness
of print in the environment. Deaf children may be interestedin maps and plans and indeed may be
skilled at identifying routes by visual cues.They may notice and be interested in
numbers and may start to usethesein pictures. Labelson photographsand objects
help
locate
deaf
may
materialsand matching the printed nameswith photochild
a
him
friends'
Deaf
help
her
learn
in
to
names.
or
graphs of children
the group can
children may begin developmentalwriting at much the sameageas hearing children if others in the environment are writing and it is important that adults demonstrate the purposeand function of writing by, for example,giving instructions in
down
be
Understanding
print.
that speechor signed communication can written
can be helped by using speechbubblesin activities and stories.

Books for young children to read usually contain natural language so that the link
landeaf
be
language.
For
between
their
can
children,
made
spoken and written
be
found
books
from
Sentences
different
in
likely
be
in
is
will
that
texts.
guage
to
longer than those the children are using and words such as `it', 'the' and 'to' which
do not appear in early speech and which are difficult to lipread will be present in
print. If the deaf child is to make senseofwhat reading is about, then the child needs
to read text at his or her own linguistic level. This may mean starting with homebasic
by
books
the practitioner
made
texts generated
with photos and pictures and
`big
'John
`Peter's
`Barbara
jumping',
shoe',
cup',
on the computer such as
swinging',
`my drink', and so on. The teacher of the deaf would be able to identify the appropriate language level for an individual child. The appropriate choice of printed
books to read is vital if deaf children are to learn that what they read can make sense.
Books need to have limited and repeated vocabulary and sentence structures if they
from
be
be
Again,
to
a teacher of the
are to
sought
advice would need
understood.
deaf.

The role of additional adult support
An education or care context may be given funding for some hours of additional
adult support. For a child with BSL ashis or her first language,this would usually
be a fluent sign languageuser.For a child developing English asa first languagethe
lip
including
patadult would need good communication skills,
clear speechand
lead
In
to
terns. either casethe child would needsensitivesupport; too much could
the child being isolated from peers, too little would mean that the child is not
gaining enough linguistic input and interaction. Monkman's (1995) detailedobservation of three deaf children attending their local nursery classesfound that each
had
interacted
minimal
the
time
and
child
with their supporting adult most of
interaction with other adultsor with other children in the setting.Practitionersneed
to ensure that the child is not 'swamped' by too much support and thereby not
however,
develop
independence
allowed to
and relationshipswith other children;
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have
lanfar
information
to
to
the child needs as
access the same
and
as possible
This
balance
is difficult to achieve and requires
input
guage
as the other children.
continual monitoring. In the water play scenario described earlier, Jessica'ssupporting adult, Pam, could have aided her understanding of what was going on without
being intrusive. Pam has worked in the nursery class for four years and has underhas
been
She
involved in planning with the
taken a teaching assistants course.
nursery teacher and nursery nurse in the provision. Together with the advisory
teacher for the deaf, the early years team has been developing appropriate strategies
for communication and supporting learning. The team is continually reflecting on
for
support.
practice and considering priorities
Pam observes the three girls choosing their aprons for water play. They are arguing
over who will have the red apron but she does not intervene. She helps another
group of children organise themselves for painting. When the girls are settled at the
water tray Pam observes the play until she sees that Jessica does not understand
its representational nature. She joins the group and asks the girls about the pegs.
She names Mummy, baby and the other pegs so that Jessica is clear that these are
pretend people. Then she leaves them to carry on the game.
Pam notices the activity undertaken by the nursery nurse and notes in the homelink book the key words used. She writes these round a picture of the water tray so
that Jessica can explain the activity to her parents and they can reinforce the vocabbe
to
book
Jessica's
in
this
that
She
need
activity
will
record
ulary.
also records
When
be
basis
to
individual
used.
needs
undertaken on an
and which vocabulary
she has individual time with Jessica, Pam will use water play as a basis for interaction and will also use opportunities in other play activities to use the related vocabulary. At snack time she could talk about full/empty glasses, more fruit, another
piece. The skill of a supporting adult is to identify the language and concepts that
need to be developed and to bring them into everyday activities.
Pam sees that Jessica is watching the incident with the nursery nurse and the
boy on the table. She explains to her, using mime as well as language, why the activity was dangerous and what might have happened. When the girls run out into the
garden she watches from a distance but does not become involved In their chasing
game. She takes a photo of the game using the new digital camera and will use this
later in the day as a focus for discussion. Before Jessica goes home the photograph
will be stuck in her home link book so that it can be discussed with her family.

Discussion
There is a tradition of early yearspractitioners welcoming all children and including them in their settings.Current legislation and guidanceexpectthis and provide
Special
development
Practice
Code
structures, such as the
of the role of
of
and the
Needs Co-ordinators, to support this practice. Inclusion of children with special
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needs in education and care contexts is part of a wider national agenda of developing a more inclusive, equitable society (Thomas 1997). For early years practitioners
issues arise in relation to practice what is the best way of including a particular
child? This chapter suggests that practitioners need to work with families, and with
professionals who have specific areas of expertise, in order to identify needs and
develop appropriate strategies. Additionally, early years practitioners need to use
their skills in observation to understand the process of learning in their setting and
to identify when and how learning needs to be supported. The early years team in
Jessica'snursery school observed and reflected on their practice and actively supported her inclusion. The also appreciated the extent to which her learning was
affected by her language delay. As the nursery teacher noted: `The trouble is, she
looks the same as everyone else and you think she'slearning the same as the others,
but she's not. ' Many included deaf children are `invisible' in their education or care
context and do not receive the support necessaryto flourish. Only through an active
process of observation, reflection and action can practitioners ensure that deaf children receive the quality care and education they deserve.

Useful source of information

The ForestBookshop,Unit 2, The NewBuilding,EllwoodRd, Milkwall, Coleford,
Glos.GL16 7LE 01594 833858www.ForestBooks.
com

This bookshop provides books on deafness,children's books and videos.
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becauseit was difficult to find suitable models to
complement the PsychologicalContract.
This project was generated by an existing
The questionnairewas a challenge. I drew on
piece of work. As Project Manager of the Fast other research, notably Guest and Conway, 'The
Track Review,I was aware of the need to explore PsychologicalContract in the PublicSector'. Whilst
Schememembers' expectations.The Psychological with hindsight, there appear to be some flaws in
Contract seemedthe most useful vehicle for doing the questionnaire
- perhaps too many prompts
so. I considered Change Management as a second and too few questions about the marketing perperspective.It appearedto fit with the direction of spective - the responserate and data generated
the Reviewand likely recommendations.However, were satisfactory. The perceptions of personnel
I chose Marketing, as I was consciousof a need to practice were no surprise. Other trends - for
ensure that the organisation presents itself hon- example, Schememembers'feelings of loyalty and
estly, without making promises to potential
commitment towards the Service, despite their
employees that it is unable to keep. If the project perceptions of it as unethical - were. It would be
was a little light on the Marketing perspective,it is interesting to explore these further.
Critical Reflections

Parenting Classes
Personal
and
Development

Issuesfor young offender institutions

Joy Jarvis and Sally Graham of Hertfordshire University,and Dena Tyler and Penny Hamilton of
the Education Department HM YOlAylesbury
'When / learnt that / was going to be a dad I was scared because I felt how could I teach
Sam aged 19
someone else about life if I wasn't sure about it myself?

This statement, made by a young man on a
parenting
course in a Young Offender
Institution (YOI), illustrates both the problems
and the potential involved in running these
courses in this context. Sam was just starting
his second custodial sentence. His son was two
months old. As a way of trying to find out
more about his new role Sam was participating
in a 16 week 'Parentcraft' course open to all
young offenders at HM YOI Aylesbury, except
those precluded from attending due to the
nature of their offence. The fact that he was
attending this class was positive and suggests
that he was reflecting on his life and was also
prepared to take positive action to change.
Becoming a parent can lead to reflection and
change, and parenting classes are well placed
Issue 145

to take advantage of this potential growth
point in a young man's life.
The provision of parenting classesin prisons
and YOls has expanded recently reflecting an
awareness(I) of the needs of prisoners as parents
for greater knowledge and skills in relation to their
role; and, (ii) of the needsof the children involved
for supportive parenting (Boswell and Wedge
2002). Courseshave been developed to meet the
needs of parents in custody and there has been
increased emphasis on work with fathers.
Parenting coursesfor young men in YOls need to
addressa number of key issues:
O

many will have had poor models of parenting
and often limited involvement of fathers in
their upbringing;
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O

O

severalwill have young children of their own,
often babies, of whom they will have little
knowledge and with whom they will have limited contact; and, perhaps most significantly,
these young men are themselvesstill adolescents with immature cognitive, social and
emotional skills and who are still developing
their own identities.

Parenting courses can therefore support personal
development as well as understanding and skills
related to children and the role of parents.
Developing a senseof self and one's place in
the world is a focus of adolescence.This can be
both a problem for parenting classes,when one is
attempting to focus on the needs of others, particularly partners and children, but it can also give
opportunities for self-development. Developingan
understanding of the perspectives of others is a
vital social skill but difficult for young people who
can be very much centred on themselvesand their
own needs. Young men on the Aylesbury course,
for example, were able to articulate how it would
be for them when they left prison and went home,
but many found it difficult to view the scenario
from the perspectiveof their young child. Talking
about this, using case studies, can help these
young men to begin to understand their child's
perspectiveand can also lead to more reflection on
the needs of other people in general.
Successfulparenting requires a level of social
and emotional maturity which many young men
have not yet achieved.Self-esteemcan be low and
opportunities to think about the emotional needs
of a child and how to develop his/her self-esteem
can help a young man to focus on positive aspects
of himself. This can be modelled by staff teaching
the course and is also helped by the development
of communication skills.
Communication is a key focus on the parenting course at Aylesbury. This includes looking at
early facial and gestural communication by babies
and toddlers, which can also support an understanding of the role of non-verbal communication
in general. Knowing the importance of body language, for example, can lead to an increased
awarenessof one's own communication in different contexts. Activities on the course include looking at different responses to situations and
identifying positive and negative approaches.
Identifying possible consequences as a result of
saying something positive or negative about a
child's attempt to make a car out of bricks, for
example, can lead to a more general understanding of the effect of communication. Young men on
the coursealso practisethe skills involved: they will

be expected, for example, to make at least one
positive statement about another student's piece
of work during a feedback session.
Developing one's identity in adolescence
includes the issue of gender. In an attempt to
emphasisemaleness,young men may reject anything that appears feminine and this is likely to
include relating to babiesand young children. This
emphasis on masculineattributes and opinions is
likely to be exacerbated in a Y01. Young men on
the Aylesbury course often express stereotypical
views of gender roles and say that they do not
want to talk about 'love and all that crap.' The
opportunity to talk about this very topic, in the
'safe' environment of a parenting course can be
supportive of their own personaldevelopment and
can provide a setting where a range of otherwise
'taboo' topics related to personal relationshipscan
be discussed.
Young men in general often find it easier to
relate to older children rather than to babies and
toddlers. As the fathers in a YOI will have young
children, time is devoted to looking at video examples of adult-child interaction and discussingthese.
The quality of attention paid to these examples
and the level of subsequent discussion,suggests
that the emotional nature of the relationships
shown is appreciated. Appropriate ways of
showing affection can be identified, an area which
may confuse some young men. It is often easier
for them to identify ways of relating to sons rather
than daughters, and again this mirrors issues
found in the general population of young fathers
(Marsiglio and Cohan 1997).
The parenting course can help young fathers
explore the needs of all young children and the
similar and different needs of boys and girls and
how and why these arise. It can also help young
men see the importance of different influenceson
children and how this affects their development.
in turn this will help some of them to reflect on
themselvesand the influences on their lives. One
young man on the Aylesbury course asked staff:
'Can a child be born evil?' Many will have been
given, and accepted, negative labels and the
notion that this status is not predetermined and
irrevocablecan help young men to accept the possibility of change in their behaviour. Showing the
young men that the parent needs to say; 'That
behaviour is bad,' not 'You're bad,' can help them
to see the difference in relation to their own
conduct.
Young men developing their identities may
come to include the role of 'father' as part of this.
The higher profile of fathers in the media currently
may help with this process,particularly role models
Issue 145
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who are sporting heroes such as David Beckham.
The knowledge that they have a parental role can
encourage young men in YOls to plan more positively for the future and to decideto make changes
in their lives. Researchconducted for The Prince's
Trust (2001) suggested that often disadvantaged
young people are too depressedto think about the
future and tend to live a day at a time. Accepting
a parenting role can help a young man to plan for
the future.
Parenting courses in YOls have been evaluated positively in terms of outcomes related to the
retention of knowledge and the expression of
changes in attitudes to such things as managing
children's behaviour by participants (Dennisonand
Lyon 2001). Many young men participate enthusiastically and at Aylesbury two courses are run in
parallel to cope with the demand. A positive experience on a course like this may encouragea young
man to enroll on other education courses.
Developing confidence in handling books on a

parenting course and the perception of the need
to develop skills such as literacy to help his child
may also lead to a greater interest in education.
Perhapsas well as looking at outcomes in relation
to the developmentof fatherhood skills, parenting
courses also need to be evaluated in relation to
their contribution to the personal development of
the young men involved at a crucial point in their
lives.
References
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The Restorative Role

Visitors
Boards
of
of

Tim Newell, former Governor of Winchesterand Grendon & Spring Hill prisons, now working for the
Butler Trustand in support of a number of restorativejustice initiatives.

