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	Part 1
Contemporary Issues in Childhood:
 Approaches to Teaching and Learning 




Chapter 1
What are Care and Education: Early Years and Childhood Studies?
Kay Sambell and Sue Miller
This introductory chapter tries to tease out and present the nature of the challenges we face when teaching on courses that have a multidisciplinary perspective, especially in the current context within Higher Education. Firstly, it outlines the curricular focus of our two courses, which, as ‘new’ subjects, seek to present students with a variety of perspectives on children and childhood. It discusses some of the problems associated with the ways in which these childhood-related courses can be perceived (and misperceived) within, and especially beyond, the University. Secondly, we move on to consider issues that relate to the students that typically apply to come onto these courses. We highlight the ways in which the current government commitment to widening participation at university presents us with particular teaching challenges and, in our experience, a need to continually develop teaching, learning and assessment strategies that support the increasingly diverse learning needs of our students. We see the issues as including: working with students who lack confidence and self-belief, helping students ‘tune into’ a ‘new’ multidisciplinary subject area, guiding students’ approaches to study, helping students learn to write in an academic style and fostering the skills of autonomous, active learning, deep approaches to learning and critical enquiry. 						
Approaches to studying childhood: what are the courses really about?
In an important sense these courses are new, exciting and innovative and have emerged in response to recent changes and phenomena: in the field, in academia and in the nature of Higher Education. They set out to train students not in specific professional skills, but to aim instead to encourage learners to question assumptions, to develop a sense of the complexities of issues relating to children and their worlds, to learn to think. In this sense, we would argue that these courses set out to do something that Higher Education can be perceived to be all about. 
Care and Education: Early Years was written by staff teaching at Northumbria who worked in collaboration with local authority employers responsible for managing teams of early years practitioners who had responsibility for developing responsive multidisciplinary services for children and families. The course was written and validated in 1997 at a time when government policy was increasingly turning to consider the relationship between access to good quality, affordable childcare, employment and economic regeneration. This approach was brought together in the government’s document  Meeting the Childcare Challenge (1998). The local authority employers involved in developing the course had found that the sorts of services and initiatives springing up at the end of the 1990s, such as Sure Start, Early Excellence Centres and Early Years Development and Childcare Partnerships, needed to recruit staff with different sorts of skills and knowledge from those held traditionally by the childcare workforce. Staff had to have not only a sound understanding of children’s needs and knowledge of the childcare sector, but also a strategic approach to the challenges of working in these new services. They had to have understanding of strategies that drew together the skills and knowledge of practitioners from health, education and social services across the private, voluntary and maintained sectors. They needed the capacity to recognise different perspectives and be able to hear where different individuals were coming from. 
The Northumbria University staff that worked on writing the course were all individuals that had had careers in local authorities before coming to the University. They had been social workers, educational psychologists, parent educators, teachers, community nurses and health visitors. They had experienced at first hand the tensions in the field that can occur when professionals seek to develop ‘joined up’ thinking and have to think outside of their particular professional ‘boxes’. This bringing together of different disciplinary as well as theoretical perspectives relating to the team’s own professional and other experiences became a real strength of the course that was produced, which tries to encourage students to unpack and reflect on these tensions. The importance of developing these ‘new’ childcare professionals is addressed in more detail in Chapter 8. 
Childhood Studies was originally written and taught in 1994, in the context of an Education Department. At the time it was first written, many ‘new’ courses were being introduced to complement the diet of traditional subjects being offered, by allowing students to study curricula that they could more clearly relate to ‘real life’ outside academia. This was also a time of ‘diversification’, with many new courses springing up in response to the increasingly competitive, market-led environment of Higher Education in the late 1980s and throughout the 1990s. Childhood Studies originally had, like many of its counterparts at other universities, a focus upon supporting students who were likely eventually to work with primary-aged children, typically in schools. Due to changes in the teaching team and course leadership after its initial two years of running, from 1997 onwards the course began to rapidly evolve in response to an emergent multidisciplinary academic interest in the importance of understanding childhood as an institution or social construction (James & Prout, 1991; Jenks, 1994; Mills & Mills, 2000) which has now become its particular hallmark. Again, this is indicative of the courses’ claims to be developing a training of the mind, relating to the ‘graduateness’ of our students. 
Each course, then, deliberately sets out to offer a wide range of perspectives on the various meanings attached to the terms ‘child’ and ‘childhood’. This is most obviously seen at the structural level of each course. Each courses’ curriculum content, development and organisation is designed consciously to juxtapose and contrast a wide range of child-related contexts (such as the family, schools, play settings, alternative educational settings, etc.) to encourage students to identify and evaluate the implications of the range of ways in which childhood is viewed from varying perspectives.
Care and Education: Early Years (see Fig.1) lays particular emphasis upon the view of the child that underpins childcare professionals’ policy and practice. The modules are grouped into three strands that run progressively throughout the course. One strand, Perspectives on Care and Education, consisting of modules entitled Introduction to Care and Education, Promoting Development, Aspects in Care and Education: Managing People and Complementary Roles in Care and Education looks specifically at theorising real world contexts by studying different professional perspectives on care and education. A second strand (Care and Education in Context) looks at different early years care and education contexts both in the UK and internationally. The final strand (the Child as Meaning-Maker containing the modules Understanding Infants, Play and the Early Years Curriculum and Early Language and Communication) is designed to trace the meaning that children make of these different experiences. Students study modules, which simultaneously present the professional perspectives on the care and education of very young children, from a health, education, social care and parenting viewpoint. They focus on policy and practice, and contemporary issues in the field. The aim is to develop in the students the capacity to think critically with regards to issues that relate to children and their worlds, their families, their schooling, their rights and the services that they encounter. We seek to make students aware of the varying contexts of early childhood experience, and these are reflected in the module titles. 
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Figure 1. Care and Education: Early Years course structure
In Childhood Studies, students are invited to study the experiences of children and young people growing up in a range of different contexts. At root, the course begs the question ‘what is a child?’ It introduces students to the history of dominant beliefs about childhood, exploring how far children and teenagers are viewed as innocent or knowing, as powerful or powerless, as dependent or autonomous. These perspectives or views are repeatedly related throughout the course to issues surrounding the status and role of children in today’s world. 
Students explore perspectives on childhood in settings such as schooling, the family, leisure environments, representations of children and youth in the media and in childhood ‘products’ and the ‘special’, distinctive nature of children’s cultures, such as computer games and children’s books. Modules such as Perspectives on Parenting, Childhood and Human Rights, Perspectives on Children’s Literature and Studying Childhood in Context draw attention to the various, often competing ways in which young people are viewed and treated by the adults who help to shape their worlds. 
Like Care and Education, the course is topical and aims to heighten students’ awareness of current debates about childhood, consciously drawing attention, for example, to the ways in which children and childhood feature in popular, as well as in academic debates. It pays particular attention to the question of childhood agency and children’s views, encouraging students to explore the ways in which children might be believed to consume or recreate the cultural and social worlds they inhabit. Childhood Studies tutors also represent a range of professional backgrounds that encompass health, education and social work, but more importantly they have academic backgrounds in a range of disciplines, which inform their perspectives on childhood and ways of interpreting the issues within it. These include English, History, Psychology, Social Policy, Sociology, Social Anthropology, Librarianship and Cultural Studies. 
Childhood Studies is also organised into three integrated strands (see Fig.2), which simultaneously provide a framework for the interdisciplinary approach to the study of childhood. One strand focuses upon the Child in the Social World, and is designed to help students place their studies in the context of the important developmental processes and transitions which children and young people usually experience. Another, the Perspectives on Childhood strand, offers a series of progressively focused modules that concentrate upon the social, cultural and environmental factors that influence children’s lives. Finally, the Children and Childhood in Context strand offers a series of modules in which students can gain knowledge and experience about children and childhood in different environments or ‘real world’ contexts, integrating the theoretical approaches of the other two strands and developing their enquiry-based and fieldwork skills. 							
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Figure 2. Childhood Studies course structure
Both courses expect students to take a discursive, analytical approach to the study of childhood. Equally, both share a fundamentally constructivist perspective – that is, they aim to enable students to become actively involved in making sense of the different, often competing, ways in which ‘childhood’ is and can be seen. What draws all these tutors together is a shared belief in the value of offering students the time and space in which they can learn to see childhood as a ‘text’ or story that can be interpreted differently, according to one’s values, attitudes and beliefs. We offer students different ways of identifying, understanding and unpacking the various ‘subtexts’ of the narratives that surround childhood in a range of contexts. We are all concerned to help students to identify and question the implicit, ‘taken-for-granted’ social meanings attached to childhood from a range of perspectives. As such, we offer challenging academic courses that ask students to theorise real world contexts and question some dearly-held or deeply entrenched, widespread beliefs about childhood and the nature of children. We see this as being a way of doing something that we firmly believe that Higher Education should do, namely develop in students an ability to recognise the complexities in situations by being able to identify and analyse different perspectives. 
							
Of course, this is not an easy thing to set out to do, but we feel it is important because we believe that our courses will enable students to think critically about children’s worlds that they are likely to participate in, inform and influence in future. Rather than train students to acquire a specific body of knowledge and skills that would equip them to become child-related practitioners, each course aims to help students engage in critical thinking about issues that relate to children, young people and their social worlds. The objective is to assist learners to negotiate their own meanings and values, so that they do not remain unthinkingly accepting of the social reality of childhood as it is defined and promoted by others. This is a ‘transformative process of learning’ (Mezirow, 1996) which has critical analysis and reflection about the potential meanings of childhood at its heart. 
Each course seeks to encourage students progressively to develop the skills of critical reflection, allowing them firstly to identify and then to test, possible meanings of children and childhood through a process of rational, reflective discourse. As Mezirow (1996) points out this transformative learning process involves introducing learners to new ways of talking, thinking and knowing as, unlike everyday conversation,  ‘...rational discourse involves deliberate reflection on the evidence, on arguments based upon alternative points of view and on critically examining assumptions.’ This is a potentially transformational process because  ‘...learners who critically reflect upon their beliefs and assumptions frequently come to challenge taken-for-granted social practices, ideologies and norms.’ In the case of these two courses, these ‘norms’ or dominant views of the child can be seen to shape, and sometimes even impede, both children’s development and the social practices surrounding childhood. 
Former students have described the ways in which each course has enabled them to ‘wake up’, by helping them to see and question what it means to be a child in everyday social contexts. They say that the course has changed their view of the ‘real world’: 

 ‘It’s changed the way I look at the outside world, really. I used to go around with my eyes shut, not noticing what was going on. Now I can’t go on a bus, or shopping, or into a school, without noticing how children are spoken to, or treated.’ (Student A) 


 ‘I never thought about it before, really, I just took it for granted that, say, school was the best way to treat children. It was just what happened, and that was it. But since I’ve been doing the course I feel like I’ve woken up. I can see there’s so much more going on, sort of hidden, below the surface. I used to have nothing to say about it, but now I’ve got lots to say. Wherever I go I keep thinking ‘Why are you doing it that way?’ ‘Why not try another way?’ – those sort of ideas. It’s amazing, really, how I never saw any of this before.’ (Student B) 

We cannot help hoping that once students have woken up in this way then, as Mezirow describes, the genie is out of the bottle and they cannot return to glib, superficial, surface ways of viewing these issues. 
The process of helping learners to ‘wake up’ is, however, not an easy or a straightforward one. Firstly, it is arguably still relatively uncommon for professionals, child-agencies and professional educators fundamentally and routinely to question the social situations, experiences or artefacts they endeavour to create for children. This may be due to the taken-for-granted, ‘common sense’ values and attitudes about the child that are widely shared and hence unacknowledged within a given context (such as, say, schooling, health or social welfare). We are asking students to think in a way that may not sit easily with the necessary pragmatism of everyday professional life in which decisions about the best interests of a particular child have to be made. The reality of ‘joined-up thinking’ is far from simple, because of these (largely unacknowledged and taken for granted) professional ideologies, values and discourses. 
There is also typically, perhaps predictably, some resistance to attempts to challenge or question many adults’ emotive, deeply entrenched personal beliefs about the nature of children and childhood. Common perceptions about the status of childhood, for instance, often militate against rigorous enquiry or reflection, as in the adult lament in relation to studying children’s picture books: ‘You’re looking at it too deeply! After all, it’s  only a children’s book!’ Furthermore, asking people to deconstruct their personal childhood experiences can be ethically questionable (if potentially damaging areas are opened up for an individual) or viewed as a matter of breaking butterflies on wheels when strongly nostalgic personal memories of childhood are invoked. Childhood as a multidisciplinary subject area, then, presents particular challenges, which many of our teaching and learning strategies seek to address. 							
Each course team has invested considerable effort into finding, developing and trying out strategies and teaching approaches that stimulate learners, develop their capacity for critical reflection and support students throughout this transformative learning process in relation to the study of childhood. Our students are, on the whole, predominantly young women unused to seeing their teachers in the role of critical friends. There is much need for personal academic support and we have a system of Guidance Tutors whose role is to meet regularly with students to help them to review and make sense of the feedback they have been offered for their academic work. Students are encouraged to build up their own Progress Files that contain these reflections and information about the wider experiences that they have had while at university. Again, this is to provide an opportunity for them to stand back from these and tease out how they can be made to relate to the sorts of person specifications that employers will frequently draw up. 
A key factor in our collective success has been each others’ willingness to discuss our approaches, share and explore possible ways forward, and learn from each other. It is somehow strangely heartening to know that you are not the only lecturer who finds her or himself struggling to communicate your enthusiasm and passion for your subject which your students do not immediately share! In what follows we outline our perspectives on some of the challenges that our discussions have highlighted. Many relate to the particular learning needs and inexperience of the bulk of our students, the majority of whom come to us straight from school or college, with very little distance on their own childhoods. 
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Chapter 2
Mind the gap! Changing teaching strategies to support the learning needs of diverse students
Kay Sambell and Sue Miller
These two courses have set themselves the challenge of helping students to view the familiar in new ways. However, to enable students to move into a deeper, more analytical way of thinking, we have found that the courses we originally designed have needed to adapt specifically to become responsive to our students’ prior experiences and expectations. For instance, teaching first-year students who have little, or no, personal or professional experience of children’s lives has proved an important challenge in Care and Education, given that the course was structured to compare and contrast various professional perspectives on the young child. On one level, this has been a matter of being more explicit and informative at the outset of each module, offering explanatory background information about, say, professional roles, remits, procedures, and so on, rather than assuming students already possessed such knowledge. For this reason, one of the first assignments students do in the module Introduction to Care and Education involves them interviewing different professional childcarers to gain factual information about their work as well as their perceptions of the challenges they face. There is also considerable emphasis placed throughout the course on encouraging students to make use of their out-of-class and vacation time. This is to gain first hand experience not just of children’s services but of other scenarios where they can explore some of the complex and often competing views that exist about children’s care and educational needs. 
							