The role of the Board of Visitors as representatives of the community gives them a unique
opportunity to inform and influence the way
a prison thinks about its work in relation to
those it serves - prisoners, their families, victims of crime, their communities of care,
headquarters and Ministers. The paradigm
shift involved in prisons thinking of their role
and their impact on crime in restorative ways
is unlikely to come from within the Service.
The current mind set of prisons is naturally
offender- and staff-centred, and driven by
current managerial imperatives that bear little relation to the real needs of those most
directly affected by crime - victims, offenders
and their communities. Boards of Visitors
stand apart from these assumptions and think
wider about the context of the work of the
prison and the context of the behaviour that
brings people into custody.
Issue 145

RestorativeJusticestressesthat we take crime
seriouslybecauseone person has been harmed by
the wrongful acts of another. It is the concrete
damage which crime causesthat is the problem,
partly material but mainly psychologicaland relational. Being a victim of crime is a deeply traumatic
occurrence becauseit damagesthe person'ssense
of autonomy, order and relatedness.There is thus
a need for justice to repair this psychologicaland
relational damage.
All crimes are experiencedas attacks on the
person. They challengeour belief that the world is
belief
our
and
and
place
meaningful
an orderly,
confidence in personal autonomy. Restorative
being
the prime
takes
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as
context
approaches
focus for justice's attention and includes victim,
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special educational needscoordinators, can potentially be
involved in a deaf pupil's support. This would normally
include a teacherof the deaf who has undertaken training
to achieve the mandatory qualification for teaching deaf
pupils. Additionally, there is likely to be the involvement of
one or more teaching assistantsor communication support
workers, the latter using someform of sign communication,
usually British Sign Languageor Sign SupportedEnglish.

attention

Support

should

pupils

support.

The context
In the UK the majority of pupils with a hearing loss (here
described as `deaf) are educated in mainstream schools
(Eatough, 2000). Their special educational needs in this
context are related to communication. These include
potential difficulties in understandingthe spoken language
of teachers and peers and being understood by others.
Additionally, if their development of English is delayed,
there will be problems understanding and producing
written texts. Clearly this can lead to significant issuesfor
pupils' social and academic inclusion. The potential for
deaf pupils in mainstream contexts to experience low
self-esteemand social isolation has been well documented
(Ladd, 1991; Stinson and Lang, 1994; Gregory,Bishop and
Sheldon, 1995). Academically, deaf children achieve less
well on averagethan their hearing peers,although there are
examples of high achieving deaf pupils (Powers, Gregory
and Thoutenhoofd, 1998).A recent review of good practice
in deaf education (Powers et at, 1999) identified high
quality support as an important factor in the successful
inclusion of deaf
pupils into mainstream schools. A range
of professionals, in addition to mainstream teachers and
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Studies looking at support for deaf pupils show a range
of ways in which this is undertaken. As Lynas (1999)
suggests,there is no one right way, but rather different
ways to provide support taking into account individual
needs, communication methods and school contexts.
`Indirect' support is often given by teachers of the deaf.
This can include raising the profile of deafnesswithin the
school,giving advice and training to teachersand assistants,
undertaking deaf awarenesssessions for hearing pupils,
liaising with external professionals and with parents,
checking and monitoring the use of specialist hearing
equipment such as radio aids, planning with teachersand
assistants and identifying appropriate strategies and
resourcesfor usewithin the classroom.More 'direct'support
can include supporting a pupil's access to a lesson by
pre- or post-tutoring, working with the pupil within the
classroom, or withdrawing individuals or small groups of
deaf, or deaf and hearing pupils, into anotherroom for part
or the whole of a lesson.Direct support for deaf pupils can
also involve discussing social or emotional issues and
explaining aspectsof hearing loss and its effects.
Teaching assistantsare most likely to spend the majority
of their time undertaking direct in-class support for the
pupils, including clarifying information and note taking,
although they may also be involved in checking equipment,
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preparing resources and also working on preparatory and
follow-up activities for lessons or teaching additional
aspects of work. Communication support workers will
undertake similar work to that of teaching assistants but
will specifically translate the spoken language used by
the teacher and pupils into British Sign Language and
voice-over the deaf pupil's signed contribution to the
lesson.

The

research

9e(I fords hire

Warwickshire

gr! fKSnln;

Bristol

Swindon

project

The amount and type of support deaf pupils receive varies
greatly depending on individual needs, availability of
resources and school and LEA policy (Powers et al., 1999).
Issues arising include those that have been identified as
problematic when supporting other groups of children with
special needs,such as the danger of over-supporting pupils,
and achieving the balance between support to access the
curriculum and support to meet the child's individual
learning needs (Jerwood, 1999; Rose, 2000). The training
of assistants and the collaboration between staff have also
been identified as issues (Monkman and Baskind, 1998).
What, however, do pupils think of the support they receive
in school? The views of pupils with special educational
needs are being more actively sought, in line with guidance
from the Code of Practice (DfES, 2001) and with the
increased profile of children's rights (Sinclair Taylor,
2000). Projects undertaken to obtain the views of pupils
suggest that teachers and others can gain a great deal from
these insights and that they can be used to inform practice
in both primary and secondary school contexts (Beanie,
2002; Hamill and Boyd, 2002; NDCS, 1990; 2001). In
2001 a research team from the University of Hertfordshire
was commissioned by the Royal National Institute for Deaf
People (RNID) to undertake a Department for Education
and Skills (DfES) funded project to ascertain the views of
deaf pupils on their inclusion in mainstream schools. The
aim was to document what the pupils saw as facilitating or
inhibiting their inclusion in a mainstream context. All
educational authorities in England were asked if they
would like to participate in the project. From those who
responded positively a sample of pupils was chosen to
represent different communication modes and levels of
deafness. Sixty-one deaf pupils and 22 hearing pupils in
Years 7,8 and 9 in 25 schools in different geographical
locations in England were interviewed (see figure 1). This
age group was chosen because pupils could reflect on at
least two school contexts: primary and secondary. They
were also closer to their primary experience than older
secondary pupils would be and therefore, perhaps, more able
to identify similarities and contrasts in their experiences in
different schools.
The type of provision in the schools visited varied: 15
schools had specialist provision for deaf pupils such as
hearing impaired units; three schools had special educational
needs bases but no dedicated provision for deaf pupils; and
seven schools had no specialist provision on site but were
visited by peripatetic teachers of the deaf. The deaf pupils
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had a range of hearing loss From moderate to profound.
During the interviews 34 deaf pupils chose to communicate
orally and 27 used signing (see figure 2). All interviews
were video and audio taped and both deaf and hearing
researchers were involved in the process ut' data collection.
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Figure 1. Geographical distribution of schools
Year group

Level of hearing/deafness

Gender

7

8

9

M

F

29

32

22

39

44

Communication
mode

ýý
HanngMaJmk ScvuePro(aunl
22

19

17

21

4

Signing Uni
27

34

Figure 2. Pupils'protile
individual
and focus group discussions were
undertaken. This was in order to include as many children
as possible and to obtain as high quality data as possible.
Some pupils will be more confident in a group situation
issues
discuss
to
on an
sensitive
while others may prefer
individual basis. Using both approaches can lead to a range
of data being obtained (Hill, Layboum and Borland, 1996).
Thirty-nine deaf pupils took part in one-to-one interviews,
and 22 deaf and 22 hearing pupils were involved in
focus group discussions over a period of six months. Both
individual interviews and focus group discussions were
framework
and the
constructivist
carried out within a
both
to maintain
tools
team
of
a
variety
used
research
interest and to allow pupils to express themselves in the
manner that suited them best. These included the use of
mind-maps, repertory grids, question and answer scenarios,
discussion about pictures, role play with puppets and the
database
This
a
rich
produced
of
metaphors.
exploration
that was analysed using computer software to identify key
themes. The resulting report, Inclusion: what deaf pupils
think, was published in 2002 (lJl-i/RNID, 2002). The aim
was for the voice of the pupil to be heard and for emerging
themes to arise from the data, rather than being identified
beforehand. One of the aspects of provision that the pupils
commented upon in some detail was the support they
received, and it is their views on this aspect of their
provision that will be discussed.
Both
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Indirect support provided by teachers of the deaf to
colleagues and others was generally not commentedupon
by the pupils involved in the study and it is unclearwhether
they were aware of the extent of this work. A few pupils
did comment on aspects such as the provision of an
environment where deaf pupils were given extra
consideration. One pupil talked about the arrangementsfor
the interview with the researchteam and generalisedto the
idea that the deaf pupils were acknowledged as needing
positive discrimination (page numbers noted are from the
UH/RNID 2002 report):
I like the way they can arrange stuff like this to happen
so, like, they don't just treat me like, oh I'm another
person. They don't just say 'oh you're deaf, whatever,
you can carry on'. They actually say you can come up
here and you can talk to someone about it. I'm treated a
bit more than other people are, which I don't think is
veryfair but it's still quite good for me They're not just
acknowledging me like another person, they get to
arrange other things for me and stuff. Good special
needs arrangements.

Year 7 female pupil, moderatehearing loss, oral (p. 41)
This acknowledgement of difference in a positive manner
leading to additional provision can contributeto an inclusive
school ethos, which is vital for successful inclusion
(Powerset al., 1999).Another meansof developinga positive
ethos in the school is for the teacher of the deaf to raise
deaf awarenessamongsthearing pupils. A few deaf pupils
commented on this:
In Year 7,in PSE, we do this special hearing thing where
they (the hearing pupils] get taught about it and they do
things like try out radio aids in the science lesson so they
understand about it.

Year 8 female pupil, severehearing loss, oral (p. 42)
I remember once, the unit teacher invited everybody,
well not everybody but some classes and we had a
discussion, well, she talked to hearing people about
deafness. Ido think that helps and some people came up
and said hello after that lesson.

Year 8 male pupil, severehearing loss, oral (p. 43)
Raising awareness of deafness has to be done with
sensitivity. One pupil felt that information given in this
way could be used against deaf pupils, whilst another was
happy to have general information given to other pupils but
would not want herself to be identified in any way. A third
found personal involvement in the deaf awareness
process embarrassing. This indicates- that deaf pupils
should be consulted about deaf awarenessactivities being
undertaken with hearing pupils and about their own
involvement in these.
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Sometimes it's bad [to give information to hearing
pupils] because,for example, they say, 'Make sure you
move your mouth' and that. Then some people would
probably go round not moving their mouthswhen trying
to speakabout us.
Year 7 femalepupil, severehearing loss, oral (p. 43)
It would ruin everything, it would just ruin everything
...
Everyone would know and then they would talk about
you and it just wouldn't feel right. You would like to have
your friends, who you'd speak to every day at school
and that and let them know what it's all about but you
wouldn't want the whole school knowing 'cause it's just
no point really, 'cause you're not going to speak to the
whole school every day are you? I think they should
know about hearing loss and stuff but, personally, I
wouldn't really like one of them to know everything
about me.

Year 8 female pupil, moderatehearing loss, oral (p. 48)
Once, in Year7, we had to tell them (hearing pupils) all
about our hearing aids and everything and I felt so
humiliated. I felt so embarrassedabout it.
Year 8 female pupil, moderatehearing loss, oral (p. 78)
A key aspect of indirect support for deaf pupils is
planning for how they should be supported. Discussions
are usually undertakenwith support staff and mainstream
teachers in order to identify contexts where support is
needed. In some provisions the deaf pupils are fully
involved in the decision making, whereas in others they
are not.
They [teacher of the deaf and support staff decide
what's best. Because there are so many people in
the unit, they split up the time about what lesson they
go to.
Year 8 male pupil, severehearing loss, oral (p. 53)
The lady, the teacher of the deaf picks them [classes to
have support in] and I've a timetable.
Year 8 male pupil, profound hearing loss, signing (p. 53)
Twelve of the pupils interviewed said that they had been
involved in discussionswith teachersof the deaf about the
level of support they would like and in which lessonsthey
did and didn't require help. The other pupils appearednot
to have been involved in the planning process. In some
instances pupils reported having help in lessons where
they didn't feel it was needed,while requiring more help
elsewhere.At the very leastpupil involvement in planning
for support will aid the decision-making process.It should
also help pupils take more responsibility for using
support effectively, which will be increasingly important as
they get older. An opportunity for pupils to talk with
teachers of the deaf, regularly and confidentially, about
their support would also seemto be necessary.Deaf pupils
may have to rely extensively on one or two people and if
problems arise they need an identified way in which to
raise issues.
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I have been with this [support] teacher for a long time
and I have had enough of her. Sometimes I like her but
sometimes I don't. I want to tell [the teacher of the deaf]
but I'm scared that she would tell her. I don't know what
to do.

Year 8 male pupil, profound hearingloss, signing (p. 66)
In relation to direct work with deaf pupils, teachers of the
deaf were identified as being easier to communicate with
than mainstream teachers and were often seen as the person
who could sort out problems and offer emotional as well as
academic support:
Sometimes we go with Miss, it's a bit like a therapy
thingy, where you start discussing your feelings and
that.

Year 7 male pupil, moderatehearing loss, oral (p. 42)
I've had some problems with my friends and Miss is
just a shoulder there. They're just like a teacher
should be.

Year 8 female pupil, severehearing loss, oral (p. 62)
She helps me iff have some problems, if I have a problem
we talk.

Year 8 male pupil, profound hearing loss,signing (p. 62)
In relation to academic support pupils reported that
teachers of the deaf, both those based in a unit and those
who visited the school on a peripatetic basis, helped them
with work they found difficult and with revision for exams.
Sometimes this support was given when the need arose,
while for other pupils therewere timetabledteachingsessions
from the teacher of the deaf. A quarter of the deaf pupils
interviewed had some classes taught on a withdrawal
basis, often in a unit classroom. Pupils perceived that this
was becausethe work was harder in the mainstream and
that they needed help in order to achieve an appropriate
standard for full classroom inclusion. They tended to see
this as a temporary measureuntil they were able to be fully
included.
If I'm really stuck on something, like French or
something, I do go there [the unit] and Miss [teacher of
the deaf] helps me and then I get back to class... '
Year 8 female pupil, severehearing loss, oral (p. 51)
I don't go to mainstream classesbecauseI am not very
good with English.As soon asI amI will go to mainstream
classes.
Year 7 male pupil, profound hearing loss,signing (p. 51)
The issue of whether or not pupils should undertake
some work in separate contexts has been discussed in
relation to both deaf pupils and others with special needs
(Powers et al., 1999). Some practitioners argue that the
practice isolates pupils with special needs from the rest of
the class while others suggest that it allows for more
appropriate teaching. In relation to deaf pupils, discrete
provision for periods of time can allow for work on the
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developmentof English and, for somepupils, British Sign
Language.It can give pupils the opportunity of working in
an acoustically appropriate environment and of preparing
work, which can enablethem to work more effectively in
mainstreamclasses(Bennettand Lynas, 2001). A Reviewof
Good Practice in Deaf Education (Powers et al., 1999)
argues that: `The goal of inclusion is supported, not
undermined,by a componentof separate,discretespecialist
provision for deaf pupils'(p. 4).

Support

from

mainstream

teachers

The deaf pupils interviewed talked more about mainstream
teachers than teachersof the deaf, perhaps becausethey
were in mainstreamclassesmost of the time or because,in
some instances,interactions with them were problematic.
The pupils reported a number of instances where they
perceived mainstreamteachersas not understandingtheir
needs, including examples of teachers asking them to
removeradio hearing aids on the assumptionthat they were
music systems.The pupils also reported the many ways in
which mainstreamteacherssupportedthem during lessons.
These support strategies were very simple but clearly
effective and were seen by the pupils involved as worth
reporting. Thesewere:
"
"
"
"
"
"
"
"
"
"

speakingclearly and repeating what's beensaid
not talking for too long
making sure the speaker'sface is visible for lip-reading
checking comprehension
using visual support for language,such as pictures
lessons
in
activities
practical
using
using a microphone appropriately (not shouting into it,
turning it off or leaving it on the desk)
keeping the noise level in the classroom low
monitoring other pupils'behaviour so that the deaf child
is not teasedand is included in activities
demonstrating that the deaf child's needs are
understood.

It is interesting that the majority of these strategies
in
hearing
for
the class
be
important
the
children
would
too.
Whenyou're stuck on work, they come over and help
you out.
Year 8 male pupil, moderatehearing loss, oral (p. 59)
1 like the way teachers always make sure that you've
understoodthings.
Year 7 male pupil, severehearing loss, oral (p. 59)
My favourite teacher is Science.She's good at showing
help
books
to
me understand.
pictures
and
me
Year9 femalepupil, profoundhearingloss,signing (p. 59)
He [one of the pupil's favourite mainstream teachers]
takesoff the mike ijhe's shouting at someone.
Year 7 male pupil, severehearing loss, oral (p, 46)
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is in the way and I can't
there
sit
and
something
...
see what she is saying she always moves to let me see
her.

Year 9 male pupil, profound hearing loss, oral (p. 47)
While pupils see particular strategies as important
and appreciate teachers who use them, they also like
these strategies to be used unobtrusively. As one girl
noted 'in secondary school, it's a lot about image.'
Pupils do not want to be singled out in front of their
peers, nor do they want their different treatment
highlighted. For teachersit is important to use supportive
strategies but not to be seen to be using them too
overtly.
When we were sitting in a circle [during a mainstream
class] we were all talking, including myself, and she [the
teacher] told everyone to be quiet. She started saying,
'You need to be quiet because we've got a deaf person. '
After she 'd finished, you get them all looking at you and
you're like, erm.

Year 8 female pupil, severehearing loss, oral (p. 78)
Sometimesthey're good, they look at you when they're
explaining things. Sometimesthey just look at you but
""then sometimes they really just look at you for cges. And
then you want them to look at someone else and then you
won't feel a bit uncomfortable. They do it because they
think, 'Oh, she's got to lip-read me, 'cause she can't
hear me'and stuff like that.

Year 8 female pupil, severehearing loss, oral (p. 81)
Deaf pupils need particular consideration and support
from mainstream teachersand the reasonsfor this need to
be clear to all involved and for this to be seenby hearing
pupils as fair. In relation to behaviour, a key aspect of
managementnoted in the RNID Review of Good Practice
in Deaf Education (Powers et al., 1999) was that the same
standards applied to everyone. Some deaf pupils in this
study felt that they were 'picked on' by teachers who
didn't appreciatethat they may have misunderstoodor not
heard instructions. In other instances hearing pupils felt
that deaf peers sometimes 'got away with things' because
they were deaf.
Yeah, it just makes you feel very envious, jealous, when
he gets into trouble, he can just get out of it by fiddling
with his hearing aid!

Two Year 8 male pupils, hearing (p. 38)
None of the hearing pupils expressedenvy with regardto
deaf pupils' additional support, whether from mainstream
teachers or others. On the contrary they felt sympathetic
that this was seento be necessary:
I think, if they already know what they're doing,
then they get it explained again, theyjust want to get on
with it.
Year 8 female pupil, hearing (p. 89)
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The majority of deaf pupils interviewed had some in-class
support. Five pupils reported that they had no in-class
support.They had receivedsomein Year 7 but were seenas
no longer needing it. Most pupils did not have support all
the time, for example in practical lessonssuch as PE, art
and drama support was often not given. Those pupils
needing signing communication tended to have a higher
level of support. Strong opinions were expressedby deaf
pupils about their in-class support. They were not
always clear about the status of the people involved,
whether they were teachers, teaching assistants
(sometimes referred to as learning support assistants)or
communication supportworkers, but they were clear about
what they found helpful or unhelpful about the support
they gave.
Pupils generally reported that they did need support some
of the time and some noted that they found it difficult to
accesssomelessonswithout support:
I don't really like French, I don't understand it. I have
no communicators with me. It's quite hard. I get
help
lot.
twice
they
a
and
me
a
week
communicators
Year9 femalepupil, moderatehearingloss,signing(p. 79)
I do go to mainstream lessons.It's difficult because I
can't follow all the time. I would prefer to go with an
interpreter.
Year7 femalepupil, severehearing loss, signing (p. 80)
The role of the person giving support in helping pupils
to understandwhat the teacher was saying in the lesson,
or to follow other input such as video or audio tapes,
involve
important.
Sometimes
this
would
clearly
was
repeating what had been said, in speechor sign, or taking
notes:
A lady comes with me and the teacher talks and if I
missedit she writes it down and then she helps me with
the work.
Year8 male pupil, profound hearing loss, signing (p. 63)
If we have an exercise where we have to listen to a
recorder and stuff, I can't hear that well and I can't
understandwhat they -e saying. I needhelp tofigure out
what they're saying...
Year 8 male pupil, moderatehearing loss, oral (p. 63)
In addition to helping with interpretation pupils
reported that those providing in-class support helped
them to understand the work and assisted if they were
having difficulties with undertaking writing or other
activities:
Theymake sure I've understood and they help me with
my work
Year 7 male pupil, severehearing loss, oral (p. 65)
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Pupils also saw those providing in-class support askeeping
them on task and ensuring that they worked hard, which
perhaps led to the comment by a Year 9 pupil that: `it's
more peaceful without any support'(p. 66).
The issue of independence and how pupils with special
educational needs can make decisions about how much
support they need arises at the planning stage and again
within the classroom. Some of the pupils were quite clear
that they were the ones who asked for support when they
felt it was needed and saw themselves as taking the
initiative in asking for help.
I have an interpreter in English classes but she only
interprets when I'm stuck

Year9 femalepupil, profoundhearingloss,signing(p. 66)
Other pupils certainly felt that they were over-supported
at times. The suggested reasons pupils gave for this
practice included support assistantsfeeling that they had to
ensure that the pupils were doing the right thing at all
times as that was their job and even that they would
intervene to help pupils becauseotherwise they would `get
bored'.
At school, helpers in lessons keep prodding me and
asking me if I'm alright, that sort of thing, they try to do
my work for me! I mean, I think if the LSAs get bored,
they just try to help me; they don't like sitting there with
nothing to do. The teachers, they've got a whole class so
they tend to leave me alone but the LSAs are trying to
help just me so I don't get a lot of peace.

Year 9 female pupil, profound hearing loss, oral (p. 64)
Some of them always help me so they can annoy you
becauseyou don't want them to help you a lot.
Year 8 male pupil, profound hearing loss,signing (p. 64)

It is salutary to hear pupils speakso eloquently about their
feelings of being over-supportedat times. The support role
is extremely difficult and requires an awarenessof the
pupils' need for a level of autonomy and an understanding
that making mistakesis part of the learning process.It also
requires a whole-schoolapproachto identifying the role of
support personnel and strategies for involving them in
planning, the preparation of resourcesand support for the
teacher and for the lesson as a whole, as well as for the
individual pupil. The need for clear policies, and time for
the teacher of the deaf or special needs coordinator to
monitor the processof support, cannot be overemphasised.
Nor too can the importance of obtaining pupils' views on
their support. It is unlikely that thesepupils had expressed
the views presentedhere to staff in their schools.
One activity undertakenduring the focus group discussions
was for deaf pupils to write individually in a speechbubble
something they would like to say to, or ask, their hearing
peers. Hearing pupils were asked to do the same for deaf
peers.The speechbubbles were put into a group envelope
so that they were anonymous.One hearing boy wrote: 'Do
you get annoyedwith having teachersaround you most of
the time?' Young teenagersin genera! do not appreciate
having adults with them all the time and one problem
identified with in-classsupportwas that the adults involved
could interfere with peer group relationships. This can be
the caseparticularly in a signing context as conversations
can be observedfrom a distance.
The communication support teacher often watches me
talking with my classmateand 1 can't tell her not to look
by
her.
She
joins
in
I
sometimes
will
upset
otherwise
I
talk
about,
which
we
whatever
about
asking questions
don't like. I want her to look away.
Year9 femalepupil, profoundhearingloss,signing(p. 47)

Support

I know this is a really rude thing to say but I've got to be
totally honest, sometimes the support teacher can be
really annoying really annoying. Youjust want to be like
everyone else, don 't you? But, and do your work as well,
then they, like, you've got some support teacher nagging
you ... they just sit next to you and they just talk to you,
and asking you questions all the time and just get so fed
up of it all.