						
It is fair to say that we have all had to learn to start from where our students are at, rather than where we assume or hope they may or ought to be, at the time they first arrive at our doors. As tutors we are all now much more conscious about the need to explain our perspectives or approaches at the beginning of our module handbooks, and of the need to unpack the terminology that we, from our different professional and academic walks of life, tend to use and take for granted. If we want students to learn from our different perspectives, they need to hear the ‘different voices’ with which we speak about childhood. They need to hear our stories, and we have learned to fill in the gaps for them between  what we know about childhood, and  how we arrived at that way of knowing, by more explicitly sharing our professional and academic individual histories with them. Teaching on the course are members of staff who, in previous incarnations, have worked for a wide range of care and education providers in the private, voluntary and maintained sectors. They have also a range of academic backgrounds which have given them different lenses through which to approach topics and issues. We also have learned to relate our ways of seeing, knowing and interpreting childhood – the abstract theoretical models, disciplinary tools and viewpoints that we carry in our own heads – to ‘real life’, to bring home the relevance and importance of the ideas with which we want students to engage. 
Many of our subsequent chapters will look at ways in which we draw upon personal anecdotes, field experience, children’s and professionals’ ‘real’ voices and experiences, and contrasting images of different child-environments to show (rather than tell) students why these ideas and concepts really matter. We do this to help students to find a way into what is often perceived as ‘dead hard theory’, to provide inroads into the literature which will help them to analyse the familiar in new ways.
Writing about these complex issues
Whilst our varying perspectives are the mainstay of our courses, we know, too, that they place particular demands upon students, who are being asked to read and write within in a variety of academic conventions and styles. The chapters in Parts 2 and 3 that follow look at the ways we have developed to help support students to steer a course through the different vocabulary and conventions of multidisciplinary study, the challenges of which should not be underestimated, whether seen from lecturers’ or students’ viewpoints. We describe in Chapter 11 a specific study module: Writing at University, that all students have to complete in Year 1. Rather than being a generic study skills module, this gives opportunities for students to practise approaches specifically relevant for the sorts of questions they encounter on the course.
							
We hope this book will help illuminate the nature of these challenges, as more and more multidisciplinary, joint and combined honours degrees emerge within the UK. We argue that, if we expect our students to write about a range of perspectives, and develop an academic literacies approach (Lea & Steirer, 2000) then we need to teach them to write within the context of the subject. This contrasts with seeing academic writing as a generic skill that can be acquired haphazardly along the way, or ticked off in the first semester as having been covered by a study skills module that stands aloof from the course content. Part 4 pays particular attention to ways of integrating the skills of reading and writing about the subject into the teaching and learning strategies of the curriculum content of a module of learning. 
A major outcome of all of the above is our recognition of our need to be extremely clear and explicit about articulating our courses’ philosophy (for example, at Open Days, and in publicity material). We point out to students the connections between modules and how a module fits into the overall structure of the course. We find we need to be more ready to publish our expectations than we may be accustomed to when teaching on more ‘traditional’ courses. The rich diversity and transformative, critical approach of these childhood related courses are not well-understood outside (nor sometimes within) universities, and the courses are often taken, by students as well as other agencies, to be vocational, skills-based degree programmes that offer a licence to practise. Our students have struggled in the past to articulate our courses’ objectives saying things like: 

 ‘When I go home my friends ask me what degree I do and when I tell them, they say, ‘Oh! I didn’t know you could get a degree in baby-sitting!’ (Student A) 

One of the challenges we meet is in helping students to express and articulate the nature and value of their learning, in a way that is arguably deemed unnecessary in more traditional and well-established academic disciplines. They are seeking to do this in a context where work with children is commonly held to be the province of the less able, typically female student who can be trained to perform tasks rather than to understand the complexities of issues. In Chapter 15 we bring together comments from students who have completed the courses and are reflecting on the ways in which they approach issues to do with children as a result of the work they have done. 
We feel, though, that many of the adaptations we have made to the courses and to our teaching and assessment approaches have emerged from a pressing need to respond imaginatively and sensitively to the particular learning needs of our students. We are working in rapidly changing times at universities. The present government’s target of dramatically widening access to university education, allowing 50% of young people to experience Higher Education by 2010 and specifically seeking to encourage non-traditional students into Higher Education is having a massive impact on teaching and learning. We are now teaching students who have ever more diverse qualifications at entry, who are often the first people in their family to attend university, and who have inaccurate expectations of what it means to study at degree level. 
							
Many UK students entering university nowadays have not had positive, endorsing experiences of school and former assessment regimes. Our particular courses attract a largely female student population, many of whom have formerly undertaken vocational, skills-based courses prior to entry, or have not excelled in the more traditional A Level subject areas. Many of our students are in the age range 18–20 and increasingly we cater for students with particular needs, such as dyslexia or physical impairment. Few seem to us to be politically aware, nor are they used to arguing a case or looking below the surface of experiences. Most importantly, perhaps, we are under pressure to take more and more students onto Higher Education courses, many of whom crucially lack confidence and self-belief in an academic environment and in many cases in more wide ranging social/professional contexts. 							
Working in a widening participation context
Speaking at a recent conference at the Institute of Learning and Teaching in Higher Education (Paul & Yorke, 2001), the professional body for lecturers in the UK, Mantz Yorke drew attention to research that highlighted the increasing pressures of trying to support so-called non-traditional students. He argued they tended to drop out of courses in the early stages because they found tasks difficult, they were diffident about expressing their views due to a concern about ‘being wrong’ and ‘losing face’. These factors caused them to be overly-anxious about their first assessment tasks and passive, dependent learners, rather than risk-takers and people who saw that studying was sometimes about learning from your mistakes, especially in the formative first year at university. Yorke suggested ways forward as practical measures course teams could adopt, which involved changing teaching and learning to accommodate such students’ needs. These include: 
• disproportionately greater resources devoted to Year 1 at university, rather than, as is commonly the case, having large first year classes and individual support only for final-year projects. 
• accentuating the social dimension of learning experiences. 
•making assessments at the end of the first semester primarily formative and non-threatening. 							
• adjusting the curriculum to foster student development. 
• setting sub-goals for longer assessments (e.g. dissertations). 
							
• allowing for ‘slow learning’ in the programme’s assessment strategy. (Paul & Yorke, 2001, p.3) 
All of these are strategies that our courses have already introduced and developed. The case studies in later chapters will highlight examples of these strategies as they emerge in the everyday teaching going on within individual modules on our courses. We are proud, but vigilant, of a first year drop-out rate currently running at well below the national average for such an intake. 
Recent research at other universities has also highlighted a widening gap in staff and students’ expectations of academic study at the start of a degree course. Collins and Lim (2002), for example, highlight how staff feel under increasing pressure and demoralised because their students no longer ‘hit the ground running’, and students experience increasing pressure, anxiety or frustration because they do not understand what staff expect them to do. Their research shows that staff seem to have clear expectations of student achievement but often fail to convey to students how these expectations can be met. Collins and Lim (2002) argue that the transition to studying at university is becoming increasingly problematic: 

 ‘Students entering Higher Education face a number of challenges in adjusting to university life. They need to find their way through a new territory, to acquaint themselves with a new culture; negotiating a new identity for themselves; becoming socially integrated into the institution; as well as acquiring new learning and generic skills (Beder, 1997). It is also in the first year that “students are most likely to form lasting outlooks, values and patterns of behaviour with respect to Higher Education and lifelong learning” (James and McInnis, 1995, Section 11) . With the increasing diversity within the student population in recent years, the “sink or swim” philosophy of some academic staff is inadequate to meet the needs of this changing group (Latham and Green, 1997).’ (p.6) 

We have, on our courses, put considerable time and energy into supporting first year students in developing their skills and adapting to the new culture of our courses, some of which are presented in the following chapters, especially Chapter 4. 
Collins and Lim (2002) continue: 

 ‘Transition becomes an issue when academic staff hold entirely different world views from those of students, or do not even have much idea of the difficulties students may be experiencing and continue to deliver a curriculum that treats the students as a homogeneous body. Also, these issues may be seen as “outside” their remit, which is to deliver the core academic content of the subject, not grapple with non-core issues such as “study skills” or “living away from home for the first time”’. (p.6) 

Many of the strategies we outline in the case studies we offer have consciously acknowledged and tried to respond sympathetically but constructively to these very issues. 
							
In the UK, many initiatives have responded to the issues associated with widening participation by targeting students in order to raise awareness of university life and to attract them to come to university in the first place. The responses we share within this book, however, emanate from a growing awareness in HE of the need for change to focus on adapting our teaching and assessment approaches to develop diverse students’ potential once they have arrived. For many universities this is seen as a question of providing drop-in centres, extra academic and personal tutoring, personal development plans, and various kinds of e-learning. We, however, feel that, although such measures are vital, as subject-experts we have an important part to play in changing teaching to respond to diverse student needs. This is not a matter of ‘dumbing down’ or teaching to the ‘lowest common denominator’, but of being more explicit, fair and open with all students. As an extract from the Executive Summary of the HEFCE Report/Good Practice Guides for Managers (2002) on the topic of ‘Successful Student Diversity’ suggests: 

 ‘What emerges clearly ... is how adjusting methods of learning, teaching and assessment to meet the needs of a very wide range of students – including mature students and disabled students – in practice benefits all students.’ (p.1) 

We hope that the strategies we talk about in this book will therefore be of benefit to others who are looking for interesting ideas to improve and develop teaching in their own particular contexts. 
Collins and Lim’s (2002) research also echoes many of the concerns we have shared in teaching team meetings and away days. Most of the contributors to this book have felt the need to adapt their approaches to support students who struggle because of: 
• the inability to reflect 
• the inability to plan and to organise their time 
• difficulty in sustaining an argument 
• a lack of creativity and creative thinking 
• communication skills (written and oral) 
• the inability to make links between modules and see the whole picture. (p.7) 
							
As Care and Education and Childhood Studies both aim to develop autonomous lifelong learners, we have adapted our approaches to develop independent learning skills, to enhance learner motivation and develop students’ self-confidence. We want to emphasise  how students might take more responsibility for their own learning, to offer directed tasks that seek to structure students’ non-contact time, to offer clear guidance about our expectations and to explain the language and terminology we use. We do this in a number of ways: by publishing criteria for assignments in handbooks and spending time unpacking these in sessions, by specifically making links in lectures to these assignment criteria, by giving our assignment feedback in ways that relate in turn to these criteria. We seek to highlight the relevance of what we are teaching to other modules within the courses and to real life situations via interactive, student-centred learning and teaching methods. The conviction that these issues are not exclusive to our courses is borne out not just by recent research, but also by Northumbria’s recent setting up of a University Task Group that is looking into Pedagogic Strategies to Support Diverse Student Needs (PDSN). 
How students learn
We now know from research (Marton, Hounsell & Entwistle, 1997; Ramsden, 1992) that students approach learning tasks in different ways, and that these approaches substantially influence the quality of the learning achieved. As Entwistle (2001) suggests: 

 ‘Students enter Higher Education with established beliefs about what it takes to learn, derived from their previous experiences within the educational system. The main distinction between these ideas has been described in terms of conceptions of learning. Some students see learning as the acquisition of facts and, even in Higher Education, believe they are expected simply to reproduce the information and ideas provided by their teachers. In contrast, others believe learning to require making sense of what is presented in a personally meaningful way. These beliefs about learning translate into different ways of carrying out academic tasks. 


 The earliest studies in this field looked at how students went about reading an academic article. It was found that some students believed they were expected to scan the material, spotting the information most likely to be tested: this was described as a surface approach. In marked contrast were students who tried to make sense of the author’s meaning for themselves, interacting vigorously with the ideas being presented – a deep approach. The main distinction in these contrasting approaches to studying is the intention of the students, either to reproduce or to understand the information presented to them. 


 An approach to learning or studying is not seen as a stable characteristic of the individual student, although ways of studying do, to some extent, become habitual. Students are influenced, to differing degrees, by both the content of the material they are studying and the study environment in which they find themselves.’ (p.4) 								

This, for us, is encouraging, because it implies that we can try to influence positively the ways in which our students perceive and go about their learning. It is evident that, as Biggs (1999) suggests in  Teaching for Quality Learning at University, such a view of learning does not consign individuals to a ‘no-hope’ pile in our minds. He discusses how, in his classes, he now finds he is teaching more ‘Roberts’, who lack confidence and motivation, want to ‘just get by’, who take a surface, fact-finding approach to learning, who expect their tutors to tell them information that they regurgitate or memorise, and who tell them how to pass the assignments. ‘Roberts’ contrast starkly with the more traditional undergraduates ‘Susans’, whom he characterises as keen, eager to read round a subject in order to understand it more deeply, and who see learning as an exciting voyage of discovery and adventure.  ‘Do not,’ Biggs warns,  ‘assume that Roberts are necessarily only capable of taking a surface approach. What we know is that under current circumstances of teaching he chooses to respond this way. Our task is to teach Roberts so that they learn more in the manner of Susans.’ (p.14) 
It may be that some students will be unable to understand complex ideas, but our job is, as far as we possibly can, to encourage them all to seek understanding and take a deep approach to learning. Thinking like this redefines our task as teachers, but offers us hope that, as teachers, we can try to make a difference. Of course, at times it is hard to hold on to this hope, but the sharing of experiences as tutors, the highs and the lows, has contributed to our determination to do our best with this. 
							