Year 8 female pupil, severehearing loss, oral (p. 64)
The communicator
tends to forget that we are not
children! She would take our work and check them to
see if they are good. Sometimes she feels the need to
explain everything when I understood before. Sometimes
when I stop writing, realising that I have made a
mistake, she would leap to the rescue, asking ifl wanted
any help. Often I said no but she would push me aside
and take my work to check. I wish I could conjure
something that would freeze her at least for a few
minutes.

Year 8 male pupil, profound hearing loss,signing (p. 66)
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The pupils involved in this research project made more
comments about friends than about any other topic.
Friendship was a key aspect of their lives and they also
identified the supportthey receivedfrom friends:
It's my mates that make me go through school. If I'm
having a bad day, it's friends who talk to me about what
I can do. Friends are the best thing.
Year 8 male pupil, moderatehearing loss, oral (p. 94)
The majority of deaf pupils statedthat they had both deaf
With deaf
liked
this
friends
they
hearing
mix.
that
and
and
friends they could communicate more easily and felt they
were with peerswho understoodtheir needsand situation.
Having hearing friends openedup the possibility of having
interests.
As
friends
well
of
a
range
with
a wider circle of
identified
inclusion,
for
pupils
social
as providing support
help they receivedfrom peersin lessons.This could include
in
from
group work, where
or
peers
additional explanations
ideascould be sharedand developed.
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Sometimes my friends tell me [what the teacher is
saying] and they explain it as well.
Year 8 male pupil, moderate hearing loss, oral (p. 87)

You're basically working and then you know what people
are doing their ideas and that. I find it easier in a group
than working on my own.

Year 7 female pupil, moderatehearing loss, oral (p. 87)
I like the way we do reading all together rather than
doing it separately, so that we can do some work on it all
together afterwards.

Year 7 male pupil, severehearing loss, oral (p. 85)
Sometimes teacherscan make decisionsabout seating and
grouping pupils that individuals see as not helping their
work or the developmentof their friendships. While these
decisions are made for a variety of reasonsit is important
that deaf pupils do haveopportunities to socialise,to be off
task and to work with those with whom they can
communicate easily, in the interest of both academic and
social inclusion.
It's easier to work with people who sign.
Year 8 male pupil, profound hearing loss,signing (p. 87)

profile of deafnessand to develop an inclusive school ethos
is likely to have significant impact on the inclusion of
deaf children. Practical strategies used consistently but
unobtrusively by mainstream teachers can enable deaf
pupils to access lessons more effectively. Specialist
teaching and sensitivein-classsupport can enableincreased
academic inclusion. Planning for this support needs to
involve pupils in order to be most effective and to support
their developing independence.This support needs to be
monitored and opportunities needto be given for pupils to
have input into this monitoring.
The importance of peers, for both social and academic
inclusion, mirrors findings in other projects (Bearne,2002)
and suggests that a higher profile needs to be given to
peer support and how this can be facilitated. Peer support
can be given by other deaf pupils in the school while, for
those who are individually included in their local school,
opportunities for meeting with other deaf pupils needto be
provided (Moore, Dash and Bristow, 1999).Hearing pupils
need guidance on ways in which to communicate with
deaf pupils, while deaf pupils needhelp to develop ways to
managecommunicationbreakdowns(Lloyd, 1999).

Hearing classmates are not nice and I ddn't feel right. It
would be better if I had my deaf friend with me. The

While this study is a small researchproject in one particular
field of special needs it may be relevant to practitioners
giving support to children with other needs and in other
contexts. It highlights the importance of staff and pupils
having the opportunity to develop their understanding of
the needsof individuals and how thesecan be met and that
this must include listening to the views of the pupils with
special needs.

teacher said she had to separate us. I was angry inside.
She said she preferred if she separated us but I didn't
like it.

Acknowledgements

They [teachers] give you seating plans, which is bad
becauseyou can't sit with your friends.
Year 7 female pupil, severehearing loss, signing (p. 87)

Year9 femalepupil, profoundhearingloss,signing(p. 87)
Hearing pupils also reported that their deaf friends could
help them with particular subjects
Year
9 pupil
one
reporting that his deaf friend was better than he was in
some subjects. If they are to provide mutual support then
deaf and hearing pupils need to develop strategies for
understanding each other. Communication with deaf people
requires the use of a range of strategies that the hearing
pupils who had deaf friends could identify, but which they
had tended to develop through trial and error. Perhaps
other pupils had tried but had not achieved effective
One could argue that deaf awareness
communication.
sessions for all hearing pupils should be an essential
foundation if deaf pupils are to be included in mainstream
classes. Deaf pupils, too, need specific sessions on dealing
with interaction in mainstream contexts and how to manage
communication breakdowns.

Conclusion
Support for deaf pupils in mainstream schools involves a
range of activities undertaken by a number of different
people. Work undertaken by specialist teachersto raise the
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From your editor
Life with technology hasn't got any easier but somehow everything is coming together and this Magazine is not actually as
far behind as I expected it to be. The focus on language has produced some excellent articles that I am sure will provide
something for everyone! If you have more approaches and ideas that you are able to share with fellow BATOD members
please do email them to me. As you read this Pauline Cobbold and I are trying to collecting contributions for the Magazine
focus 'Behaviour' - but we are also along the road to the next two Magazines as well.
Forthcoming Magazines will focus on
January
Behaviour
deadline Nov 20
March
Communication
deadline Jan 20
June AGM topic: The 21st Century Teacher of the Deaf
deadline April 20
We are hoping to expand the Communication issue and include networking so if there is anything that you can think of
have some courage. What you may think of as common place may actually be an AH" moment when another Teacher of
the Deaf actually gets the idea and uses it. Don't hide your light under a bushell
The AGM in March is considering The 21st Century Teacher of the Deaf' - will we exist, what sort of work will we be doing,
what issues do we anticipate? This is an opportunity to be proactive and consider how BATOD can help prepare for the
challenges of the coming century. So if you have any ideas, thoughts or suggestions for topics that can be raised either as
discussion or to share then make this your chance to extend your CPD log - and share your thoughts with BATOD members
through the Magazine.

Apologies for those of you who are searching for This and That and the Abbreviations
page. Space dictated that several items had to be dropped.... and I thought that you
would prefer to have the language articles foremost!
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Cover Picture
4 year old twins using play materials (small world materials) to tell stories about playing In a park. See 'Storying and deaf
children' page 19

Storying and deaf children

Joy Jarvis University of Hertfordshire,
Lucy Montgomery, Hertfordshire Advisory Service
Marion Storey, Laycock School, Islington

We taute at tie /awt and Mere uwaa&i1, a/ Waal, and wie wa, a achy lfis
goat and ne cuaa a ncucg&y goat and niedid try to get ing ice cream and he

dawn
1e&
Mere
dirty
/amp
made me
and gal
and my we Beam
and
wa
gewzman it and ,7 cried Pai aýZau 't eat ice cwam öecaaie ice cwa nb
A% cA4Uzenna At gaab and 9 didn't Me i
Harry (4 years)

At four, Harry is already a storyteller. In this
example, he shows that he can set the scene,
identify the characters, describe a sequence of
events, explain causes and outcomes and comment
on the content of the story. Gordon Wells (1986),
having studied young children at home and
subsequently as they entered school, argued that
the experience and skill of storying was key to later
educational achievement. Why should this be the
case and what are the implications for deaf children
and their parents and teachers?

experiences by standing back from them. When
Harry tells the story about the goat it is not as
frightening for him as it was at the time. In the
same way, fictional stories about fear, loss and other
powerful emotions can help children to understand
feelings and, through repeated tellings of the same
story, gain a sense of control and order. Children
will act out familiar stories and create new ones,
gaining an understanding of different perspectives
and other lives. They also learn that there is a
range of possibilities in the way the story develops
and that a story may not always end the same way.

The ability to create stories in the mind is crucial to
development and learning (Engel, 1995). There are If parents and children share a language, then
two main aspects: communicative and cognitive.
adults can model stories both directly with children
Stories enable us to communicate our experiences,
and indirectly by using them with other people in
knowledge and feelings to other people. We obtain
everyday life. If there is little access to the
feedback from others on our stories and build up a
language then these opportunities will be limited.
Peer group story-making may be limited, also, if all
representation of experience that is shared with
others in our family and community. Harry is likely
children do not share language skills. A deaf child
to have received information about the habits of
in a mainstream nursery may appear to be playing
goats, advice on what to do next time and sympathy in the sand tray in the same way as the hearing
for the loss of his ice cream from other family
children. Closer Inspection, however, shows that
members, while the story will become part of the
whilst all the children are hiding and finding objects
family's shared history: 'Do you remember when
in the sand, only the hearing children are making a
Harry went on the nursery trip to the farm...? '
story from the actions. Adults will need to be
Additionally children create stories together in play
proactive in helping deaf children develop both
and this is an important means of building
understanding and use of storying in a range of
relationships.
contexts.
In addition to the social and communicative
importance of stories, they are a key way in which
we all make sense of the world and our place in it.
From a young age we identify events and their
sequence in everyday life and try to make sense of
these. Parents story events for us in anticipation
and recall: 'We are going to the shops and then.... '
'Remember this morning when
' We are able to
....
distance ourselves from the events and examine
both these and our own role in them. We start to
create a sense of ourselves through these stories.
We are also enabled to deal with emotional
©BATOD Magazine November 03

Teachers of the Deaf can encourage parents to
model stories using pictures, facial expression and
gestures as well as signed or spoken language.
They can play with their children, acting out events
or stories from television or books using props such
as sofa cushions for a boat. They can recall events
and make up novel scenarios using small world
materials and they can support children's
understanding of stories in books using objects they
find themselves or those in storysacks.
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Teachers of the Deaf may well find that children
they support have limited experience of creating
their own stories when they enter school. A playful,
creative approach on the part of the adults can
encourage the child to be imaginative. Props can
be used to develop shared stories. A wooden doll
and a plastic spider, for example, can be used to
explore actions, feelings and to develop a number of
different scenarios. Children can act out stories
they have been told and also need to be supported
to develop alternative endings, another event in a
series or a new story. If they have had limited
storying experience, then deaf children may find it
difficult to meet age-level expectations in writing.
As access to a range of fiction has been found to
be the best way to develop children's writing of
stories (Barrs & Cork, 2001), then it is essential that
deaf children have whole texts at an appropriate
level read to them. Additionally the chance to act
out the stories can be invaluable in aiding
Children may need the support of
understanding.
small world materials and puppets to develop their
stories before they can be expected to write
imaginatively.
Many deaf children are confident and creative
storytellers. The celebrating and nurturing of these
skills needs to be undertaken alongside the
development of the language that encodes their
stories.
References
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The Marine
Conservation Society
(MCS) is the UK
MARIN.
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dedicated

charity

the protection

to

of the

marine environment and
its wildlife.
In 2001, with funding from Cheltenham &
Gloucester plc, MCS was able to establish a marine
turtle conservation programme which aims to
secure a safer future for endangered marine turtles
in the UK and abroad. Six of the worlds seven
marine turtle species are now listed as either
endangered or critically endangered and the MCS is
supporting marine turtle research and conservation
projects around the world in order to try and help
save the turtles.
In the autumn of 2002, building on their joint efforts
to protect marine turtles, Cheltenham & Gloucester
teamed up with the MCS to organise a poetry
competition for 4-11 year olds. Entitled 'Celebrate
the Sea', it aimed to get youngsters thinking about
the precious marine environment that the MCS
works to preserve. The poems prove that the
younger generation today is inspired to consider the
environment for the future.
The book of poems is available for £3.50 (incl p&p)
from the Marine Conservation Society
.
Alternatively, you can register to take part in one of
the fundraising activities for turtles and the book will
be yours free of charge! For more information
about school fundraising for marine turtles, give
MCS a call, $ 01989 566017 visit www, mcsuk. org
or email turtle @ rncsuk org
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The role of parenting
young
classes
in prison: A case study

fathers

Joy Jarvis and Sally Graham, University of Hertfordshire
Penny Hamilton
and Dena Tyler, HM Young Offender
Institution, Aylesbury
Abstract This article considers the role of parenting classes for young men in
prison. Using a case study of one course delivered at a young offender institution,
significant aspects of the content and delivery are identified. The ways in which
this course appears to contribute to the growth of participants' understanding of
their role as fathers and to their personal development are highlighted.
Keywords

children, fathers, parenting courses, prisons, young offenders

arenting coursesare being increasinglyused in a range of contexts.They are

P

by
health
by
for
justice
in
trouble,
the
used
youth
system
parents of children
service workers to support teenage parents, and by government cross-departmental strategies, such as the Sure Start programme, to support parents of young
children in deprived areas (Glass, 1999; Freely, 2000). In prisons the emphasis on
rehabilitation programmes, such as those designed to address offending behaviour
and develop life skills, has increased and this has included the provision of parenting classes. In 2001 only four institutions holding young male offenders did not
have, or were not planning to run, parenting classes (Boswell and Wedge, 2002).
Parenting classes could be seen as encouraging the young men involved to develop
their role in a family network, which may reduce the likelihood of offending. They
may be important, also, for the children of these young men, who with a parent in
prison are statistically more likely to offend themselves. Erratic and harsh parenting are factors which may lead to offending (Sutton, 2002) and as this has been
the experience of many young men in prison they are likely to repeat this with their
own children. Parenting classes may make a contribution to the halting of this cycle.
Evaluations undertaken of parenting classes in prisons have shown results to
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be positive in relation to the extent that knowledge of the material involved is
retained over a period of time and to expressed changes in attitudes to aspects of
parenting. Thompson and Harm (2000), in a detailed American case study of a
15-week parenting course in a women's prison, found that significant changes in
from
discipline
involved
the
expressed views on
women
moving
were evident,
previous use of physical punishment to planned use of more nurturing methods.
Dennison and Lyon's (2001) study of outcomes of a sample of parenting courses
for young men in UK young offender institutions recorded that participants
reported positively on the courses, retained information that had been learnt and
many reported a change in attitude to their roles as fathers. Additionally, some
young men report that attending parenting classes helped them to understand
their partner's situation better (Katz, 2002).
This case study of one parenting course in a young offender institution (YOI)
explores issues related to the content and delivery of the course. This is important
as current initiatives to increase and develop parenting courses in prisons require
an understanding of what needs to be included in relation to content, and how
courses can be delivered effectively. A range of current initiatives such as the
'Family Man' course developed by staff and prisoners in a number of institutions
(Safe Ground, 2002) are encouraging institutions to share practice, but Dennison
and Lyon (2001) note that providers of parenting courses in YOls tend to work in
isolation and do not have links with other providers, nor do they have a forum for
sharing information and training. Reading about the work of others developing
courses in similar contexts can encourage the sharing of ideas and practice.

The context
Aylesbury YOl caters for young men between the ages of 17 and 21. A parenting course was started there in 1997. The course is available to all inmates who
express a wish to attend, unless the nature of their offence precludes participation. They do not have to be fathers but many have at least one child. The
course is very popular, there is often a waiting list, and two classes are run in
parallel to cater for the numbers involved. The study describes both the content
of the course and the mode of delivery, and attempts to identify significant aspects
of each.
Data for this study were collected by means of the observation of identified
sessions approximately six-weekly over a period of 18 months. Observations were
focused on the response of students to the modes of delivery of the course. This
was identified by noting: listening behaviour, time on task, engagement with the
material and spoken contributions by individuals. Students were also asked to
complete end of session and end of course evaluations. Documentation related to
the course was scrutinized and staff teaching the course were interviewed in
relation to their approaches to teaching and learning. Written consent was
obtained from participants to have their contributions quoted and examples are
included in the text from participants on this course.
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The course content
The course, entitled 'Parentcraft', is part of a social and life skills programme and
is validated by the Open College. It consists of 16-weekly, three-hour sessions.
Course completion results in a level 1 or level 2 certificate, depending on the type
and level of assessment undertaken. The certificate element is important to
students taking the course, many of whom have no educational qualifications. The
students completing the course often ask for their certificates to be sent home so
that they do not get lost in any prison transfers. This pride in their achievement
mirrors that found by other researchers who report certificates being sent home to
be displayed (McDermott and King, 1992).
The course involves sessions on contraception and sexual health; pregnancy
and birth; children's development between birth and five years, the role of the adult
in supporting children's development; the role of the father; listening to children;
managing behaviour; safety and first aid, and the responsibilities of parents,
including financial and legal responsibilities. The course is adapted to meet the
needs of fathers who have very young children, or young men who are likely to
become fathers. It therefore focuses on the needs of children under the age of five,
although parenting of other age groups is discussed. Discussion about parenting
teenagers raises interesting issues for students who are teenagers themselves.
With the current emphasis on reducing the number of teenage pregnancies, the
session on contraception and sexual health is clearly important. Many students feel
knowledgeable in this area but in fact may have fairly limited knowledge:
lot of stuff I thought I knew but I learnt a lot more today. (Jason,
there
was
a
...
aged 19)
While some students will have attended the birth of their child many will have been
prevented from doing so by their current or previous custodial sentences. In
addition to factual information about pregnancy and birth, this session also looks
at emotional issues and at the needs of the mother and the role of the father at
this time. For young teenage fathers, not just those in prison, the relationship with
their partner at this time can be fraught with difficulties. This was expressed clearly
by disadvantaged young men interviewed for The Prince's Trust (2001). Developing an understanding of others' perspectives could contribute to easing some of
these problems.
A significant amount of time on the course is spent exploring children's development between birth and five years, the age range of most of the students' children.
The emphasis is on learning about all aspects of development and specifically the
role of the adult in supporting children's learning. The crucial importance of appropriate adult-child interaction at this stage of development is explained and
strategies and resources explored through practical activities. Students often know
very little about children's development and are amazed by their abilities:
I didn't know how advanced in communication babies are. (Peter,aged 20)
I didn't know that kids were learning when they were playing and I was very
surprised. (Ahmed, aged 19)
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Today I learnt about things like eye contact and responding to a child and how to
recognize how they're coming along with their speechand how to communicate,
(Ray,aged 19)
I didn't know kids were so clever. (Sean, aged 18)
Fathers in general spend proportionally more time playing with their children than
do mothers, engaging in physical play particularly (Golombok, 2000). The course
looks at a range of play opportunities that can arise and how fathers can use these
appropriately. Suitable toys for different age groups are identified and the use of
everyday materials for physical and imaginative play is explored. Students appear
to have limited experience, or certainly little memory, of playing with toys or games,
and need opportunities to play with these themselves before considering how these
could be used with young children. Playing picture lotto, for example, has been a
favourite activity for all groups. This need for students to engage with play materials themselves has been found in other parenting courses in young offender institutions (Boswell and Wedge, 2002). It emphasizes the importance of practical
activities and the time to undertake these in the delivery of parenting courses in
this context. It also demonstrates the need for this aspect of the course, as fathers
cannot be expected to engage in play with their children if they themselves have
limited experience in this area.
Sharing books is also on activity that fathers and children can do together, but
one which may have particular difficulties for young men with limited literacy.
While some students on these courses will have a high level of literacy and confidence in handling books, for the majority of inmates in young offender institutions
this will not be the case (Neustatter, 2002). Sharing books with children is included
on a number of parenting courses in prison for a range of reasons, including the
importance of this activity for children's language development and their later
educational progress (Wells, 1986). Book sharing is an opportunity for physical
closeness and the sharing of a focus of attention. It can lead to improved
communication and the building of relationships. In Wymott adult prison, for
example, a writer in residence funded by The National Literacy Trust facilitates the
creating of stories by prisoners for their children which can then be written, illustrated, made into a book and also taped for use at home (Evans, 2002).
On the Aylesbury course, students explore books that can be used with babies
and toddlers and practise the type of language and activities one can do with popup and lift-the-flap books. They practise telling stories from pictures, something
that they often find difficult. Again this points to the importance of actually undertaking an activity rather than just talking about it. The students need this experi.
ence to be able to use books effectively and to appreciate their use. They also need
the confidence to ignore words in the book if they find them difficult and to tell the
story from the pictures. In students' minds books are generally associated with
reading the words and other ways of using them need to be explored:
I didn't see the point of people giving books to my baby, I thought she was too
young. (Alan, aged 18)