The impact of assessment on students’ approaches to learning.
Further research studies (Birenbaum & Dochy, 1996; McDowell & Sambell, 1997; Sambell & McDowell, 1998) have suggested that, if we want to make a difference, we would do well to look to our assessment procedures for help. Students’ views of the assessment tasks they are required to undertake, and especially their perceptions of what skills and qualities will be really tested, exert a powerful influence over what and how students attempt to learn a subject. Students can escape bad teaching, but they cannot escape bad assessment, as assessment  ‘marks them for life’ (Boud, 1995). Assessment, says Wolf (1993), is where  ‘students encounter a deep-running sort of “ought” on our courses. Assessment publishes what we value within a course, it is where we define what matters and what counts as learning. Whether we like it or not, assessment sends powerful messages to our students, and we would do well to take close heed of these messages’ (p.213). This has recently been called the ‘backwash’ (Biggs, 1999, p.141) of assessment. The term ‘backwash’ is most often used to indicate the largely unintended effects on learning of summative assessment. Since there is now widespread recognition of backwash effects that are detrimental to learning, there is naturally an interest in promoting a more positive backwash. Formative assessment could be seen as a deliberate attempt to harness the positive learning-related benefits of assessment backwash. As Entwistle (2001) suggests: 

 ‘While it is all too easy to induce a surface approach through teaching and assessment, it has proved more difficult to strengthen the deep approach. An acceptable workload, good choice, and open assessment formats seem to help, but the strongest effects come from the quality of teaching and the design of learning materials. Students describe “good teaching” in terms of clarity, level, pace, structure, explanation, enthusiasm and empathy. The first four provide the basis for a deep approach, but it seems to be the final “three-Es” which encourage students actively to engage with the course in ways which lead to understanding.’  (p.5) 

Since the development of understanding of childhood is the ultimate goal of our courses, many of the case studies offered here highlight our attempts to use the assessment to drive the learning (Sambell, Miller & Hodgson, 2001). This is a matter of being very clear that we are genuinely testing and rewarding the development of understanding in the assignments we set, which have been the subject of much debate and thought on our developing modules. It is, too, a matter of making sure that students fully understand our expectations (what constitutes good work and poor work in relation to the assessment criteria for an assignment, for instance). It is also about being able to link the ways in which each teaching session helps them to develop insights, concepts and ideas which they will need to understand in order to effectively tackle the final summative assignment on a module. 
Assessment, then, becomes another key theme that is revisited across a number of the chapters. Many of the approaches presented in the chapters explore the formative potential of our assessment methods, seeing assessment as a teaching and learning device that can powerfully guide students’ approaches to learning. Some cases present ways of getting students more involved in assessment in order to help raise their awareness of what we value and how understanding might best be developed and demonstrated. Many of these strategies are based upon involving students in reflection upon their own learning, via, for example, learning logs, reflective diaries, portfolios, action learning sets for groupwork and reciprocal peer feedback in presentations (Brown & Knight, 1994). 
All strategies encourage students to take stock of information and ideas they have and to consider what they need to do next to address issues, and crucially take place within the context of the discipline. Some present ways in which assessment can be linked to ‘real life’ situations, which make the authenticity and relevance of conceptual analyses of childhood more immediate and purposeful for our students. Some discuss ways of allowing students to have ‘dry runs’ or ‘rehearsals’ of the skills and qualities that underpin the summative assessment task, so that students get feedback on their approaches in time to be able to do something about them. Such feedback is not simply a matter of us telling students what to do, an approach which is, after all, underpinned by a very passive model of the learner, who relies on the ‘expert’ to direct their learning for them. Often the examples given in the case studies consciously attempt to equip learners with the insights, skills and processes that will enable them to effectively judge their own learning, for, Black and William (1998) argue if assessment is to be formative for learners they must do more than simply receive feedback. They must actively consider and use the information in some way and hence will, at however rudimentary a level, be engaged in evaluating and managing their own learning. 
It is in following this line of argument that Black and William (1998) claim that formative assessment always involves self-assessment. If students are considered to be active participants in this way there is also a natural link between formative assessment and the ability of students studying childhood to become more independent, autonomous learners, and doers, able to articulate clearly why they think as they do. 
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Chapter 3
Supporting the development of the courses via innovation in learning, teaching and assessment
Kay Sambell
As our courses have evolved, we have constantly sought to update, improve and develop them, trying to be responsive to our students’ needs by finding better ways of helping them to study childhood and maximise their professional and personal potential. This chapter briefly outlines some of the ways in which we do this, going beyond the routine collection of student feedback and dialogue with our learners which takes place, for example, on our individual modules, via course reviews, in student forum discussions and programme management meetings. Firstly, it describes how both course teams have engaged with agencies who have given us an external perspective on our work, and have helped us to articulate more clearly what sort of experience we want to offer our students. 
Secondly, the chapter briefly outlines the range of university and externally funded innovative teaching and learning development projects that we have spearheaded to date, all of which have aimed to improve students’ learning experiences. Whilst many of these projects have very practical outcomes, helping us to develop some of the innovative activities, materials or methods that are exemplified in tutors’ chapters about their classroom practice throughout the book, many also have an element of exploratory research. This research, often focusing on illuminating students’ perspectives of learning and their views, say, of the impact of assessment, have helped us enormously when it comes to developing innovative approaches to improving student learning. 
							
						
Such research has helped us gain insight into what is  really going on: what our students find helpful, what they worry about, what they find challenging and so on, which we can reflect upon and discuss as a teaching team, thinking about what we can do to help. Externally funded projects have allowed us not only to gather this data systematically and objectively, but also to share and discuss its implications with teaching colleagues within and beyond our University, in the UK and abroad. The range of ideas and new perspectives this sort of dialogue involves has helped us to develop our teaching expertise and continues to inform our courses’ ongoing development. 
External perspectives: what do people who evaluate our courses say?
Childhood Studies and Care and Education: Early Years were both part of a large-scale Quality Assurance Audit in 2001–2, in which a Government Agency commissioned a team of subject-specialist assessors from other universities to examine all university Childhood courses offered in the UK over an extended period of time. They visit each course and look at the whole student experience. They examine documentary evidence: examples of the assignments we set, the information we provide students, our policies and regulations at course and University level. They look at our systems and processes in operation: talking to students, interviewing staff – not just the teaching team, but all those who support student learning across the University. They examine how far we achieve what we set out to do: talking to employers and our graduates about the value of our courses in the ‘real world’ of employment; looking at the relevance of our curricula and how far students understand them, seeing what our external examiners’ have said about how our standards and expectations match other universities’. They check how far, and in what ways we have developed the courses in response to advice and feedback. Above all, they assess us as teachers: coming into sessions to observe our everyday practice. Having seen our work, the Review Team is then required to award us a mark out of four for six key areas: Teaching, Learning & Assessment; Curriculum Development, Content and Organisation; Student Support and Guidance; Quality Management and Enhancement; Student Progression and Achievement; and Learning Resources. Our courses received top marks in all categories – a rare occurrence in all the subjects that are reviewed in the UK as a whole, and fairly unusual even in Northumbria University, which has an excellent track record and reputation for the quality of its teaching. 
Having this external validation of the courses was important and rewarding to us personally, allowing us to celebrate and gain recognition for what we do, and the energy we all invest in helping our students. Our external examiners, who act as our ‘critical friends’ in helping us develop our courses, have also praised the sorts of things the reviewers valued. They often note how far our courses are real team efforts. They see examples from all modules, so they are well-placed to comment upon all tutors. They are very complimentary about our work. 

 ‘I should like to congratulate course leaders and tutors on their continued commitment and for running innovative, successful courses.’ (External Examiner 1) 

They see our materials as useful guides for students. 							

 ‘Care and thought has gone into handbook production. Module handbooks continue to be excellent and, indeed, exemplary. All contain clearly expressed aims and learning outcomes, give full, clear background notes on the module themes and topics and guide the student throughout the process. From the handbook it is possible to discern the level at which material is pitched – the topics are all interesting, challenging (as are the accompanying assignments) and well-sourced and referenced.’ (External Examiner 1) 

The module handbooks continue to be impressive, their quality features including: 
• ‘user’ friendliness 
• clearly set out learning outcomes 
• detailed unit plans and timetables 
• extensive references, including websites and online journals.’ (External Examiner 1) 
They also comment on the ways in which tutors relate to students 

 ‘I am assured and reassured that tutors work very hard to train and support students to acquire academic learning habits, and some need considerable guidance.’ (External Examiner 1)


 ‘The best work is a credit to the tutors.’ (External Examiner 1) 

One feature they highlight is the quality of the advice and feedback we offer. 

 ‘Tutor feedback to students continues to be informative, constructive and supportive.’ (External Examiner 1) 


 ‘The range and sensitivity of written feedback by tutors to students is to be commended.’ (External Examiner 1) 


 ‘All assignments have been well marked and tutor comments are extremely helpful. Formative comments, challenging questions and appropriate praise and encouragement appear in notes and coversheets.’ (External Examiner 2) 
								

They commend the quality of thought and work that we help our students to achieve, and the ways in which our students reflect upon children’s lives and environments 
							

 ‘In all [students’] scripts topics continue to be relevant, pertinent and it can be seen that tutors continually reinforce theory-practice linkages. The best pieces of work epitomise high academic standards at undergraduate level, with these students confidently handling complex issues based on wider reading and careful critical analysis.’ (External Examiner 1) 


 ‘The overwhelming majority of students seem to respond with great enthusiasm to the work required. Even weak or failing students, who have not quite focused on the assignment title, or who have found it hard to express themselves clearly, have obviously learned and developed their thinking as a result of modules.’  (External Examiner 2) 


 ‘Overall I was impressed with the level of student commitment to children and their place in society.’ (External Examiner 2) 								

What does course leadership entail?
During the Subject Review we learned a lot from having to ‘tell our story’ to an external agency. It helped us, as course teams, to articulate, clearly and concisely, what we were trying to do, and why we felt it is important. It helped us discuss and share our teaching practices, within the team, and with others, bringing it all together and seeing how it all fits. 
Indeed, we have always seen talking with people outside the course as vital to the development of our teaching and the constant evolution of our courses. Explaining our courses and taking on board other perspectives is a role the course leaders perform regularly, because it is so valuable a mechanism for reflection and because it is important to stay in touch with developments in the field. For example, Sue Miller, as Chair of Newcastle’s Early Years Partnership, is at the forefront of innovation and change in Early Years policy and developments, and has close working relationships with key employers. She set up the Care and Education Advisory Group, made up of tutors, local employers and Care Ed students to inform the course development and to help employers understand what sort of graduates they can expect from this innovative ‘new’ multi-professional course. As Course Leader for Childhood Studies I have, through my National Teaching Fellowship, set up and co-ordinated a group of lecturers from other universities who have expertise in teaching and researching Childhood as a ‘new’ multidisciplinary subject area at university level. This acts as a forum for discussing innovative approaches to teaching and research in this field, ensuring our course stays at the leading-edge in terms of the curriculum, and in terms of helping students to access that curriculum. 
Awards for our Innovative Approaches to Learning, Teaching and Assessment
As I said at the beginning of the chapter, we have always placed a lot of emphasis on the continuing development of the courses. We have undertaken a number of projects that were driven by our attempts to enhance the quality of the courses and improve the student learning experience. These are briefly outlined below, with information about the main aims of each project, the funding sources and the tutors who were primarily responsible. 
The Perspectives on Childhood project: using e-learning to improve student learning 
Sue Miller and Kay Sambell. Northumbria University ‘Pathfinder’ funding to develop innovative e-learning materials 
In this project we collected a series of photographs that represented cross-cultural images of the child and children’s environments. These were designed to bring home the real world relevance, or authenticity, of social constructivist theory and to help students begin to unpack ideologies and philosophies of childhood. Some of the learning activities developed are described in Chapter 5, but the project mainly piloted the use of student e-groups as a means of sharing their responses to the images, and in beginning to write about those responses in an academic way. An external evaluation of the project reported extremely positive student feedback, which has been vital in refining the materials further as we adapt the process for use in other modules: 

 ‘The e-groups provided a supportive network. You’re part of the course, part of the discussion. You’re not just sitting there, and it’s been really good ... rather than just throwing you in at the deep end... it was about building you up. Listening to the views of others allowed me to see how varied our responses to the images were ... and made me start to think and question: it’s not just cut and dried and there isn’t just one way.’ (Student representative) 

Responding to the Childcare Challenge: implications for multi-professional training and development 
Sue Miller. Northumbria University research award 
This project was funded to evaluate Care and Education at the end of its second year of running. An independent evaluator interviewed students and staff to gain insight into their perceptions about the nature of the course and to help identify any gaps in perception between tutors and learners. It highlighted the ways in which students were learning to ‘hear’ different professional perspectives on children and to think about the ways in which individual roles influence how children’s needs are viewed. 
Developing assessment strategies to improve student learning 
Kay Sambell and Sue Miller (with course team) Northumbria University Applauding and Promoting Teaching Award 
This project focused on discussions within the course teams that set out to reconsider and develop the assignments and assessment strategies we use. Most of the major changes to our assessment strategies concentrated on the first year experience, with innovative assessments being introduced on all the major theory modules. These place emphasis on developing students’ self-evaluation skills (often using peer assessment materials in formative exercises) as described in Chapter 12. 
									
Widening Participation North East: enhancing and supporting progression to Higher Education in the North East 
Keith Miller (Northumbria’s Widening Participation Project 2000 manager) with Carol Rogerson. Funded by FEFC & HEFCE, 2000 
This project involved our courses in a survey and analysis of Childhood Studies/Care and Education students’ progression profiles. It explored the relationship between students’ entry profiles (in terms of entry qualifications, personal statements, prior experience and so on) and their achievement at Level 3. 
The Virtual Visiting project 
Mel Gibson, Northumbria University, Applauding and Promoting Teaching award 
This project developed video material to help students learn about childhood, based on the knowledge that one of the most helpful ways of fully grasping the importance of theory is to make it meaningful and relevant. As it is not always possible for us to take students out to observe and analyse real settings, this project sought to bring the real world into the classroom. Some of the activities developed as part of this project are discussed in Chapter 5. 
Developing Progress Files 
Sue Miller, Nigel Stinton (Programme Director) and course team Northumbria University Applauding and Promoting Teaching award 
In this project the BA Joint Honours teams sought to introduce Progress Files as a way of addressing growing concerns about the academic writing skills of students coming on the programme. It explores ways of encouraging students to reflect holistically upon the feedback on all modules, with a view to helping them develop their academic writing skills and hone their CVs as they progress throughout the course. Some of the initial work for this is described in Chapter 11. 
Enquiry-based learning 
Mel Gibson and Kay Sambell. Northumbria University Applauding and Promoting Teaching award 
This project explores other innovative ways of introducing authenticity into the learning and assessment experience of our students, some of which are touched upon in Chapters 7 and 10. Teaching and assessment methods that require students to design and theorise environments, artefacts or cultural products for children and young people are being developed. 
Developing innovative assessment strategies to support student learning in the context of widening participation in Higher Education 
Kay Sambell. National Teaching Fellow, 2002. Fellowship and Project-funding awarded by the Higher Education Funding Council of England (HEFCE)
This award is part of a high-profile national scheme designed to reward, acknowledge and disseminate teaching excellence in Higher Education. This project explores the role that formative innovative assessment might play in helping subject-specialists to embed and fully integrate study skills support strategies into the subject curriculum. It is involving a number of members of the Childhood Studies and Care and Education course teams, as well as innovators in other universities throughout the UK. 								
										