I didn't know you could give books to children who couldn't read. (Andy, aged 19)
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Play activities that can be linked to stories are also undertaken, for example
be
dramatized.
that
the
the
story
can
man
so
making puppets of
gingerbread
Personalizing the story for the child is also practised, such as making the ginger.
bread man hide in the child's house or run down a road to the local park.
Students are encouraged to record themselves telling or reading stories so that
their children can have the tapes. They are also encouraged to make up their own
stories. This is a difficult thing to do but follows time spent looking at a range of
The
books
topics.
themes
their
students are always
and
children's
and considering
keen to have books read to them, perhaps reflecting a lack of this experience
themselves. The caring relationship that can be developed through book sharing
is identified. Students watch a home-made video of a father sharing a book with
his two year old twin sons who are sitting on his lap. The quality of attention that
discussion
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is
that
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ment of a male prison.
The concept of masculinity and how this relates to showing affection towards
feminine
be
in
traditional
activiseen
as
could
young children and engaging
what
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adult male identity. This may result in young men being concerned to show that
they do not exhibit any supposedly feminine characteristics, which could include
being seen as sensitive and caring towards children (Marsiglio and Cohan, 1997).
This is something that is discussed at an early stage on the course and continues
throughout the programme, with video examples of men interacting with young
children. These examples have to be carefully chosen as, if the men involved are
not seen by the students as good male role models, they respond adversely to
them. The example of high profile fathers, such as David Beckham, who show
for
football
in
but
in
young children is very
masculine skills
also sensitivity caring
important to these students and is an aid to discussing the concept of fatherhood.
In addition to issues that will relate to all fathers, the course considers aspects
that are particular to parents in prison, such as developing a relationship from a
distance, suitable activities for visiting times and using the telephone. Some
students do not see their children and may never see them:
My girlfriend said that if I came back inside then I couldn't see my son again, so
now I don't know if I'll ever see him again. (Stuart,aged 20)
A few students keep diaries which they may be able to show to their children at a
later date to show that they were thinking about them even when they were not in
contact. Some identify useful strategies for interaction during visits. One student,
for example, was determined to always wear the some coloured jumper during
visits so that his baby son would begin to recognize him.
The telephone is an important link with the family but children under five have
difficulties with talking to people they can't see and with understanding what the
other person knows. If students understand this then they are less likely to feel
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rejected if phone conversations between them and their children are problematic.
Phone calls between a student and his partner may take place fairly frequently and
may therefore be a feature of a young child's life. The adults need to understand
how this may affect a young child who suddenly is deprived of his mother's attention without warning. One student on the course had a two year old who would
urinate on the carpet while his parents were on the phone. This infuriated his father
who said that his partner should smack the child as 'he knows it's wrong - he's
been told'. Discussion helped the student begin to understand the scenario from
the child's perspective. An ability to understand another's perspective is clearly
essential for parenting and indeed for an effective adult life. Many students find
this difficult and it is part of cognitive self-change programmes undertaken in many
prisons and YOls (Rose, 2002). This can also be part of a parenting course, when
one is considering both the perspectives of one's partner and children. One
example was a discussion about how a child might feel when his/her father
suddenly came home at the end of a prison sentence. This resulted in plenty of
examples of how the young men themselves had felt when they had been released
from other YOls but they had a real problem identifying issues for the child.
Discussion with peers and tutors can help develop understanding as can role play.
Stories designed to help children deal with different issues can also provide a safe
starting point for students to explore feelings; their own and other people's.
The issue of behaviour management is significant for all parents but many
fathers in prison will have had poor models of parenting including emotional and
physical abuse. A high proportion of young offenders convicted of violent offences
have been themselves subjected to violence at home (Neustatter, 2002). For many
students, therefore, progress can be identified when they identify alternatives to
smacking. At the beginning of the course, the vast majority of students state that
you need to smack children in order to have control and that violence is a key way
of gaining respect from someone else. A significant number of students come to
appreciate, through examples and discussion, that there are alternatives:
Today I learnt about how to react to a child throwing a tantrum. Eventhough I'd
got my own views which I expressedin class, I still picked up a few tips like positive
attention. (Steve,aged 20)
from what I can see it's the gentle approach, showing patience and love to the
...
child rather than the heavy handed approach and just thinking the child is bad.
(Sean, aged 18)
the course has given me ideas on how to approach bad behaviour. It doesn't
...
always have to be a punishment, sometimes he will just need a hug. (Jason,
aged 18)
Clearly there is no evidence as to whether the students will put these ideas into
practice when they are with their children but time to explore strategies for
managing children's behaviour is essential. The importance of listening to children
and of offering choices is stressed throughout the course.
The role of parents, and particularly that of the father, is difficult to explore in
a young offender institution. A high proportion of offenders will have spent some
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time in care or will have been brought up by a single parent, usually the mother
(Prince's Trust, 2001; Neustatter, 2002). Many young men at Aylesbury refuse to
blame their parents for their own difficulties and cite the support given by their
mothers in particular:
I liked the way my Mum supported me when I was kicked out of school. (Adam,
aged 18)
My Mum did her best, but I was just a thug really. (Paul, aged 19)
Few students mentioned their fathers, although one spoke warmly of his father
who had suffered redundancy but successfully retrained for a new career. He spoke
of his father being a role model for him, showing that he could overcome his
current difficulties and have a new future. Many students, however, will not have
had fathers to provide role models for bringing up their own children. Neustotter
(2002) interviewed inmates in a number of YOls and found that many had no
experience of positive fathering. One 19 year old boy she interviewed commented
that when his dad was at home he never spent time with him, and was only
animated when drunk:
Sometimes I'd look at the dads in the soaps on 1V or in the movies all into their
kids and laughing and having fun with them and wonder what that was like.
It made me dead sad when I was little but now I don't care. (Neustatter,2002: 37)
This type of experience makes exploring the role of the father a sensitive, but essential, area. The father's role in supporting their child's development, engaging in
positive interactions, modelling appropriate behaviour, and listening and responding to the child are all considered. Clearly all these aspects of the father's role are
difficult to undertake in any real sense when they are separated from their children.
The aim is to sow the seeds so that positive fathering can be developed after
release. Many do express a wish to take their responsibilities seriously:
My family could be different by fathers playing more of a role in the children's
upbringing, that's why I'm going to play more of a role than the men in my family.
(Dan, aged 18)
The extent to which this will become a reality will depend on a number of factors
that may be beyond his control, including the continuation of the relationship with
his partner, the support given to the family after his release and employment
opportunities.
Some students will become distressed during the parenting course as they
appreciate what they are missing in terms of relationships with their children and
may also feel guilty that they are unable to fulfil their parenting role. The percep.
tion that young fathers are not interested in their children is confounded by
evidence that they often see their role as parents as central to their lives and their
children as one of the best things that has happened to them (Prince's Trust, 2001).
Certainly many students at Aylesbury think about their children a great deal and
can, for example, tell you their ages to the nearest week.
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Delivering

the course

The course is led by a lecturer employed by the local college that has the contract
for delivering educational courses at the institution. She encourages other people
to become involved in the delivery of the course so that students have a variety of
opinions and perspectives.This is very important in this area where different cultural,
class and personal factors are involved. Recently a volunteer with experience of
working with young children has been participating in sessions and visiting
speakers, such as an officer from the St John's Ambulance Brigade. Additionally the
course has links with the local university. Universities often have education departments that deliver undergraduate and postgraduate courses in early years education
and care, and undertake research in this field. In the case of the Aylesbury course
university staff teach two of the sessions.An issue in course delivery is the model of
parenting that is held by the course deliverers and how this relates to the social and
cultural experiences of the students. As Burgess (1997) notes, there is no one model
of a father and expectations of what it means to be a father will be influenced by
culture, ethnicity and class, in addition to individual experiences. Course deliverers
try to use a range of visual images and video material to promote discussion of
different family types and different roles which fathers may have. Much parenting
course material is stiff often white and middle class, but with the growth of a range
of initiatives in working with parents, such as those promoted by Fathers Direct and
The Parenting Education and Support Forum, both different materials and improved
understanding of a range of approaches to parenting will be developed.
The aim in the delivery of the course is not to be didactic but to be open in sharing
experiences and expressing and listening to opinions. This is more likely to bring
about changes in practice (Underdown, 1998). Session leaders are prepared to
share their own experiences of parenting, including those that have been less
successful. It was identified during observations that the students were most
engaged, as evidenced by the quality of their listening and subsequent comments,
when staff told stories about their own experience of parenting or when they gave
examples in 'story' mode. The use of narrative to engage students has been
identified in a range of education contexts (McEwan and Egan, 1995). Studentswere
able to make links between these stories and examples of their own experience or
stories from the media. They were also able to recall the examples from previous
sessions and use them to make generalizations. As Bruner (1990) has argued, we
attempt to make sense of a story and in this way form links with other people and
begin to understand other perspectives. Staff perceptions about the role of personal
stories were that they help students to understand that parenting is an area where
mistakes are often made by all of us and that no one is an expert. Additionally,
being prepared to share stories helps to form relationships between people.
If students are to move on in their thinking, then it is important to identify their
starting points. An atmosphere of trust is developed through mutual respect between
staff and students, which is encouraged by the use and development of listening
and communication skills within the session. Respect is shown by responding to
students' contributions and by valuing their work, which is sometimes displayed
on the classroom walls. For some students this is the first time their work will have
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been valued in this way and this can support their development of self-esteem,
which is notoriously low in young offenders: '... most young offenders feel shit
about themselves deep down' (Sharmian, aged 20, in Huntercombe YOI, interviewed by Neustatter, 2002, p. 6). Appropriate self-esteem is in an important factor
in confident parenting and can be developed through the sensitive delivery of
parenting courses that encourage students to reflect on and develop their knowledge and skills. The attitude of the course leaders is particularly important:
I felt that they actually acknowledged that some of us do care about our kids, that
we are not all bastards. (Prisoneron a parenting course, interviewed by Boswell
and Wedge, 2002, p. 127)
Parenting courses provide opportunities to talk about a range of emotions that may
be difficult to discuss in other contexts. Don, a participant in the parenting
programme at Wymott prison, reported that during the sessions men get to build
closer relationships: 'We become human' (Evans, 2002, p. 119).
A break for a hot drink part way through the session encourages informality
and the sharing of feelings and experiences. It also models identifying and meeting
needs. The relationship the students have with the staff in the educational context
can help them to become engaged in the learning process. This is sometimes
identified by the students:
One good thing about being in prison is that you have a closer relationship with
your teachers. You learn better then. (Jim, aged 18)

Engaging with the students also involves being aware of their interests and using
these to encourage learning. Students watch a great deal of television, for
example, and often become involved in programmes such as EastEnders.They are
encouraged to keep a journal and note any examples of parenting in these
programmes that can be used as a basis for discussion.
Most of the sessions are delivered by women and it would be advantageous to
have more men involved. The students generally see women as naturally expert
in relation to bringing up children. This was also the opinion of the young people
interviewed for The Prince's Trust Report (2001). Students at Aylesbury assume that
as men they would not be expected to know about children and are therefore
happy to attend classes on the topic and to be taught by women. One student
commented that he presumed that all parenting courses 'on the outside' were for
men, as women would not need them. There is no stigma attached to not knowing
about children, as there would be in not being capable in other areas of education.
Fairly stereotypical views about men and women, and about the upbringing of
boys and girls, are issues that are tackled in sessions.
Delivering a parenting course in a prison context is not easy as there are limits
to the resources and materials that can be used and, above all, access to children
is limited. If a father only sees his child at visiting times then it is difficult for him to
tune into his child's needs and to form a relationship. Visiting times can also be
stressful, due to the lack of child-friendly facilities, privacy and the emotional energy
invested in them by the adults (Boswell and Wedge, 2002). The children are too
young to sustain a relationship by telephone or letter and therefore the immediate

30

Probation Journal 51(1)

effects of a parenting course may be in changing attitudes. This may be helpful to
the student's partner and therefore indirectly to the child. Boswell and Wedge
(2002) interviewed the partners of some prisoners who had undertaken parenting
courses and found them to be positive about their effects. One woman noted:
He told me all about it and how it helped him to think differently about family
problems. He would say: 'They are only doing that [playing up or whatever]
becausethey need attention.' He says there's no point in yelling or smacking;
move them out of the situation or occupy them with something else. That's been
very helpful to me because he's seeing it from a different angle. (Boswelland
Wedge, 2002, p. 130)

Discussion
Participants in this particular course indicate by what they say that the sessions are
developing their knowledge and understanding in the area of parenting. Important aspects of the course would seem to be the extent to which the content relates
to the needs of the participants, in that information relates to the particular age
range of participants' children and to the context of the type of relationship that
father
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can
tunities to talk about and develop an understanding of emotional needs and
perspectives of others is important. In relation to the teaching of the course, opportunities for discussion, for participants to be respected and for teachers to model,
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be seen as significant. The use of personal narratives by those teaching the course
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between experiences. Opportunities to undertake practical activities would seem
to be an essential part of the learning process. This is the case not only when
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cation with each other, such as making one positive statement about another
student's piece of work. In the absence of the children themselves opportunities
for undertaking relevant activities need to be provided.
As Dennison and Lyon (2001) point out, a parenting course by itself may only
have a limited effect. Opportunities to continue with further learning in this area
following course completion would seem to be important as students may
complete the parenting course months or years before they are released. Appropriate visit opportunities, including home visits, are important. Other factors, such
as support for the family on release, are beyond the control of the institution yet
are vital if the work undertaken during the course is to lead to more successful
parent-child relationships. As Dennison and Lyon (2001) reported, many of the
young men they interviewed six months after their release had good intentions of
developing their family life but a number had limited contact with their children or
were again in custody. A high level of support for both the young men and their
families would seem to be essential. Initiatives such as Sure Start would seem to
be well placed to undertake a support role if this were given a high priority.
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Becoming a parent changes one's life. For young men in prison it could be an
opportunity for breaking a cycle of offending. Sam's son was two months old when
he started the parenting course at Aylesbury. During the initial sessions he was
visibly distressed at what he was missing of his child's development, but gradually
gained in confidence in relation to the role he could play in supporting his partner
and, potentially, his son. At the end of the course he wrote:
I'd like to think that in the years to come I can right my wrongs and learn what I
don't know about life with my son. (Sam, aged 19)
Perhaps this could be seen as unduly idealistic but certainly he showed real
commitment to changing his life. The catalyst seemed to be the realization, through
the birth of his son, that he was now an adult and had responsibilities. He had
someone to love and someone who depended on him and would, potentially, love
him unconditionally. For many, though not all of the students, their new role as a
father seemed to provide a reason for changing their lives. They often had idealized pictures of the future but were nevertheless trying to make plans for their
dreams to come true. Youth is a time for ideals and for thinking about the future
but many disadvantaged young people are reportedly too depressed to be able
to look ahead and to plan optimistically. They see themselves as having no
education, no hope of a job and no stake in society. This is particularly the case
with offenders who have been seen as too 'depressed and demotivated to think
that the future could be any better - so they avoided thinking about it' (Prince's
Trust, 2001, p. 88). If rehabilitation is to be successful, being able to think about
the future is important and parenting classes can capitalize on the potential for
change that exists when an offender has a young child.
Parenting courses may also have other effects not directly related to parenting
itself. By building closer relationships between staff and students, these courses
may encourage students to enrol for other education classes. An interest in literacy
may be stimulated by the desire to read to children. Research in Canada has also
suggested that bullying behaviour can be reduced in young people who learn to
understand their own and others' emotions through parenting classes (Greenfield,
2002).
It would appear, therefore, that parenting classes can have significant effects
on some inmates in young offender institutions and that they need to be preserved
and strengthened at a time of enormous pressure on prison education due to
increasing populations. In order to be effective the content and delivery of these
courses have to be carefully related to the needs of young, imprisoned fathers and,
ultimately, community support has to be provided to these fathers and their families
on release.
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ABSTRACT
This paper explores the roles of story in the training of teachersin the field of special
education. It describesand evaluatesa project that promoted the learning of student
teachersboth through hearing stories and writing stories themselves. The students
combined their existing knowledge of schools and children with newly researched
knowledge of an identified special needto createa story about the experiencesof a pupil
with special needs. The quality of work produced in this course, and the expressed
changesin attitude suggestthat story not only engagesand motivates but also has the
power to produce a deep level of understandingand a clear link with practice, with
consequentpotential for professional developmentand social action.
It was the last day of term. 150 trainee teacherswere attendingfor thefinal lecture
before the start of the holiday. The lecturer had carefully prepared a Powerpoint
presentation using both text and pictures, The lecturer started the session. Many of the
studentsstarted writing. They were writing Christmas cards that were then passed
around and openedby others. Smiles of acknowledgementwere given. The lecturer felt
separatedfrom the students. Shestopped and walked in front of the desk `I want to tell
you a story, 'she said `about something that happenedto me in a school last week.' The
studentsstopped what they were doing. They looked at the lecturer. The silence in the
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slides and the students went back to their Christmas cards. '
Introduction
The story above prompted one of the authors of this paper, Joy Jarvis, to begin an
investigation into promoting the learning of student teachers through the use of story. It
brought into focus the dissatisfaction that she had been feeling about her teaching. This
simple story acted as stories can do by `stopping the action long enough to theorise about
it. '(Akin, 2002, p 67). Joy realised that she frequently used anecdotes or short examples
from case studies in her teaching and that students seemed to engage with these, but she
had not analysed her own practice in this respect, or reflected on the students' reactions.
In the new term Joy was due to lead a course she hadn't taught before and she decided to
use these developing insights to change her practice.

The Project -Phase One
2

The course was for final year trainee teachersand was on identifying and meeting the
needsof children with special educationalneedsin the mainstreamclassroom. In
discussion before the course started the studentshad noted that they wanted to learn about
`every single special need' so that they could feel confident that they had both knowledge
of the range of needsthey were likely to come acrossand strategiesthat they could use in
the classroom. Joy, as an experiencedteacherof children with special educational needs,
knew not only that this was not possible, but also it was not what she wanted the students
to learn. While knowledge of ways to find out about special educational needswas
important for a teacher, of more importance was the ability to understandthe needsof an
individual and to identify how he or she could be supported in a particular context. Of
even more significance, she felt, was the development of positive attitudes to inclusion, a
belief in celebrating differences, and a determination to use professional practice to
promote social justice. Could both the students' and the lecturer's expectationsbe met?
How could `story' be used to meet these ends?
The Role of Narrative
Joy's aim was to engagethe students,somethingthat had been done, if only briefly, by
the personal story in the lecture theatre. She wanted the studentsto becomedeeply
involved in the topic. Evidence from Rath's (2002) project on teacheraction researchin
Ireland suggeststhat `narrative may be one way that teachersenter wholeheartedly into
the learning' (p. 151). She also wanted to engagetheir `moral imagination', something
that Coles (1989) argues can be undertakeneffectively through fiction, giving
readers/listenersan opportunity to emphathise,particularly when they are in potential
positions of power, such as in the doctor/patient relationship that he explores. In relation
to teaching, where the teacher is very much in the position of being able to influence the
happinessand well-being of the child, the ability to put oneself in the other's shoescould
be a significant step towards change.Waterland (2001) reflecting on her own work in
storying the experiencesof a child starting school suggests:`... it is only by constructing
the world the child experienceswithin our own imaginations that we can make that world
better' (p. 138).
The Teaching
There was very little teaching on this course, indeed one of the studentsreferred to it as a
`self-study course', and none of the teaching involved giving information about special
educational needs. In the first sessionJoy read stories to the students. These were all on
the theme of special educational needs,some being extracts from autobiographieswhile
most were fictional stories written from different perspectives,including those of
children. Sourcetexts included a novel written from the perspective of a teenagerwith
Asperger's Syndrome (Haddon, 2003), examplesfrom short stories written by children's
authors in collaboration with children with special educational needs(Laird, 1996) and a
story written by a teacher as an approachto understandingher own practice (Winter,
1989).Egan (1997) notes the `powerful emotional effect' of images evoked by the words
usedto tell a story. He also signals the importance of the memorisation function of
stories, pointing to their power to, for example, help the studentsto seefacts `not as
disembodiedpieces of knowledge or skill but as embedded` in their proper human

contexts in which they initially had affective, as well as purely cognitive, meaning'
(p.64).
The initial reaction to the session,from both the studentsand the lecturer, was not in
relation to what was said but in relation to the quality of the silence in the room while the
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a senseof achievement,you absorb it, you understandit and you could retell it - that's
different from how you'd feel in a lecture.' The easeof accessto stories relatesto the
notion of narrative structure as a human cognitive tool (Egan, 1997) and that we learn
about the social world most easily through narrative (Bruner, 1986). The studentswere
interestedand motivated but did not seehow listening to stories related to their need for
facts about types of special need. Could the facts and narrative be linked to

involve engagement with the topic, promote deep learning and subsequent practice
development? Most of the students' energy would go into the course assignment so it
lecturer.
important
the
the
the
that
this
students
and
perceived needs of
was
embraced
Designing the assignment

The studentswere then asked to choosean identified special need, such as deafnessor
autism, and to researchthe `facts', using books, articles and websites. They subsequently
for
knowing
information
in
the
thus
need
the
of
expressed
some
groups,
satisfying
shared
in
This
traditional essay
the
written
was
about all special needs.
assignment
aspectof
form. The lecturer, however, had no information about how fully the studentshad
had
facts
in
implications,
to
these
the
the
to
extent
which
understood
relation classroom
affected the attitudes of the studentsto pupils with special needsor their understandingof
their role in promoting social justice in relation to thesepupils. The studentswere then
askedto combine their existing knowledge of schools and children with their new
knowledge of an identified special need to createa story about the experiencesof a pupil
with special needs. Anderson-Patton & Bass (2002) argue that writing narratives
ingredients
imaginative
identification
both
`
two
we
voice,
and personal
encourages
believe are necessaryfor transformative learning' (p. 102).
To help them with their story the studentshad a sessionwith an English tutor, who talked
for
framework
developing
impact
to
a
them
of
and ways
with
about using words make
their story. A sessionwith an artist in residenceexplored the role of colour and line in
conveying emotion and mood. Having completed their story, the studentswere askedto
use it with the intended audience such as children, studentsor teachersto obtain
feedback. Subsequently all 42 studentscompleted a questionnaireabout the impact of the
course and five were interviewed by a researcher.
Outcomes
The engagementof the students in the project was evident from their participation in the
images
books,
the
the
the
and
poems
outstanding quality of
sessionsand
presentationof
produced. The quality of these was so good that an exhibition was set up, which over
100 studentsand local teachersattended.The reaction to the exhibition suggestedthat the
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studentshad been able to present, effectively, the experiencesof children with special
educational needsin mainstream classrooms. Visitors to the exhibition reported that they
had learnt about particular special educational needsand also that they had been
emotionally affected and that this led to a changein attitude; `I'm going to go back to the
school I support in and look at the classroom from his (child with special educational
needs)eyes.' This relates powerfully to Gerrig's (1993, p. 198) point that' real world
judgements can be affected by fictions. '
The studentshad produced effective pieces of work but what had they learnt? A senior
colleague of the lecturer who visited the exhibition wrote on her comment card: `This is
some of the most interesting and insightful students' work that I have ever read... students
working at the deeperstructures of learning.' While the intuition of staff, basedon years
of teaching experience, was that the studentshad learnt a great deal, how could we
identify this and where could we rind the evidence? Conle (2003 p11) identifies five
potential outcomesof narrative curricula: `advancesin understanding;increased
interpretive competence;richer practical repertoires, changesin life and visions gained.'
Could we find evidence of these in the studentswork or in the subsequentquestionnaires
and interviews?
Evidence of advancesin understandingof the effects of special educational needson
children was clearly evidenced in the stories and images. Other adults and children
engaging with the narratives could identify these featuresand this was recorded in the
students' data on feedback they'd been askedto collect on their work. Appropriate
classroom strategieswere also portrayed in a number of narratives. One for example,
called `Red Class, Yellow Class', illustrated poor practice in one scenario and good
practice in another. One could infer that having identified this understandingthe author
would go on to use a `richer practical repertoire' in her own teaching. Another wrote a
poem about the isolation of a child in the classroom,an isolation compounded by having
a support helper with him all the time. Again one could infer that the poet being aware of
this possibility would not allow this to happenin her own context. In relation to changes
in their professional lives there was some evidence in the interviews and questionnaires
that there had indeed been changes. One student wrote: `Children are very powerful
educatorsof each other and teachersmust give them the potential to understandother
children's special needsand celebratetheir qualities.' While another stated: `I would like
to be a teacherwho includes all children in my classroom.' One could argue that this
could lead to a vision of all children being included in schools and in wider society.
It was decided that in order to improve understandingof how this project could impact on
students,and if indeed it could be repeatedas successfullywith another group, the course
would be taught the following year to a new group of students,with some changes
designedto support and record learning.
Project - Phase Two
The project was undertaken as before with the following changes. Another tutor, an art
specialist, would work with Joy with the aim of developing the image aspectof the work.
In order to meet a range of student strengthsit was seenas important to look more

carefully at how images and not just words could support learning. As Greene(2001
p11) notes, improved listening and looking and the `wide awakenessbrought about by
aestheticeducation' can lead to new understandingsor to `reframing' (Schon, 1991).
This can then lead to practice change. We wanted our studentsto reframe their
understandingof children with special educational needsand one way of doing this could
be to increasetheir visual literacy.
The secondchangewas in the assignment. The story/image had been accompaniedby a
written assignmenton an identified special need,which had not given the lecturer a great
deal of insight into the student's learning. As LaBosky (2002, p34) had noted about her
own researchin relation to student teacherswriting observational accountsof practice:
`What I realized was that to achieve these narrative goals, I had been trying to usean
..
assignmentthat was constructed primarily in the paradigmatic mode.' Having come to
the samerealisation about the written assignmentJoy and her colleaguesdecided to
replace the written account with a progress log. As the studentsprogressedthrough the
course and as they developed their story/image, they were asked to record their progress
through story, images, factual writing, descriptions of the development of ideas and
reflections on the processand on their learning. It was hoped that this would not only
provide evidence of learning in relation to Conle's five outcomes but would also support
the students' ability to reflect, an important strategy for practice development (Schon,
1991).
A third changefrom the original project was that colleaguesobservedand kept notes on
teaching sessionsand the questionnairesand interviews undertakenat the end of the
coursewere more focused on issuesof processand outcome. The aim was to try to tease
out aspectsof the process that enhancedstudent learning and to provide clearer evidence
of outcomes.
Outcomes
Joy's art lecturer colleague likened opening the box containing the students' assignments
to `opening a box of sweets'. This highlighted our expectations,but sweetscan
sometimesbe a disappointment. These had colourful and exciting wrappers, but what did
they have inside? The stories, poems and imageswere just as insightful as they had been
the previous year. The progress logs were goldmines of evidence regarding learning.
Both types of work were used to identify evidence of Conle's five potential outcomes.
Analysing the data

We used Conle's (2003) model of the outcomesof narrative curricula as the basis for
analysing and interpreting the data. We viewed the `Five Outcomes' she identifies as
being hierarchical, moving from lower to higher order impact on the students'
understandingand practice. We found that there are issuesin trying to representwhat is
happening at higher levels in students' learning. Gains in knowledge and understanding
are relatively straightforward to recognise. However, when you move into the more
personal,visionary dimensions there is no acceptedlanguagefor representingsuch
learning in an academic context. Conle recognisesthe importance of identifying and
representingsuch learning.
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The interviews with the students,the stories and our reading of their reflective Logs were
the sourcesof evidence for making our judgements on impact. For all the studentsthe
writing of the stories and the underlying researchwhich informed them had led to
advancesin their understandingof special needsin generaland, in a deepersense,of the
specific special need selectedas the focus for their stories. As Conle describes,the
`narrative encounters' had prompted questionswhich had led the students`to a deeper
comprehensionof particular issuesor phenomena'(p11).
Conle's second outcome, `increased interpretive competence' was also strongly evident.
She draws on the work of Barone and Eisner (1997) in describing a function of narrative
as helping us `notice what had not been seen before' and `to know what to neglect in our
efforts of interpretation, ' (p11). For the students, the process of putting their research
into story form, putting factual information into a different mode was, necessarily, an
interpretive process. A key aspect of this process was to draw on their previous
knowledge and understanding both of children's development and children's literature
and integrate these understandings with their newly researched knowledge about special
educational needs to create a story. They were making choices about what to include and
what to leave out, `what to neglect', and why. Some were consciously choosing a
positive voice to promote a positive response towards the disability portrayed in their
stories.