									

Part 2
Contemporary Issues in Childhood:
 Approaches to Teaching and Learning 




Chapter 4
‘I’m feeling nervous, I don’t belong here’
Susan Hodgson

 ‘A significant barrier to learning is anxiety, especially where it has the effect of contributing to a lack of confidence. Anxiety tends to be generalised and nonspecific ... Is it failure that we are afraid of? Or perhaps there are other fears that are holding us back?’ (Thompson, 2002) 

Every year, when our new students start on the Childhood Studies course I know that I will be facing a group of people who will be experiencing varying degrees of anxiety. All transitions involve change as well as adaptation to how other people view you and, perhaps more importantly, how you view yourself. Even a positive and chosen transition, such as starting a university course, can tap into people’s deep insecurities and lack of confidence. 
For the majority of our students, anxiety will be generated by the move from school to university and the uncertainty about what the new rules and relationships will be. Will the lecturers be like the teachers, how will they be addressed, will they be approachable? For some students there will be the additional stress and excitement about leaving home for the first time, having to manage money and new friendships, without the old structures imposed by family, school and established peer group. I am always struck by how painfully some students miss their families, particularly their mothers, and how adjusting to the challenges of the new life can lead them to neglect their basic needs for enough sleep and adequate food. 						
There is a smaller group of students who have taken time off between school and university to travel or work. They are usually more confident about their 
							
							
							chosen course and what they might do in the future, and have learnt to be more independent of their families. However, they can have anxieties about their study skills; will they still know how to write essays and will all the younger students be brighter than they are? Another small yet identifiable grouping is composed of the ‘mature students’, who usually have children and other domestic responsibilities. Their route into the University is likely to have been a non-traditional one, such as through an Access Course. This group has extensive knowledge about children, childhood and social structures such as schools, playgroups, voluntary and social services. These students will also typically possess a considerable number of skills as a consequence of having had years of negotiating their way around all these systems, as well as juggling the demands of family, work and community commitments. Ironically, these students are often the least confident, despite their skills and knowledge, and are likely to dismiss what they know as ‘only common sense.’ 
The great majority of our students are women, usually in the age range of 18–20. They are often the first person in their family to attend university, so may not have access to a culture that would allow them to be confident about themselves and their place in Higher Education. The very few male students we have on the course have the additional challenge of being in a minority group, and often comment on the fact that there is not a supportive culture for men wanting to work with children. Sadly, there is often suspicion of their motivation for wanting to go into such a field of work. Owens (see Brannen & Moss, 2002) talks about people who have chosen a career in childcare: 

 ‘The women all got strong approval for choosing childcare. For the men, support was patchy. None of the men entered the field with the committed backing of parents, partners and friends that the women had.’ 

Consequently, when I meet our students for the first time I know that I am facing a disparate group of people who are unified by a high level of anxiety. They are anxious about being at university, about being with a group of peers that they do not yet know, about the academic requirements of the course, and about whether or not they will fit in and get through. In addition, many of our students have financial worries and will have to work in part-time jobs with unsocial hours and low pay to enable them to finance their studies. Our course is very popular and we are the victims of our own success. Every year the group gets larger! My recollection is that in the 5 years I have taught on the Childhood Studies course numbers have risen steadily from 18 to 56. So the anxieties of the students are matched by anxieties of my own. How can I engage with so many people, who are all unique and different? How can I make my material interesting and relevant to everybody? How can I pitch the material at the right level for both the academically confident as well as those who have difficulties with writing? How can I teach them about children and child development within the confines of a classroom on a university campus? 						
I think that what you do and how you do it is heavily influenced by your own personal and professional values. I share with my colleagues on this course a passionate commitment to the needs of children and young people. This has been shaped by my own personal experiences of being a child, the values of my own family and the community within which I was brought up, my work-experiences as a teacher and a social worker, and my personal experience as a parent. We need to help our students to develop a value-base that will enable them to work with children in a way that is empowering rather than defensive; curious and respectful rather than judgmental. This requires that we encourage our students to question their own prejudices and values, by using a gentle and tactful approach. The General Social Care Council (previously CCETSW) in its value requirements for social workers puts the following at the top of a list of eight childcare specific values: 

 ‘Respect children and young people whose rights, needs and welfare are paramount, not as objects of concern.’ (CCETSW, 2000) 

We teach by example – if we expect our students to treat children with respect we must model and demonstrate that respect ourselves to our students. This means in my own practice that I need to demonstrate that I treat everyone as an individual and build on their strengths rather than highlight weaknesses. In addition I need to be as accessible as possible, whilst being very clear about the aims I want the students to achieve, and how they might get there via small, incremental steps. If we can help students to be more confident in their first year by ‘scafffolding’ techniques of structure and support then students are more likely to be become independent and self-directive in their learning in subsequent years. 
						
The module which I teach in Childhood Studies, called ‘Children’s Development’, looks at child development in the early years and comes at the very start of the first year. The assignment asks the students to do three things: to produce an academic assignment on a particular aspect of child development; to produce a written record of one of the three child observations they carry out, using the narrative or ‘Tavistock’ method (Fawcett, 1996) and to write a brief reflection on what they have learnt about themselves and group processes when they did a presentation in a small group to the rest of the class. All three tasks are daunting to this group of students. I shall illustrate in turn some of the techniques and ideas I use to help students to achieve the tasks laid out in the assignment. 
						
First of all, how is it possible to help students to become confident in a relatively short space of time in a large group where there are not likely to be existing friendship groups? It is important to be overt about the sort of safe learning culture that I want the group to create. Right from the first time I meet the students I model a way of learning which is about sharing in a non-competitive environment. We do a lot of ice-breakers, for example, asking them to discuss what games they played as children, what their memories were of starting school, who they were close to as young children and how their names were chosen. All of these reflections in small groups allow them to share and pool their collective knowledge about childhood and enable them to remember each other’s names and start to build up friendship groups. These exercises teach the students that there are similarities between people’s experiences, but that every childhood is different and unique, depending on so many structural and psychological factors. It is important to contain all these disclosures safely, so there are always ground rules about only sharing what you feel able to, and the importance of confidentiality. 
Secondly, it is quite a challenge to teach about children in an environment where children are conspicuously absent. I do not think it is useful to teach only theoretically about children and childhood. For theories to be meaningful they have to be related to real children in specific situations, so that students can critically evaluate the more or less useful aspects of each theory, and compare and contrast them. In addition it is important that students can unpack and unpick their own values and prejudices about children and childhood, so that they do not fall into easy stereotyping and uncritical thinking about what is, for example, that myth of the ‘normal’ nuclear family. To help them to integrate theory with practice, I ask them to do three child observations of the same preschool child. The children are observed in an early years setting of some sort, rather than in a family home, so that it is easier for the student to take on the role of formal observer. The local students can usually arrange their own observations, but we find settings for students who do not have contacts locally, so that they are not disadvantaged in any way. Before each observation session they have a formal lecture on some aspect of child development and are then asked to go out and observe their child for an hour. They have with them a list of questions about what to look for in relation to the aspect of child development we have looked at the week before in the classroom. These are only guidelines and they have to write up what they saw and heard as soon as possible after the observation takes place. 
This is often very challenging to them. Some of the students will have done structured observations before, but the narrative method is new to most people. They have an exemplar written by a former first year student to give them a concrete idea of what to write and how to set it out. The exercise gives them the opportunity to see for themselves that children are unique and do not fit into neat child development categories of behaving in a particular way at a particular age. Observing the children three times is a powerful experience and helps them understand that children are active shapers of their own worlds, rather than passive recipients of adult care. It also gives them the opportunity to test out which bits of theory are useful in understanding what they are observing. For example, one student wrote: 

 ‘...when Jenny was painting was she imitating her teacher or was it something she did because she wanted to? (Vygotsky v Piaget) .’ 

How can you challenge stereotyped views about children and families, culture, gender and class, within the group in a way that is not judgemental and confrontational? There are a lot of unthinking and uncritical portrayals of ‘good and bad’ parents and ‘deserving and undeserving’ children in the mass media. Statistically there will be a number of our students who do not conform to the idealised norm of family life; they might have experienced the separation of their parents, witnessed domestic violence or have been a carer to a disabled or mentally ill parent. Other students, due to a secure and happy upbringing may not have much understanding of the structural causes such as poverty, poor housing and unemployment which can put stress on parents’ ability to care for their children. I have found that one of the most helpful ways to extend students’ understanding of the variety of factors that can impact on a child’s development is by showing video clips of ‘ordinary people’ telling their stories of how the unthinkable happened to them. For example, a middle class mother with a much longed for baby talked about her severe post-natal depression which left her unable to care for her child. This was followed up by small group discussion, some theoretical input and some suggested reading. This seemed a relatively gentle way to challenge the belief that only ‘bad’ or ‘poor’ mothers do not love their children. At the end of the session one of the students came to me and said that she had had a similar experience with post-natal depression and that she would be happy to talk about it with anyone in the group, so that they could learn from her experiences. 
Finally, the thing that students are most anxious about on this module is the expectation that they will have to do a small group presentation. They are given a clear rationale for why it is useful for them to do this – the self-knowledge they will acquire about how they behave in groups, and the confidence that speaking in public will give them. The requirements for this and the steps they can take to do it successfully are carefully laid out in the module handbook. For this exercise the large group is divided into half and the two smaller groups are run by a colleague and myself in a way that is nurturing and safe, by getting the group to negotiate ground rules and expectations. Although the presentation itself is not given a mark, a mark is awarded in the portfolio for their reflection upon what they have learnt from the experience, both about themselves and about group dynamics. To assist them with this they are given written feedback upon their group performance by their peers. This gives everyone a role during the presentations and balances up the power relationships. It also gives the message that they can get valuable feedback from each other. The feedback forms are carefully constructed so that they give each other positive feedback before offering suggestions about how their presentations could have been improved. This all seems to lessen the anxiety to some extent, and the students have the opportunity to reflect on the experience in their assignment. They can be surprised at how they take on certain roles in a group, such as being the leader or the quiet member or the joker. Some groups have to resolve difficult issues such as what to do about the person who never turns up or does not do what they say they will. Even when a group is harmonious, it helps the students to explore the reasons why, rather than putting it down to good luck or chance. 
						
I would like to conclude this chapter with the voice of one particular student on our course, as I think it illustrates her journey from initial anxiety and fear through to feeling confident about herself and her place in the group. First of all she tells us what she felt like at the beginning of the module: 

 ‘(In the first class) I felt very alone and thought “God! How am I going to do this?” as it was so different to college. I did feel that the observations were too early on in the course, but as the course is relatively short I knew why this had to be. I wasn’t looking forward to the presentations because I had never presented to anybody in the past. But knowing this is a part of working life we had no choice but to do them.’ 

As the module progressed this is what she had to say about her experiences: 

 ‘The first observation was nerve-wracking but once I was doing it was relatively okay. I feel very confident doing the module now, as the handouts are a great help. After the presentation (Susan and the other students) made me feel as though I had achieved my potential in that I could read in front of others and the comments were very helpful ... this can be seen in how the later presentations improved dramatically in both confidence and content’. 
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Chapter 5
‘I’d no idea there was so much going on under the surface’
Mel Gibson
Perspectives on Childhood, a year-long double first year module discussed further in Chapter 12, introduces students to the main theoretical concepts that they use across the course. In Childhood Studies, it is vital that students identify, and then learn to think about the implications of, the different views of the child that are commonly held. This is not necessarily a way of thinking that is very familiar to students when they first come to university. Consequently I try to introduce the process of thinking around the underlying assumptions and messages about the child that underpin the various ways in which children are represented, spoken about and provided for. 
This module is key to helping students wake up to the things they may have taken for granted before. When students first start the module they are asked to jot down words which describe the child. These tend to include terms like, ‘innocent’, ‘happy’, ‘dependent’, ‘vulnerable’ and ‘carefree.’ Although this is a dominant view of the child, I want them to expand their perceptions and reflect upon the impact that our views of the child have on how we treat children and how we perceive their needs. For instance, the terms used above suggest a view of the child as heavily reliant on adults. Exploration of the terms can be used to tune students into questions of power, control and autonomy that are studied throughout the course. 
The first part of this process of waking up involves getting students to learn to ‘read’ familiar situations in a new way (something Susan Hodgson discussed in Chapter 4). One way of doing this is to analyse images, particularly 
							photographs. I start off by focusing on photographs rather than secondary reading, partly because of their accessibility. As one student stated,  ‘It’s a lot easier to see the differences and to begin to interpret visual pictures, because I’m a visual person. It stays with you more. It’s harder to see different views in writing’. It is also important to start with photographs because students are not necessarily conscious of the way that they analyse, and are influenced by, such images in their everyday lives. In this chapter I will discuss how I get students to explore the child in advertising images and show how this eventually leads to analysing photographs of child-related settings, such as nurseries. 
Studying the child in advertising
I turn first to adverts, because they clearly show students how far images of children can be used to manipulate adult reactions and emotions through the use of abstract ideas about the child. At this stage in the course I want them to realise that there are a number of important stories being told about what it can mean to be a child at any one time. Looking at a cross section of adverts, and the main stories told within them, is the first step to seeing the wider variety of narratives about childhood that exist. 
In the first few weeks of the module I ask students to make personal collections of adverts found in magazines and newspapers that show children or young people. They bring their collections to one of the early sessions. The students’ initial analysis usually shows that the adverts particularly feature certain categories of child. For example, some adverts focus on the child as a victim, or as under threat. These adverts tend to be for products related to health and safety, or for charity campaigns. This often leads to discussion of the ways in which issues of health and safety dominate discourses about the child. Students also notice that the vast majority of adverts portray the child as angelic, happy, blonde and placed in rural settings. We discuss the issues that might underpin this dominant view of childhood, which we later return to when we study Rousseau and the Romantic child. Another feature that often emerges in these sessions is that the young adult or teenager is seen in a particular way, usually as a threat, or problem (a hooligan, yob, or gang member, for instance). Students see, then, that several dominant versions of the child are in play. 
I then move on to help students see that the ways in which we respond to the child is further complicated by the fact that not everybody makes the same interpretation of any given image. This applies even with images that appear, on the surface, to be very simple and straightforward. For instance, one advertising image, which featured a hand reaching across to feed a baby, came to be seen as more complex during discussion. My role is to give students thought-provoking questions which enable them to see this. For instance, was the hand male or female? Did that matter? What would a female hand signify? From what point of view did the viewer look at the picture? Was colour used in symbolic ways? Or typeface? One interpretation linked the hand and the child because both wore a matching colour. That the hand was female emphasised that the image was probably meant to be the child’s mother. This highlights some of the major issues covered later in the course, especially discourses connecting motherhood and childhood. 
In interview, this moment proved an important one for several students, one of whom said,  ‘Media pictures, I’ve never given much thought into looking at these pictures. It would never occur to me to think about the colours they use. The other day I actually passed comment on a photo in someone’s house: it felt like a light bulb had gone on in my head. The whole thing has given me thoughts that I’ve never had before’. Another stated that,  ‘I never looked into it that much, there was loads that you could see that I’d just never thought about. You just glance at it in a magazine, it’s just there. I learned a lot from that, you need to look into it, because there’s so much hidden, under the surface.’  What is also clear from the first comment is the way that the student links all the sessions on images here, showing how they see their new skill in interpretation as being widely applicable. 
At this point students are starting to see that there is not one fixed view of the child, but beginning to step back, ask questions and analyse situations. In learning to interpret imagery, students are encouraged to move from a commonsense view of the photograph as ‘truth’ to an understanding that images, including photographic ones, are always a construction. I need students to see, however, that these questions, this ability to ‘unpack’ and read situations is not simply an artificial, abstract exercise, but relates to the real world and how children are seen. This is important because views of the child have a major impact on how adults provide for actual children. The next step, then, is to relate these ideas to the ‘real world’, getting students to think about how child environments are created according to a particular view of the child and a particular philosophy. 							
Analysing images of schools
From analysing adverts, students move into considering ‘real’ spaces and the images (and messages) that they present to the viewer. In effect, the physical space of a school or library also becomes another image with a set of subtexts to decode, not simply a place to describe. Such exercises cement for students the nature of the relationship between perspectives on the child held by professionals, be they advertisers, teachers or librarians, and their practice as expressed through work settings and through the products that they create. In effect, the module makes the point that settings, like photographs, are constructions, ones based upon professional’s perceptions of childhood, and shows students that they need to learn to see this and then be able, in time, to comment on and explore this. 
							
To do this I have collected a series of images of child environments that I ask the students to compare and contrast. The aim is to help the students see that the environments have been created in particular ways because the professionals involved have a particular view of the child. I want students to ask themselves questions, in this case predominantly: why might the professionals involved have created the environments this way? These questions get them to identify and explore the values, attitudes and assumptions – the professional ideologies and philosophies – that underpin them. In short, we want them to see that different people will have different priorities and their behaviour towards children will reflect this. It will also be reflected in the sorts of environments they create for children, the kinds of activities they think children should engage in and how they choose to dress them, what they want them to eat, and so on. 
The two key images I ask students to analyse both show entrance areas to settings where children aged between 3 and 6 years receive care and education. Both settings take opportunities to name the children as individuals and are spaces where children bring and leave their own possessions. However, the students typically identify a number of significant differences between the two spaces. For instance, in one the children have labelled their own personal space using self-portraits. In the second picture the space is labelled  for the children not  by them. Another contrast is that in the first image each personal space contains a jumble of items, whereas in the second one there is a very similar set of items for each child, all of which look like school possessions. The first image, then, shows a setting which offers the child a chance to develop their own space, whilst in the second one it is created by an adult. 							
Analysing the photographs allows students to understand something of the perspective on childhood each school embodies. I do encourage this through asking a number of questions. For instance, I ask what students think adults in each setting would say are the reasons why they have developed their particular entrance area the way they have. Students might conclude, for instance, that in the first image the professionals involved want to encourage the children to bring what they have to the school, to feel a sense of belonging and to recognise and celebrate their diversity and individuality. In contrast, the second setting seems to imply that routines help children to become part of the school. This may be seen as protecting them from difference through sharing the school identity and community. The students often feel that the first image is telling children that they are special and individual, whilst the second one says that they have to leave their individual identity at the door as an individual and learn now to fit in with the expectations of the setting. In effect, I encourage students to identify the hidden messages in each of these settings. 
Creating a setting that reflects a particular view of childhood
The final aspect of the analysis of images in this module involves students creating an environment based upon a particular view of the child. I deliberately chose a fairly unfamiliar setting – a library – which students do not normally associate with children having a say in designing. To highlight the point that professionals’ views of the child have a huge impact on the actual services children are offered, I ask the students to design a child-centred library. 
To do this, students draw on their own experiences of libraries. These usually range from profoundly positive to very negative, with library staff being key players in their relationship to that space. We discuss how for many of them the libraries they had encountered as children were based on a view of the child as voiceless and unwelcome. They often remembered them as repressive, boring environments. As one student said,  ‘Well it’s like libraries, I’ve never connected that to children. A library is a library, and that’s that. But when you brought it in, I thought, well, one of my best mates works in a library, and yet we’ve never actually talked about it that much! But after we’d discussed it in the lecture I was on the phone going “Christine! You know in your library...?” and it opened all that stuff up.’ 
In small groups students are asked to think of features a library would have were children to be consulted about it. The issues that are raised in response to this activity often relate to a sense of ownership (through stamping their own books, for instance), and a view of library staff as enablers rather than gatekeepers. This leads into a discussion of children’s rights, thus questioning underlying assumptions in ‘traditional’ library settings, helping the students ‘wake up’ to new possibilities, and heightening their analysis of some taken-for-granted features of childhood and children’s lives. As one student said,  ‘We designed a great children’s library. It was good because we started thinking about “what is a children’s library?” and we decided libraries are for fun and development and what children need. Before I just thought a library is a library’. In effect these students were asking,  ‘Who is the library for? Who makes the decisions?’ 
I then related this to a real life example of innovative provision in which precisely these questions had been asked, thus showing them the genuine implications of thinking about childhood and why adults’ perspectives on childhood really matter. The specific example was the youth library X-Change, now called Hub, at Bradford Central Library, one of the only specialised young adult library facilities in Britain. 
							
I showed students photographs of the newly redesigned library, offering a virtual tour. The images of the library usually excite a number of comments from the students, predominantly that the space does  ‘...not look like a library at all’.  One student commented: 

 ‘...we didn’t even know if it was a library or not. It looked like a café. All the chairs were round stainless steel tables, and the books were high up, it was nothing like the libraries I knew’. Another said, ‘With the library, I thought, hang on a minute! That’s nothing like a library I’ve ever seen! Why’s there a TV there, why are there posters and coffee tables? And it makes you think, just look at what can happen if kids have an influence on the environment – which again, is something I’ve never thought about before.’ 

This shows students getting to grips with this librarian’s view of the child having rights, and how a model centred on children’s rights might have an impact on a professional space, through analysing the choice of furnishings, décor and facilities. 
							
Students also have the chance to hear what the librarian feels about the service. As one student argued: 

 ‘And hearing the librarian’s views on it, she talked about her views of children and what they need. I think we need to learn more about how to read into what people are saying. I think, like with the photographs, there are hidden messages behind what people are really saying, and I think I’ve learned a little bit to evaluate, or assess more, what they are saying, trying to really get to the bottom of what they are saying, but I think I have a lot to learn about how to do that yet.’ 

The real voice, then, gives authenticity to the concepts that are taught here, but also opened up, for this student, a need to understand more, to ‘evaluate and assess’ what people say, and how this relates to how they conceptualise childhood and children’s needs. 
The case study of the Hub shows how an actual space is a representation of the ideology, the professional values and the perspectives on childhood held by the key staff members. All library spaces are designed with a specific view of the child (or the young adult) in mind. In a context like Hub where there has historically been great consistency in terms of staff this is even clearer. Comparing these photographs with others from very different settings would further enable students to understand the different values and beliefs governing practice. 
There was also a further impact of these sessions, as the interviews suggest. For instance, the student who talked about the ‘great’ library her group designed went on to say: 
							

 ‘Also we thought it was good to see a different library, because you thought in real life, the idea could never happen. But then you saw that you can perhaps change things, it had actually happened. And there it was, pictures of it, a library like we’d imagined, well, not exactly, but it was really different from just a library. So that was really good to see.’ 

What this group had gained from the session was a sense that as future professionals part of their role might be to question practice within the sector they eventually work in. The group challenged and questioned the ‘commonsense’ values about these spaces for children, and were, in effect beginning to see them as historically and culturally specific artefacts and practices informed by ideology. 
Understanding the links between the theoretical and the ‘real’ enables students to go on, in a later exercise, to design schools with more of an understanding that professional views do have an impact on environments. As one student said: 

 ‘I think it helps to see how the theory is in real life, like the photographs. I tend to remember more. It sort of sticks in your mind.’ Another said ‘Visual images, video, pictures of libraries, is all good, because it sort of puts it into a real context and you can relate it. But that works, certainly a lot better than just standing up and giving a load of (OHP) slides.’ 

That these challenges of connecting practice and theory, and of interpreting images, have started to be met by the students is clear from their responses to these sessions. 
Integrating assessment and learning
In conclusion, all the analysis of imagery involved in this module means that the somewhat mindless ‘hunter gatherer’ approach to learning is not possible after the first drawing together of printed adverts. This is also true of the assessment, which engages students in the creation of a study pack where the analysis of images is central. The study pack centres on two images of childhood. To demonstrate that they are aware of, and can identify, different perspectives on childhood I ask students to choose these two opposing images of childhood themselves. 
The emphasis in all the activities on the module is on interpretation and developing a critical language. This is also part of the assessment in that students need to explain their choice of images and the theory that they use in interpreting them. This use and development of critical language is further encouraged through having to design a study pack of images with an interpretative essay explaining why these images have been chosen that addresses a specific audience, that being students. As part of the assessment students are, in a sense, forced to explain to an audience of other students, why theory is important rather than simply describing theories. Specifying a student audience for the study pack signals that I want to hear their analysis and interpretation, an explanation and justification of their approach. Those who have recognised that there are generic questions that can be asked about images that will help them understand underlying messages and meanings are rewarded in this assessment. 
								
							



Chapter 6
Presenting theory and issues in a real life situation
Phyllis Jones
Introduction
This chapter discusses a session on the Year One module: Introduction to Care and Education. During the session students are introduced to and asked to engage with the complex and often emotive issue of inclusion. Inclusion as a concept is recognised as highly problematic. There can be great rhetoric between theory, government policy (DfEE, 1998; DfES, 2001) and the practice of inclusion. This leads to the importance of hearing the ‘lived experience’ (Moore, 2000) in the real world context. The work of Swain  et al. (1993) suggests inclusion is a process that challenges the status quo of provision and places the voice of disabled people as central to service development. The session is planned in order to offer the students an authentic and real life perspective upon the issue of inclusion. This offers a sound foundation for the reflection of their personal understandings and preconceptions relating to disabled children, parents and other professionals. The session is the first of two that specifically focus upon issues of disability and inclusion. In so doing, this encourages students to reflect critically on a complex topic in the early stages of the course. The second session, which follows a little later in the course, focuses more upon policy and legislation of inclusion in the early years. Some students take Care and Education with another part route, Disability Studies, where they have an opportunity to hear directly the voices of disabled people. It is intended that the experiences on this part route support the students ‘lived experience’ of disability. The learning and teaching in this session is designed to encourage students to reflect on the concept of inclusion from a variety of perspectives. Most importantly, it enables them to reflect on their own preconceptions and understandings. The chapter begins with the stated and shared aims and student learning outcomes followed by the story of the progression of the session. Student evaluations and reflections are then discussed including their reflections of the substantive focus, inclusion, along with the processes of teaching and learning engaged with, specifically the use of the video story. 
Aims, student learning outcomes and key questions 
The aim of the session is to enable the development of a discussion around the issues of disability and inclusion. An important element of this is to engage the students in a real life story of a family’s quest to have all their children attend a mainstream school, including Nadia, a young girl with cerebral palsy and who is profoundly deaf. It is intended that the students, through first watching and then discussing the video story will appreciate the complexity of inclusion and how passionate different groups of people can be about this. It is intended that by the end of the session the students will have a greater awareness of this complexity and also the need to consider a variety of perspectives, including a realisation of the impact of their own understandings and thoughts. The students are asked to consider some key questions and issues for the session, which are: 
• How may issues relating to disability and difference influence children’s development? 
• How may issues relating to disability influence the way children’s learning experiences are organised? 
• What is the role of our personal experience and attitudes when responding to children and families who are perceived as different? 
• How do the different perspectives of key stakeholders impact on our understandings of disability and inclusion? 
• What impact does this have for working with groups of children and families that are perceived as different? 
• What are the key issues related to developing greater inclusive services for all families? 
• What are the ranges of personal feelings that this issue raises? 
The progression of the session
The session begins by acknowledging that the students will bring a diverse range of personal understandings and experience related to disability and inclusion arising from their personal and professional lives. Students are asked if they would like to share their stories experience in the large group or wait until we are working in smaller groups later in the session. Disability and inclusion can be a very emotive issue, with some students bringing highly personal experiences and emotions to the session, so reassurance of the importance of being supportive and empathetic to each other in the group discussions is stated at the outset. It is also highlighted that people may disagree strongly with each other, but that it is important to listen and appreciate the perspectives of other people to inform our own developing understandings. This capitalises on other learning the students have engaged with on other modules that promote a culture of respect and a community of learning amongst the students. 
A brief introduction to disability then follows, which highlights the wide range of disabilities that are around and the possible influences these may have on learning and teaching. This is important as students come to the course with varying levels of experience and understanding, and whilst previous experience is greatly valued a common body of understanding is seen as something that will promote the greatest engagement from all students. The students work in small groups of five or six and share their current understandings of the ranges of disability and the ways in which they think this may impact on the learning of the children. In the feedback session from this, the statements that relate to child-centered issues and environment-centered issues are highlighted and discussed as different perspectives of disability. This process of appreciating multiple perspectives in constructing an analytical debate is what the whole course is designed to encourage. This is something that is developed further in Session Two. At this stage students are introduced to the notion that the way we view disability on a personal level impacts upon the way we respond to disabled children and their families. The video story is then introduced as an example of a family’s perspective of inclusion and the rationale for its use is that it offers a variety of LEA and family perspectives. The students are told that after they have watched the video they will go into small discussion groups.
							