We found that the first two outcomes led to the third - the development of `richer
practical repertoires'. Interviews andjournal accountshighlighted examplesof ways in
which the studentswere able to draw on the knowledge and understandingwhich had
become internalised, in our view, by virtue of being heard as stories, and was now
available to be drawn on in a range of practical situations. The stories themselveshave
addedto their resourcesfor teaching and for dialogue with other professionalsextending and enriching their practical repertoires. It is clear that understandingis a
prerequisite for being able to internalise and draw on the enriched practical repertoire.
The fourth outcome - `Changesin life' - refers to the way in which engagementwith the
narrative process,creating your own story, results in what Clandinin and Connelly
describeas `new stories' being `told and lived, ' (Clandinin & Connelly 2000). The
impact is seenin changesin our personal and professional lives. Conle seesthis
evidencedin the way actions are made `more socially informed and ecologically sound,'
(p11). This description seemsto blur the boundary betweenthis category and the fifth
and final outcome, `Visions Gained'.
The journey which takes someonefrom the fourth to the fifth outcome seemsto us to be
the shift from seeing and doing things differently as a result of heightenedawareness,
improved knowledge and understanding,in the milieu of one's own school or classroom,
to an understandingof the wider implications. This involves seeing what needsto be
changedin order for things to be different - not just for this child in this school but for all
children. The narrative experience may be the catalyst that moves the practitioner from
the personal to the global perspective. This is evidenceof the capacity or power of
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narrative to bring out our consciousnessof `what can be and also what should not be.'
(Conle, p11) It is the challenging, emancipatoryaspectof educational research(Carr
and Kemmis, 1986), the raising of one's consciousnessto the political dimension,
highlighting the causesof problems and recognising that the solutions may require
political action. In some casesthe students' Log entries show a growing awarenessof the
social justice dimension of special needsprovision, particularly in relation to equality of
accessfor all children.
Two of the stories and reflective logs have beenchosento exemplify the five curricula
outcomes.
Anna decided to focus on Asperger's Syndrome,writing a story, `My friend Joey', which
usesthe familiar children's story format of animals who exhibit human characteristics
and behaviour traits. She useseach exampleto link with the behaviour of Joey, a child
with Asperger's Syndrome, explaining the reasonsfor his actions:
"Quite often at school we play pretend games, but myfriend Joey doesn'tjoin in, he is
but
he
does
like
his
lot,
I
love
being
He
it
to
on
when
chases
play
own quite a
not
rude.
me or lets me collect things like stonesor leaveswith him.
Do you sometimes like playing on your own?

Do you sometimesnot understand the game others are playing? "
(extractfrom 'My Friend Joey' by Anna)
Anna usesher Log to tell the story behind the story. There is a senseof urgency in her
writing expressedin the example below:
"12/01/04: First entry in Log Book (burst out of me, like it or not!). An emotional day,
having toface the thought of looking through the eyesof a child with special educational
needs,viewing a sometimesstrange and hostile world. "
There is a strong link here with Conle's view that `There is a certain amount of content
that wants to be told' (p6) (our emphasis). For two authors of this paper Helen Burchell
and JanetDyson, there is a resonancewith their own experienceof writing about their
professional learning (Burchell and Dyson, 2002). For them this was strongly evoked by
Schlink's (1997) discussion of how he came to write the story of his novel, `The
Reader' where he says, `the guaranteethat the written one (story) is the right one lies in
the fact that I wrote it and not the other versions. The written version wanted to be
written, the many others did not,' (p214).
Anna's story is well informed by her research. Her interpretative competencehas
for
her
her
knowledge
form
to
to
enabled
apply
a strong underpinning
and understanding
the narrative. (Outcomes 1 and 2). Her evaluations of her work suggesta richer

repertoire and personal and professional changes,hinting at a wider vision: `..... knowing
and understandingso much more, I believe will enhancemy teaching for all children.'
In her Log and reflections on the processshe touches on the `visions gained' outcome of
narrative curricula, showing a desire to bring about social justice:
`Specialeducational needsfor me comeswith a thirst for inclusion, a passionfor
children not tofeel uncomfortably different, and the knowledge that however muchyou
love this child they are different, but NO less valuable as a person who in turn will take
their place in society and have equal potential in influencing others'
The social/political dimension is strongly evident in Beth's story which is presentedfrom
the perspectiveof a deaf teenager. She found that carrying out the researchand writing
her story increasedher awarenessof `everyday situations that a hearing person would
take for granted, for example, a cancelled train, a changedplatform, an emergencysiren,
a fire alarm. `I thought about situations I hadn't really considered...... one realisesthe
inequality that deaf people face.' As a result of her raised awareness(vision gained) she
decided to include a scenario in her story
Extract from 'Deaf People Don't Dance' by Beth
I got on the train at Hatch End Station but after two stops the train just stoppedand the
doors stayed openfor ages. I was all on my own.
Eventually a man came along in a British Rail Uniform and put his head into the
he
had
but
I
him
I
tell
said
saw
mouth "Get
what
carriage and said something, couldn't
information
"
Now
train
the
there
and
no
on the
no
off.
platform,
was no one on
announcementboards.
"Where has everybodygone? "I thought to myself. I give up, I'm not asking, there's no
point, I might as well walkfrom here. '
Beth records in her Log that she drew on the course input on using images, for example,
using a blue tone for the photo of the girl on the station to convey the senseof isolation.
Her choice of words and images convey the isolation felt by the deaf girl: "After two
stopsthe train just stopped."..... "I give up, I'm not asking, there's no point, I might as
well walk from here."
Extract from Beth's Log: `Yes, it certainly makes me think and it makes me want to be
more consideratetowards other people, whatever their disability. ' The experienceof
writing the story has given her a vision that things need to be better, `how it might be,
(Conte, 2003) this, in turn, makes her own actions more socially informed, bringing about
a change in her personal life. She usesher story as a vehicle for conveying this to others,
widening its impact, sharing her vision.
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Like Anna, Beth describesthe senseof urgency she experiencedin needing to tell her
story. She usesthis as a basis for reflecting on her own learning about story writing and
linking this to the way children write stories. Her evaluations show evidence of the first
and third of Conle's outcomes. There is also evidence of the fourth outcome -a change
in her view of writing and, finally, the fifth outcome, vision gained into how things will
be in her classroom in the future.
Extract from Beth's Log:
Ifelt ready to write my story. I think it's
'WhenI had gathered sufficient information
......
interesting that I wrote it really quickly and also how messymy handwriting was. For me
the creativity of writing the story came in a rush. I just had to get it down on paper. I
learnt something really important about my learning and also how children write stories.
It seemswrong that we should ask children to write really neatly in story books. Their
drafts can be really messy,as long as it's readable, especially by them'........ 'There must
be a variety of approaches in my classroom.'
This is a model of a process of researchingher own practice that she can carry on with
indeed she says in her evaluation that she intends to do this. She also says she intendsto
use a story approach again to explore special needs. Her final reflection gives a range of
examplesof how the module has influenced her practice as a teacher.
Discussion
What roles can story have in the education of teachers in the field of special educational
needs? A number of issues need to be discussed with colleagues working in this field.
Firstly, is the approach successful for all students? A key student perspective is the grade
gained for the assignment. In both years of the project the grades were above average
overall and no student failed to achieve degree level work, indicating that course
objectives had been achieved. All students were able to undertake appropriate research,
could explain the implications of an identified need and identify strategies that could be
used to support the child. They all showed advances in understanding in the field and
knowledge of richer practical repertoires.

All studentswere able to presenttheir material in a child's voice, and for many that was
significant `reframing', that has the potential to lead to practical change. A typical
comment was: `I know it's a really silly thing to say, but I've never thought about the
classroom from a child's perspective before.' Also the studentsdid not present
stereotypical pictures of children with special educational needs. Joy had beenconcerned
that a medical rather than a social model of special needswould be presented(Ohna,
2004) and this would have beendetrimental to the students' development of
understandingof inclusion and the roles of teachers,schools and societies in effecting
change. It is not clear why stereotyping didn't happen. One possibility was that it was
addressedin the sessionwith the English tutor looking at the impact of words. In this
sessionhe askedthe studentsto identify stereotypical words connectedwith the special
needthey were researching so that these were `out in the open' for discussion and were
not hidden. Most information texts presenta deficit model of special educational needs,
so this could reinforce stereotypes,but studentswent beyond this type of data in their
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research. They looked at autobiographies,magazinearticles by parentsof children with
different conditions, web sites where adults with a range of needsexpressedtheir
opinions. Many studentsinterviewed children or adults with special needsto gain
different perspectives. Also the task, that required the studentto `get into the skin' of the
child and to present his or her voice, perhapsled to the avoidance of stereotypical views.
The best student work came from those who showed the ability to reflect. They could
reflect on the stories they wrote about sessions,on their reading, on the processof their
learning and they could identify their insights and the implications of these. Some
studentswere weak in this area. They could story an event when requestedto do so, for
example an event on their recent teaching placement in school, but had limited ability to
reflect on the story. One student noted in her Log: `From the very first sessionwhere we
had to sharea story from [teaching] placement I learnt how important talk is when
learning. It was not until I talked to my peers about what the experience from placement
had taught me, that I realised it myself. ' As reflection is a key aspect in practice
development(Schon 1991) and as narrative is currently being used more often as a tool to
support reflective practice (McEwan & Egan 1995) it would be useful to undertakemore
work on the reflection aspect of this courseand perhaps,to take insights gained from this
courseinto other parts of the teaching degree.
Another issuethat could be explored is the role of poetry to develop insights. This
emergedas a theme from this project due to the significant number of studentsusing
poetry in their progress Logs or choosing the medium to portray their chosenspecial
need. In particular this seemedto be when they were exploring feelings and emotions,
their own, and those of others, getting behind the feelings of the child, or parent, for
example. They were, perhaps,using `fresh languageto describe the indescribable
emotional and intellectual experiencesin and beyond classrooms' (Cahnmann2003,
p35).
While as Cahnmann(2003 p 30) notes: `Poetry is a risky business', it can help us to
explore alternative ways of looking at practice, as can metaphor (Chambers2003). How
can studentsbe supported in creative and risky processes,which could help them to gain
visions of what professional practice could be? Significantly, also, how can we convince
others working in similar contexts of the validity of this approach?
Hull (2004) arguesthat a key difficulty for teachersworking with children with special
educationalneedsis not related to teaching approachesbut to the problem that teachers
have of seeing the world from a very different viewpoint. `It involves having insight into
be
is
different
human
knowledge,
to
in
taken
the
a
what
world, a world which
nature of
knowledge, what is regardedas being important or unimportant knowledge, may be
different from the one in which the teacherlives.' (Hull, 2004 p105). He arguesthat
teachersneed to use their imaginations to do this. Storying could be one way of doing
this.
The quality of work produced in this course, and the expressedchangesin attitude
level
deep
but
of
that
a
the
suggest
story can not only engage
can also produce
students
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understandingand a clear link with practice, with consequentpotential for professional
development. If, as Nair (2003) suggests,narrative is the way that `memes', or cultural
understandingsare sharedwithin a community, then we would want to use this processto
shareand develop understandingsof social justice within education. We would aim to
develop teachersas `trans-world professionals' (Hull, 2004 p 106) who can enter into the
worlds of children in order to meet their needs.
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