The video is a story of a family with a disabled daughter who move across the country to ensure that all four of the children in the family attend the same school. Nadia, the key protagonist, is six years old in the video and has complex disabilities including cerebral palsy and profound deafness. A full account of the video story from Nadia’s mum’s point of view can be found in Clark and Jones (2000). The video presents the story in a balanced way in so far as it shows the differing perspective of two sets of parents and two local education authorities towards inclusion. The video is emotional, as the story of the family includes Nadia’s mum talking about personal, moving experiences, including the death of Nadia’s twin brother Liam. The passion for including Nadia in all aspects of family and community life by the parents is very strong. They are able to explain eloquently why they do not wish their daughter to attend a segregated special school. This is balanced by a father of another boy, who does wish his son to attend a special school and explains his reasons for this. There are interviews with the head teacher of the segregated school Nadia is leaving and the head teacher of the neighbourhood primary school she will be attending. The latter discusses the physical modifications that have occurred to the school building in order to enable Nadia to join the school. There are also interviews with two directors of Education, one from the LEA the family is leaving, who could not place Nadia in a mainstream primary school, and one from the LEA Nadia is going to who are able to offer a mainstream neighbourhood place for her. Each of these offer the reasons for their actions and the rationale for inclusion in their particular LEA. The video moves to the new school and follows Nadia, her one brother and two sisters around their new school. The head teacher discusses issues of support along with a teacher and two support workers. They discuss their thoughts on how well Nadia is settling in. The strong message that comes across is how well she is doing in this context. The video intertwines footage of Nadia in a home and school context, clearly a very popular and happy little girl of six who is an active member of her family and local community. 
Once the video has finished the students are asked to group themselves into five or six, discuss given issues and questions and be prepared to feedback to the whole group. The groups are asked to discuss: 
• The issues that emerge from the groups’ responses to the video and prioritise these to three for the feedback. 
•How the video presents different perspectives to the inclusion debate. 							
• What the video has taught the students about inclusion. 
The students are given between twenty-five and thirty-five minutes for this followed by a large group collation. This is managed in a way that draws out emerging themes and also acknowledges and affirms students’ own personal experiences. This can encompass experiences from their personal lives along with responses to this session. The intention is to stress the complexity of inclusion and the need for professionals to listen to the perspectives of key stakeholders. The session ends with a reflection of the general themes that have emerged, the issues and questions raised at the beginning of the session and a reminder that there will be another session focusing upon the issues of inclusion. Students are directed to the article collaboratively written with Nadia’s mum, which will highlight further reading if they wish to pursue these issues further. 
							
Student responses to substantive issues
In collating the responses of one cohort of students, the range of student learning and the efficacy of the session can be evaluated. These responses highlight the messages the students appear to be receiving in relation to the stated aims but also may allow a scenario where their assumptions and experiences in relation to issues of disability and inclusion are challenged. These responses were gathered from the notes of the students after their small self-selected group work and relate to the three key discussion points they were asked to address in the group. 
The three issues that emerged from the groups about the video
 Group One: 
• It (inclusion) is of benefit to all children (particularly social skills) to mix with all types of children. 
• It (inclusion) can be difficult to adapt schools to and some children do need some form of special education, even if included in a mainstream school. 
• The individual views of people are very important. 
 Group Two: 
•The important benefit of the social development of all children if integrating children with special needs in a class. 							
• The influence of personal opinions towards inclusion is big. 
• The reluctance of one LEA not to strive for inclusion. 
 Group Three: 
• How local authorities differ from each other. 
• Different parents want different things for their disabled child (this may be due to the other members of a family too). 
• How schools have to adapt in major ways to include disabled children, including ramps, toilets, doors and special needs teachers. 
How the video presented different perspectives to inclusion?
 Group One: 
• The video presented a balanced argument between the two local education authorities, two sets of parents and teachers from a mainstream and special school. 
							
 Group Two: 
• For some children inclusion would not be possible and for some it will – the video gave both views. Students felt that children with special needs should try and be included as far as possible, but it’s not always possible and depends on the wishes of the parents. 
 Group Three: 
•Although the video showed a lot of the mainstream school that Nadia went to it did not show any of the segregated special school the other boy in the video attended. Nadia did attend some of her own classes for some things in the mainstream school – so it was not total inclusion. 							
What the video has taught you about inclusion?
 Group One: 
• Inclusion is a strong subject to debate. We learnt that inclusion is a very controversial subject. It comes with a lot of personal preference/opinions/feelings. The implementation of inclusion is difficult. 
 Group Two: 
• Inclusion has to be supported by parents. It is important to discuss inclusion with children in mainstream school too. Although some children are included in mainstream school they are not fully taking part in mainstream education. 
 Group Three: 
• Inclusion is about choice, but what about the choice of parents who wish for their child to attend a segregated special school? This choice would be removed if every school is inclusive. 
							
It is apparent from the students’ notes that students do have a developing awareness of the complexity of the issues around disability and inclusion. There is evidence of engagement with a variety of perspectives, including for some, the realisation of the impact of their own understandings and thoughts. The session was planned in order to support the consideration of some key questions and issues. Reflecting on these, in the light of the students’ responses, it becomes clear that they have indeed engaged with issues relating to disability and difference in relation to children’s development and learning. However, in addition to this the students have been asked to engage in a debate about difficult issues from a multi-perspective stance; a main perspective being their own personal experiences and assumptions. The student’s awareness of the complexity and problematic notion of inclusion is apparent and most encouraging. In the small discussion groups they discussed the role of their own personal experience and attitudes and the different perspectives of key stakeholders. It is clear from the responses (and also being in the room at the time) that a lively debate about inclusion and disability ensued. However, individual responses in the small group work were not monitored and, although I circulated around the group, it may be that particular individuals dominated the group discussions. 
Student responses to processes of learning and teaching
After employing the use of the video story a couple of times and receiving positive feedback from students in general terms it became important to try to ascertain why they thought this process of learning and teaching was so successful. The rationale behind its use relates to contextualising a complex issue for the students and offering them an access point to engage in a debate. At the end of the teaching session the students were asked if they would be willing to participate in a more detailed reflection of the use of the video in their learning. They were placed in small groups of four to discuss three questions together with a final general question that asks for anything else the students would like to say. Table 1 (p.58) sets out the students’ responses to the three questions asked of them. 
							
[image: ]
Table 1. Student responses to learning and teaching (student notes).
Group Two were the only group to include anything in the final section of anything else they would like to add. They wrote that they would like the video to be more widely used in the sessions. A reflection of the responses offers some interesting insights into why the students appear to respond so well to this particular learning and teaching strategy. It appears that the use of the video enables a ‘real world’ scenario to be brought into the classroom context. The students seem to appreciate and respond positively to the structured and supported way they are guided through their reflection and discussion of the video. There appears to be an issue about student engagement and how the use of a video supports this. Some talk about this from the substantive perspective of enlivening the lecture material and putting theory into practice whilst some talk about a process perspective of how the video keeps the students attention and interest. For some of the students the variety of learning and teaching strategies that the use of a video promotes is helpful in breaking up the lecture time. However, the way the video is employed was raised as an issue, the students appear to like the use of the video, but this has to be capitalised on by the tutor. Something has to happen around it rather than just watching it. The importance of authenticating theory in practice was affirmed again in these responses. The students seem to respond well to the ‘real life’ element of the video story and this is highlighted by a number of groups as a particular element of their learning. 
							
Conclusion
The process of writing this chapter has been a developmental one. Clearly this particular session was chosen as a focus because it had been previously well received by the students. However, exploring the reasons why the students seem to engage so well with the learning and teaching strategies has been interesting and has implications for the wider context of teaching and learning at Higher Education level. They seem to enjoy teaching material that authenticates theory and offers real life perspectives. There is a feeling that they don’t just want to be passive learners but want such strategies to be incorporated into active learning scenarios where they have to engage and discuss the issues. Whilst writing this chapter I have realised that the aims and learning outcomes for the session were not as clear as I would want them to be and the process of reflecting on the session has been a developmental one for me. The insights of the students, although affirmatory in nature, have offered a greater understanding of why they perceive particular strategies to be successful. This insight into their learning from their own perspective has been most valuable and in future I would be much more explicit about why I am employing particular learning and teaching strategies and engage the students in a reflection on these. 
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Chapter 7
Staying close to the real world
Margaret Cook
Early Language and Communication is a double module which students take in their third year. The focus of the module is the young child as ‘meaning-maker’, and the module is in two parts. The first part is a taught section in which the issue of ‘meaning-making’; of young children communicating, interacting and understanding is discussed. Congruent with the ethos of the course as a whole in which students are encouraged to take a multi-perspectival view, we look at how children co-construct mental models of the world with adults and with each other. We explore how, as they develop skills of verbal and non-verbal expression children become able to communicate their own inner states, and also to understand other minds. We study transcript and video material of children talking, drawing, painting and playing. We discuss the ways in which children acquire skills of language and expression, both from the point of view of neurological development and in terms of language acquisition  per se. We see how for example, using elements of formal linguistic analysis introduce a particular way of evaluating children’s communicative skills, adding a further dimension to an understanding of the links between thinking, theorising and language. 
A summative assignment at the end of this section asks students to give an account of meaning-making, drawing on the themes from the different disciplines that have been discussed. We talk about how they might demonstrate their understanding of different perspectives in relation to meaning-making and focus on one or more aspects of this as exemplars of generic issues. Choosing an area to focus on requires students to think more deeply about the disciplines around which this body of subject knowledge is constructed, and to relate it to their personal sense of what the significance is of communication for the young child. 
How we communicate with each other is a fundamental human concern. Each student has their own history, their own sense of what it was to be a child trying to be understood in an adult world. Bearing this in mind, the opportunity to select areas of personal interest as a focus for the assignment reflects a sense that: 

 ‘Learning is and can be a value if we are aware that learning – which is decided by each individual in times and ways that cannot be programmed – is a ‘relational place’ that makes us reflect on the meaning of education itself and leads us to search for new paths in educating and in personal and professional formation.’ (Rinaldi, 2001, p.42) 

In addition, at this stage in the course, students have become familiar with thinking about issues in relation to young children’s development within particular paradigms. Presenting them with material and analysis from disciplines that may be unfamiliar to them at this stage in their course requires them to engage in alternative ways of thinking. 
For some students these more formal disciplines such as technical aspects of speech production, linguistic analysis, the link between cognitive development, syntactical expression and understanding, represent interesting challenges which they choose to pursue into the second part of the course. Others prefer a less formally structured approach. However, even though psycho-social perspectives on the child provide a more familiar ‘lens’ through which to study behaviour, an interest in this area can lead on to the less familiar dynamic of the psychoanalytic observation. For example, when Adam Phillips (1999) asks  ‘what must children give up when they learn to speak?’ the question challenges students to ponder on the relationship between body and mind, between direct experience and the distancing from experience that acquiring language brings. 
In the second part of the module, students use the disciplinary understanding that has been developed over the preceding weeks as a basis for analysing some ‘real world’ data. Their assignment task is to undertake an observation of a child interacting with other children or with an adult, which they then explore/analyse in relation to its communicative and ‘meaning-making’ aspects. They must consider what the contextual issues are which might impact on that communication, and/or what the episode demonstrates in terms of the child’s construction of the world. They must record their observation in an appropriate way, analyse their data using rationale/criteria relevant to the incident they have chosen to observe and present their findings to the other students in the group. A written report provides the assessed part of the assignment. 
This has proved to be a challenging exercise for students. The development of criteria from close analysis of transcript and video data demands a meta-understanding of the particular perspective taken, and also an understanding of how behaviour might be categorised or coded in order that the criteria selected could be used to compare behaviour. We spend some time looking at different analytic models to see how for example a developmental psychologist might assess behaviour using methods from hard empirical science compared to psychoanalytic observation methods where  ‘...the central tool is an intimate one-to-one personal contact whose transactions are subjected to self-reflective thought of as meticulous a nature as possible.’ (Miller, 2000, p.54) 
In addition, a ‘real world’ context is used to further students understanding of how interactions might be evaluated, compared and a subsequent analysis used.  Baby Express is an age-paced newsletter for parents which is being piloted locally in an area of social deprivation. The research team evaluating this study is multi-disciplinary, consisting of health visitors working in the field and at the University, a consultant paediatrician, a clinical psychologist, a major parenting charity, and early education which represents my own involvement. The newsletter focuses on emotional and behavioural issues during the first two years of an infant’s life. Its remit is to encourage parents to see their babies as thinking and communicating from birth, and as individuals whose developing abilities are dependant on interaction with an interested person. The research project looks at the impact of the newsletter on maternal behaviour, and the ‘real world’ implications in relation to improved nurture for infants are clear to students. Within the larger study a small-scale comparative study of infant-mother interaction allows students to practise using pre-existing criteria which have already been developed in relation to interaction between mothers and infants, and provides an ideal opportunity for students to practise their skills of observation and analysis. 
The following example (Fig.1) shows the model used: 
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Figure 1. Baby Express multi-point scale in relation to infant/mother interaction.
When students have collected their data and have begun the process of analysis, they present their findings to their peers. This proves to be a useful exercise in terms of helping them to sort out their thoughts prior to writing their assignment. Feedback from fellow students help them to understand whether or not the criteria they had used in analysing their material were valid in terms of their overall hypothesis. 
Where students present thought-through analyses, the criteria they develop are strongly related to the question that they had asked themselves. For example, one student investigated infant behaviours in relation to books. Drawing on relevant theory and observation of raw video material she developed criteria which consisted of: 

 ‘...five categories of behaviour which were evident in the data. The first behaviour noticed was touching or pointing at specific pictures in the books. The second behaviour identified was the child mimicking the sounds which the mother made. Thirdly, the child would sometimes scan the pages, really looking at pictures and concentrating on them. Fourthly the child would turn the pages on her own. The final behaviour noticed was the child responding to the mother’s speech with her own spontaneous sounds and vocalisations.’ 

Behaviour was compared at nine months and ten months when it was possible to assess changes in frequency and competency in relation to the criteria identified. 
Other students showed their ability to think in an interdisciplinary way. They linked ideas from different literatures, for example drawing on criteria from clinical psychology in relation to attachment, and notions of the adult as language facilitator from education theory, as is the case in the following extract: 

 ‘A. (mother) showed on several occasions positive expressed emotion towards L (baby), i.e. affectionate or complimentary expressions directed at the infant. Throughout the observation A. praised L. when she did something she was asked to do when playing. Moyles (1995) writing of adults as facilitators signifies a major feature of language, that children on the whole control their own oral language development guided by those around them and aided particularly by children’s innate desire to play.’ 

With this task they face one of the significant challenges for students in their third year: the synthesis of the ideas, disciplines and perspectives which they have acquired during their course of study, into embedded knowledge and understanding. The ability to think flexibly within a grounded understanding of theory, and the capacity to think creatively within a specific discipline is an profoundly useful skill to students working within a multidisciplinary paradigm.  ‘Interdisciplinary work can be carried out legitimately only after the individual has become somewhat conversant with the relevant disciplines’ (Gardner & Boix-Mansilla, 1999, p.86). The ability to be a reflective, critical and analytic thinker in response to complex human questions is dependent on a deeper understanding of principles and process, of the ‘circular and interactive processes’ through which the self develops as critical thinker (Brechin  et al., 2000, p.30). The students however respond to this exercise with enthusiasm seeing the observation as  ‘very useful in linking theory to reality’ and  ‘I enjoyed the observation part and learnt a lot from it’, and another  ‘The observation was a joy to do!’ 
One student writes: 

 ‘I was amazed at the learning capabilities there are (to be seen) in such a short time. I found the observation task extremely interesting as we were given the opportunity to examine closely and analyse interaction which I had not attempted previously. I found this personally very rewarding as looking back at the video recording, the relationship between mother and child is one of a unique nature, illustrating the care and affection they have for one another. When I initially made the recording many details passed me by, but once reflected on and analysed it was surprising how many aspects of child development are encapsulated into just a ten minute interval. It was certainly an eye opener, making me more aware of mother-child interaction, leading me not to take play for granted.’ 

For one student the task offers a unique opportunity to interlink the personal and the professional: 

 The experience of observing A. (9-month-old daughter) has certainly helped me in my understanding of meaning-makers. For my own meaning-making, I have interpreted A. through observation and looked at her in a different situation other than just being with her day-to-day, and not taking notice of the finer details of A’s development. This experience has been a special time, a special record of A’s development and her relationship with me and with H. as the observer. 

The module draws upon two paradigms in relation to learning. Firstly a view grounded in constructivism, which sees learning as experiential. Our perceptions change through our encounters with the ‘real’ world, and we adjust our thinking according to this new knowledge. A second and related view is that as we come to understand how knowledge can be structured within formal disciplines we begin to conceptualise the ‘here and now’. Deeper understanding becomes possible as we progress beyond knowledge contained within specific subject areas. We see how  ‘...organised subject matter provides the ripe fruitage of experiences’  (Gardner [see Leach & Moon, 1999, p.92]) from which it is possible to move towards a synthesised view. We would reiterate Gardner’s view, informed as it is by the socio-cultural psychology of Bruner (1990, 1996, 1998) that places an emphasis on student understanding above all else. Within this paradigm we can see how: 
							
						

 ‘...disciplines entail particular modes of thinking or interpreting the world that students need to develop ... and (that) concepts and theories are not disembodied from the knowledge building process through which they emerge.’ (Gardner & Boix-Mansilla [see Leach & Moon, 1999]) 

For the students the challenges presented by the module relate to the need to synthesise ideas from a range of disciplines in order to encompass the complexity of communication in its broadest sense. Each brings to the notion of communication deeply rooted beliefs about how we relate to one another, ‘folk theories’ in relation to how minds work, developed ‘not through imitation or didactic instruction but through discourse, collaboration and negotiation’ (Bruner, 1996, p.57). Through a focus on differing linguistic, sociological, cognitive, psycho-social perspectives students are encouraged to think ‘between the lines’ and see what light other disciplines bring to our understanding of children’s communicative strategies and our interpretations of the potential significance of these in terms of human consciousness. This represents a fundamental philosophy of the course, in which students are encouraged to develop a ‘situated’ understanding, and to be aware of their assumptions in relation to both their own lived experience and theoretical perspectives they encounter. 
It also provides an opportunity for students to reflect on some important issues in relation to young children as thinkers, and to understanding ‘the development of intersubjective interchange’ between children and the adults who are close to them (Bruner, 1996, p.56). 
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Chapter 8
The new childcare professional
Sue Miller
The 1990s was a time of considerable change in the attitude of central government towards spending on the early years. Childcare services for young children moved from being viewed as being the primary responsibility of families to organise and became a far greater focus of government policy. Always the ‘Cinderella’ service, the arrival of the Labour government’s White Paper  Meeting the Childcare Challenge (1998) catapulted early years into the policy spotlight. The link was made at the Treasury between the availability of good quality, accessible and affordable childcare and the ability of many parents, especially mothers, to access training and employment and to become economically active. Repositioning childcare as essential for economic regeneration moved it in one step from the shadows of being viewed either as an optional extra for the middle classes or a welfare state, child protection requirement for the poor. Instead, it became something that warranted investment on a far bigger scale than it had previously enjoyed. 
From the perspective of researchers and practitioners in the early years field this shift in attention was, by and large, welcomed. It gave a focus to what was regarded by them as a highly significant time in children’s development. Although there is much research evidence about the impact of early experience on cognitive achievement, there is also strong evidence of the way that conditions such as poverty, social deprivation, lack of employment and educational opportunity, poor diet and housing can ‘wash out’ these early gains. The poor, clever preschool child is overtaken by the rich, less able preschool child sometime around the end of the primary school phase if other ways of maintaining these initial gains are not developed. 
							
							
						
Good quality care and education is important in the earliest years, but real social engineering requires there to be attention paid to a far wider social, economic and political agenda. 
In part this development in thinking was a result of the impact of changing family structures and working patterns on the lives of children. A loss of many of the traditional heavy industries has resulted in the greater availability of some men to contribute to childcare and the growth of other service sector roles that were more attractive to women. The proportion of women working outside of the home, albeit often in part-time or low paid roles, grew. At the same time, changing demographic patterns meant that families who had lived for generations close to parents and grandparents from whom had traditionally accessed informal childcare were now becoming separated geographically as they sought work further afield. Other economic factors such as the massive rise in house prices that had been seen especially in the South of England in the late 1980s meant that for families to be able to afford to live in the area of their choice both partners needed to work. Better healthcare and life expectancies also meant that individuals were able and willing to remain economically active for longer and might not be as willing to take on responsibilities for grandchildren when they reached the traditional ages of retirement. 						
The impact of education on the lives of women and the changes in many of their expectations for a career outside the home also cannot be underestimated. Being able to command a salary that might equal or even surpass their partner’s gave these professional women far greater control and power in decision-making about how their family life should be organised. Greater choice meant the growth of a greater range of ways of bringing up children and organising their care. 
The latter part of the last century therefore saw a huge rise in the number of families wanting access to formal, well regulated, high quality childcare. The change in emphasis in policy brought, inevitably, a difference in funding streams coming into childcare services. Apart from new money being allocated to specific projects: Sure Start, Early Excellence Centres, Neighbourhood Nurseries, there was also a huge push to try to bring all providers of early years services into working partnerships. During 1998 every local authority had, by law, to create Early Years Development and Childcare Partnerships (EYDCPs). The development of the EYDCPS brought together the maintained sector providers in health, education and social services, along with the private and voluntary providers to develop childcare services in a strategic way in the locality. Together they had firstly to audit the existing childcare provision in their areas, then work together to increase provision. Each EYDCP was given targets by central government for day care, childminding, nursery, playgroups, out of school places and they received funding in the form of a Childcare Grant to do so. During late 2002 the work of the EYDCPs and Sure Start have now been brought together under one department within central government and are viewed as being a central plank in the government’s pledge to ensure that children in the UK do not grow up in conditions of poverty. 
One of the most important aspects of the role of the EYDCPs has been to improve the quality of the provision being created. This means maintaining an intensive programme of staff development and training opportunities as well as supporting the recruitment drive to bring more well qualified people into childcare and to develop an understanding of the career opportunities it can be seen to provide. Part of the strategy is to create a situation where childcare is no longer a sector perceived as only ‘wiping bums and noses’ but instead a hugely significant service supporting the care and education of a future generation. 
At the time of writing, childcare has become the second fastest growing profession in the UK. Not only are there more jobs for practitioners working in the ever growing number of settings, but there are other, often better paid, more strategic, management and developmental roles for individuals who have to plan, organise and develop the sorts of multidisciplinary partnerships and services that can deliver these. A desire to work with or for children in the past meant, by and large, a career in teaching for girls with A levels, nursery nursing for those without. However there are now a huge number of project manager roles, development officers, parent partnership providers, health promotion roles that require staff with credibility in the world of children and families but who are also not tied down to any particular view of children’s needs. These jobs are gradually receiving better pay and, therefore, becoming more attractive therefore to graduates, experienced childcare workers and managers. 
Understandably these developments bring with them considerable challenges. Questions abound as to the impact on children’s development of being cared for by individuals to whom they are not related and ensuring that those employed are fit individuals for the role. Reconstructing the roles of mothers and fathers, developing parenting skills and building relationships with children who may be bonded more closely to their key worker in a daycare setting than they are to their relatives, are all massive issues to be taken into account. 
						
For those involved in developing services with and for children and families, being able to address these issues is highly important. Being able to do this with confidence, secure in the knowledge drawn from a sound, well articulated, researched and grounded value base that has taken account of the knowledge and understanding offered by a range of different perspectives, is highly advantageous. Traditionally this has been very challenging to achieve. Most individuals working with young children have trained in a particular role: nursery nurse, teacher, health visitor and so on. Their working lives have been dominated by the expectations and responsibilities of these professional roles and the tasks and contexts in which they have acted these out. Although there has been much government rhetoric about the importance of ‘joined up’ thinking at the level of policy development and practice delivery, much has been written about the challenges involved in true partnership working. Basically, it is argued that it is easier said than done. 
This new early years agenda found itself slap bang at the centre of every one of these challenges, with a massive agenda to deliver and a workforce that was on the whole ill-prepared for the leadership and management challenges which have arisen. Apart from the different professional languages and the different though often overlapping priorities of health, education and social care, the sector is also riddled with inconsistencies in terms of conditions of service, pay and qualifications. These continue to be major issues though they are beginning to be tackled at central government level through the recent formation of a national steering group whose task is to develop a national framework for leadership and management for managers of integrated early years centres. 
On the BA Joint Honours programme the Care and Education: Early Years route is not a training course. It is an academic, discursive course which allows students to explore the tensions and issues that arise from the way that children are cared for and educated in a modern world. It grew, as a part route, from a recognition that new sorts of childcare professionals were needed, but frequently, did not exist. Individuals typically trained as teachers had little experience of working with the 0–4 age group. The work of the nursery nurse and the teacher gave little opportunity to take a wider view of children in their home and community contexts, being so tied either to seeing the child as a pupil or in need of care. Other professionals such as health visitors and family social workers did tend to work with children in their homes, but with a health welfare agenda. Although health visiting is a universal services, like social workers most of their time is spent with families deemed as being ‘in need.’ 
The individuals who came together to write the Care and Education course (now known as a programme) in 1998 all had different professional backgrounds. Although most now worked in Higher Education at Northumbria University, they had previously been employed in roles such as social workers, health visitors, community nurses, teachers, educational psychologists, special needs deputy heads and social services managers. This original team were joined by two individuals working then in local authorities with varying responsibilities for managing these new, integrated childcare services. They were, as a consequence of their own roles within local authority, used regularly to dealing with the difficulties of finding people with a sufficiently broad knowledge and understanding of children’s needs and of the range of different sectors’ perspectives of these. 
The group fundamentally believed that there was an increasing need, if services for young children were to reflect the different perspectives of childcare professionals and families, for individuals with both an interest in the sector, and the ability to recognise and unpack the various challenges and issues that were emerging as these new policies were being turned into practice. They needed individuals who could value the range of skills and knowledge different workers brought, but who held the sorts of inclusive approach in which partnership working thrives. 
One of the team commented, when reflecting on the process that led to the validation of the course: 

 ‘From the first it started to feel as though you’re going to come out with something that’s going to give the student something more than what any of us could give them individually.’ 

A second noted: 

 ‘...but the actual thing was from the very first meeting you began to think this feels good because we are going to get something which is coherent and it’s going to make more sense than a unilateral view of the child.’ 

The writing of the course, a process that took the best part of a year and involved discussions and meetings at the University quickly became viewed by those involved as an exciting and liberating experience. Several commented that in this forum they were ‘allowed’ to express a recognition of the inadequacies of their ‘home’ profession without feeling defensive and that they were similarly ‘allowed’ to endorse the work of other professionals: 

 ‘It always felt as if we had a respect for each others’ different perspectives and that was very special actually, because you don’t tend to get that in many circumstances.’ 

There appeared therefore to have been a high value placed by staff on the way that while they each individually make a contribution the whole is, very much, more than the sum of these individual parts. 

 ‘We do something together that we could not do as individuals.’


  ‘I’m able to explore an issue relating to children’s needs from different angles in a way that when I’m doing my other teaching on a training course I’m not really allowed to do. No one actually says you can’t, but you’re sort of straitjacketed by the professional training curriculum, the standards they’ve got to pass.’ 

It was perhaps the case that there was a recognition that although not a training course in the traditional sense, Care and Education (Early Years) had the potential to produce individual, autonomous learners with a passionate interest in the lives of children and their families. This was at a time when early years services were going through considerable expansion and beginning to recognise the value of partnership working and the importance of professionals to be able to think outside of their particular ‘box.’ 
						

 ‘I think it’s interesting that while we’re doing this, in the parallel universe out there exactly the same kinds of debates are going on. That stuff we said about the whole child and different services, it’s exactly what the services are saying they need to be. It’s difficult when people are set in their roles. We are starting with hopefully more pliable materials rather than trying to crunch the different bits together ... People do respond to what their daily practice reinforces to a certain extent. I think that is a goal we have, to create if not a new kind of professional qualification, then a new kind of professional thinker.’ 

The modules in Care and Education: Early Years reflect this desire to create spaces for students to think about the complex issues that impact on children’s lives. Complementary Roles which is the module described in Chapter 9 does exactly this as students have an opportunity to hear the different ways in which a range of childcare roles are viewed, some obvious others less obviously so. Promoting Health and Development, described in Chapter 10, is a part of a semester where students have modules taught with a strong health perspective alongside one which sets out to present a social care model and another which focuses on the child as a pupil in an educational setting. 
The group wanted a course that would develop in students a theoretical knowledge base for working which recognised the interrelationship between views of children’s needs and a planned curriculum. Challenges to achieve this included firstly finding a common language. Regardless of whatever social or professional group to which an individual belongs a common understanding of terminology will tend to develop. Certain mindsets evolve and these are reflected in how a topic or issue is approached. These contrasting views were evident in a module entitled ‘Promoting Development’ which was interpreted very differently by those colleagues with a background in health as opposed to those with backgrounds in social care or education. 
A second challenge was to ensure that, in the process of developing the course, the priorities and interpretations arising from these different professional perspectives had space to be acknowledged and explored. Respect for different perspectives was viewed as fundamental to successful multi-professional working. It was, for example, agreed that the second year of the course would become a time when parallel modules would run that each offered different ‘takes’ on children’s needs by offering individually a health, social care and educational perspective. In the words of one student: 

 ‘I think last semester cemented a lot of things for me because (we were taught) by lecturers with different perspectives. We had somebody with a social work background, we had somebody with an education background, somebody with a health background and obviously the modules they were teaching on were centred around their particular professional experience.’ 

Throughout the course, students are confronted with opportunities to reflect on how young children are viewed, and the possible reasons for this. At the same time, they also are able to reflect on the attitudes that those caring for and educating young children, either within the family or in a professional capacity, hold about their roles and responsibilities in these. In two of my roles as Course Leader and Chair of the Sure Start and Early Years Development and Childcare Partnership in Newcastle I am constantly looking to develop ways of supporting the development of enquiry and understanding into policies and practices that involve children and families. Although Care and Education (Early Years) is not a professional qualification in its own right, it is designed to support the practitioners, managers and developers of the future by giving them the sorts of professional and personal understandings and value base to work effectively in this sector. As one student put it: 

 ‘I think any employer would be daft not to employ us. I mean, that sounds arrogant, but I really do believe that after three years of such up-to-date information, from very forthright thinkers, we’d be very employable. We’ll have a broad knowledge base. We might not have a broad skill base, but we’ll have a broad knowledge base where we could fit into several niches in the care and education field. The bottom line is, we’ll know why we do what we do, and what we believe, and we’ll be able to explain it.’ 
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Chapter 9
‘I don’t know how people with such different attitudes about what’s in the best interests of children ever manage to agree about anything!’
Gwen Marples
Current governmental policy with regard to the provision of services to support young children and their families strongly emphasises the importance of integrated provision of services (Roberts, 2000; www.surestart.gov.uk). It is crucial that students, from the start of the Care and Education course, are continually encouraged to think about this concept. In the early stages of the course, however, many of the students find that integrated working is difficult to understand, especially if they have little prior knowledge or experience upon which to build their learning. This chapter talks about a Level 3 module, Complementary Roles in Care and Education. It is anticipated that, by the time students commence this they will have developed a secure foundation of knowledge, allowing them to deepen their insights into the complexity of multidisciplinary working across a range of different settings and from a variety of differing perspectives. 
This chapter is about a module designed to help students to think ‘outside of the box’, by encouraging them to appreciate the range of challenges that exist in multidisciplinary working. At the same time the module is continuing to develop the new type of ‘childcare professional’ that the course overall is seeking to create, an individual who reflects critically within their chosen role or occupation. 
							
						
An additional complexity for students (and also for practitioners) is that the roles of the various practitioners and agencies studied within the course tend to be in a state of continuous flux, partly in response to rapidly developing governmental policy in respect of early years provision. Practitioners, now much more aware of the concept of reflective practice, are being called upon to deliver services within a framework that calls for a collaborative, negotiated and power-sharing approach to their work (Brechin, Brown & Eby, 2002). 
As tutor for the Complementary Roles module it could be argued that I, as both a professional and also as an academic, bring my own personal and professional values and beliefs to the overall delivery of the module. My own research interest lies in the field of partnership working. At the same time, as a result of my considerable community-based nursing experience, I firmly believe in the concept of holistic health in its broadest sense. I also bring knowledge to the module from previous research work with which I have been involved. Some of this work involved the implementation of a concept known as Health Impact Assessment (HIA) (Department of Health, 1997), which is a rapidly developing field of interest both nationally and internationally. Basically, in its most simplistic sense HIA looks at the impact on health of any non-health related policy, programme or project (McIntyre, L. & Pettigrew, L., 1999). For example, the development of an outdoor play area could be seen to have a positive impact upon the health and well-being of the local children and their parents as the children would have somewhere safe to play. The converse view, however, may be that such a play area may attract the attention of older children who might seek to misuse the resource for a variety of reasons. Such provision may then be perceived to have a negative effect upon the health of the local community in which it is situated. 
Getting the students to think about the different perspectives of policies, programmes or projects in such a way helps them to appreciate the impact, both positive and negative, that such developments may have on families and their young children. It also further reinforces the nature and complexity of complementary roles. 						
The overall aim therefore of the final year module Complementary Roles in Care and Education is to encourage students to reflect critically upon the inherent complexities of providing integrated services for young children and their families by exploring the relationships between different roles and the impact of these relationships on practice. In addition students are encouraged to reflect critically upon their own personal value systems in relationship to integrated working and how these might impact upon their own working practices. 
						
The learning outcomes for this module centre around the following: 
• Having the ability to extend and apply previously learnt knowledge concerning the range of different practitioners’ roles, being critically aware of the place of these roles within different models of intervention and any possible impact that these relationships may have on practice both for the practitioners themselves and for the service users. 
• Being able to critically analyse the changing models of intervention within early years settings. 
• Being able to question assumptions surrounding models of intervention. 
• Being able to develop an awareness of the strategies that may be required by practitioners in order to develop relationships that will benefit very young children and their families in the community setting. 
Student learning within the module is enhanced by employing a range of teaching media including lectures, small group work, use of video material, analysis of written material taken from academic texts and newspaper reports. In addition the students are able to participate in a number of sessions where talks are delivered by a variety of outside speakers. 
I use what I call a ‘stepping stone approach’ to the acquisition of knowledge in the module, and this reflects the way that students have been introduced to new information throughout the course. I believe that learning on a course such as this needs to be incremental. The learning that takes place on the module(s) that I teach does not happen in isolation. It occurs in conjunction with the knowledge gained from other modules that the students have studied on their chosen routes within the course. Metaphorically speaking, it is rather like having a large jigsaw with many loose pieces, at the start of the course. The students and teaching staff need to bring all of the pieces together into one large cohesive entity by the time the students are ready to graduate and move on into their chosen field of employment. 
So, to enable the students to understand the inherent complexities faced in providing integrated services for young children and their families it is important that they were given at Levels 1 and 2 a sound understanding of the different professionals and agencies that may be involved in such provision. 
As the students progress through the course this notion of integrated working is continually reinforced. It becomes a theme that ‘snakes its way’ through the various modules that make up the course. Differing ways in which this learning outcome is embedded into the course is by the use of, for example, observation visits, outside speakers and the use of teaching videos. 
							
						
Understanding different terminologies
During the first few sessions of Complementary Roles in Care and Education the intention is to get the students to consider fully the implications of the differing terminology that may be used when practitioners and others are talking about practice in relation to early years provision (Hornby, S. & Atkins, J., 2000). Through the use of analysis of a variety of academic articles, for example work by Brechin, Brown and Eby (2002) and Loxley (1997) the students are encouraged to reflect upon actual meanings of words such as team working, multidisciplinary working, collaborative practice, inter-disciplinary working and interagency collaboration. The purpose of the exercise is to get students to realise the subtle differences in meaning of this terminology, despite it being used interchangeably both within the literature and also by practitioners themselves in relation to their own practice. 
The students are further encouraged to examine the perceived benefits and the potential challenges which might exist for those practitioners seeking to work in such a manner. In effect they explore what is rhetoric and what is reality in relation to inter-agency collaboration in respect of early years provision. Given this theoretical background it is anticipated that the students will then be able to develop a deeper insight into the information being provided by the outside speakers who contribute to the module. 
Using the ‘jigsaw approach’ that I referred to earlier in this chapter in order to enhance the students understanding, my intention is to get the students to think critically about such roles and the complexities of trying to work in partnership. I get them to reflect on questions such as: ‘What works? Why does it work? When does it work? How does it work? Where does it work? and Who does it work for?’ In doing this I make use of ‘real life’ examples from the evaluation work that I undertake with several local early years initiatives such as the work that I have done with done with Sure Start and the Early Excellence Pilot Programme. I also use examples from an evaluation of a family centre that utilises a community development approach to its work whilst working in close conjunction with a Beacon (DfES awarded status) Community Nursery School. 
In making use of these real life examples I attempt to tease out what is perceived as ‘successful working’ by the practitioners themselves, by the parents, by the children (whenever possible) and by senior professionals operating at a more strategic level. Here I pose a number of questions. For example why does one particular Sure Start programme seem more effective than another? Is it the composition and degree of integration of the different professionals within the staff team that influences its overall success? How important is the overall strategic direction given to the programme or project being considered? Finally, to what extent is it the drive and enthusiasm of specific individuals that make such team working possible? 
Bringing in outside speakers
To address this consideration of how one issue can affect another I utilise input from outside speakers who work with a variety of different agencies. This past academic year I have used the Sure Start (Roberts, 2000) initiative and the Victoria Climbie enquiry to inform the choice of speakers. Students have had sessions from senior managers from Job Centre Plus (employment) and from housing. Housing has many links with health. The provision of good quality housing has a considerable impact upon a child’s life. A damp house may result in poor health for a child who may experience severe respiratory problems and could be hospitalised on a regular basis. Alternatively being homeless may mean that a child and his family have to live in poor quality bed-sit accommodation with inadequate cooking facilities and no space in which to play. 
The purpose of bringing in speakers is twofold. Firstly it clearly illustrates the different perspectives that exist and secondly it allows students to tease out in class time the similar themes that are common to all or most of the stories that the speakers tell. Using a range of speakers enables me to move beyond contexts and situations with which I am personally familiar and highlights for the students the generic nature of the issues about children and childhood. I get the students to consider the language that is being used, the similarities and the differences between speaker’s views of the child, the values and beliefs that the different speakers have about their own particular role and how it related to the work of others with whom they may come into contact. I help students to ‘hear’ what our speakers are really saying and we talk in follow-up sessions about the issues. Again I prepare a list of questions for the students and we explore issues such as the tensions that usually exist when practitioners try to work in partnership. For example, we will discuss what happens when a social worker tries to work with a police officer based in a child protection unit. We consider issues around power and exactly where power lies and why. 
A good example of how this approach works is provided from the talk given by two outside speakers in relation to employment services and the influence that lack of employment may have upon the lives of families (including those with small children). The two speakers were senior managers from Job Centre Plus, one of whom in her own work had a responsibility to plan employment services at a strategic level for families and single parents with very young children. As a result of their knowledge the speakers were able to make a clear connection for the students between employment and benefits services. To an experienced educator the session offered to the students would have seen as being well planned and well structured, it was delivered with humour and it was extremely informative. Whenever possible the information given was specific to families/parents/carers with very young children. The presenters actively encouraged the students to interact with them. Yet some of students within the group really struggled with the concept of how great an impact there can be upon some families when there is no employment or alternatively a very low paid job, as it was not a connection that they had made before. 
							
Range of outside speakers
Students have had sessions from members of the police force, child protection, community safety issues, the prison service, employment services, housing, social services, voluntary organisations. At the same time attempts are made to bring speakers in from a range of differing geographical localities. 

 ‘...it is better to have these types of sessions as opposed to just talking about what different professionals do...’ 

This means that the students will gain an understanding of the complexities of providing services, facilities and resources in differing areas or communities. Once again I try to get the students to ‘think out of the box’. In real life, young children and their families or carers have the potential to come into contact with a considerable range of individuals from a diverse range of agencies and services in distinct geographical localities. 
Comments from session evaluations by the students clearly identify that they, on the whole, greatly value the opportunity to learn from outside speakers who are ‘doing the job on a daily basis.’ 

 ‘It is of value to hear what is happening in practice. It helps so much for when we are looking at the theory.’ 


 ‘Very useful information can be covered that could not be effectively done otherwise.’ 


 ‘Interesting and informative – rather than lectures and “text book” work all of the time.’ 

The ‘real life’ experience that the speakers bring to the session clearly helps the students to make the connections that we have spoken about on a more theoretical level within the sessions. 
For example, the police officer from the child protection unit uses the terminology that she would hear and use when she is working with the children and their families. She tells of real life experiences. She also brings current policy knowledge to the session. One student said: 
							

 ‘The session was extremely useful. It gave me an insight into multidisciplinary practice from a hands-on point of view ... what to do or not to do if I was in a situation of referring a child or not...’ 

For example on the last occasion that this particular police officer came to speak to the students, the report produced by Lord Lamming in relation to the Victoria Climbie child abuse case had only been released some twenty-four hours previously. As such this speaker was able to tell the students about how her own employing force were at that stage thinking about implementing the recommendations of the report (in partnership with other relevant agencies). This valuably exposes the students to a broad range of specialised knowledge which enables them to situate children in a broader context and sometimes encourages them to think about the child in new ways. 
The following quote from a mature student on the course helps to illustrate this: 

 ‘I found out things that I didn’t know even though I have had quite a lot of (child protection) training over the year...’

Achieving the aims and learning outcomes of the module
Evaluation of the module overall suggests that the students do greatly benefit from and enjoy this type of teaching and learning. It gives them a different perspective and a series of different lecturers to listen to, arguably a valuable bonus when they are halfway through a module having had the same person for each of the earlier sessions! 							
In receiving feedback from the students I do try to take on board the comments made by students. It is evident that the more engaged students wish to probe further the issues that are raised by the outside speakers in relation to partnership working. 

 ‘The guest speakers were an extremely useful way of gaining an insight into how professionals work together (or not) ... I would have liked the sessions following the guest speakers to have had a bit of time built in to reflect upon the previous session...’ 

By the end of the third year of their studies, hopefully, most students will have gained the knowledge to enable them to clearly understand the challenges associated with how: 

 ‘...people with such different attitudes about what’s in the best interests of children actually ever manage to agree about anything!’
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Chapter 10
The health perspective
Carole Proud
As a lecturer, my professional background is in Children’s Nursing and Child Health and, for the majority of my time, I work with students studying for a professional qualification in nursing or health visiting. The remit is relatively simple – we explore the evidence base that underpins our role and the skills necessary to deliver high quality ‘care’. However, teaching second year students on the ‘Joint Honours’ route provides a different set of challenges. These students need to both understand and question the ‘health’ perspective. Part Two of the second year module Promoting Health and Development supports students to look at health from a theoretical, practical and professional viewpoint and, above all, to ‘vision’ how child health may be maximised at the beginning of the twenty-first century in the UK. 
To this end, we start with material that students have met before from the children’s rights agenda and Article 24 of the UN convention: 
• Children have the right to be as healthy as possible. If they are ill they must be given good health care to enable them to become well again. The government must try to reduce the number of deaths in childhood. 
•Children have the right to live in a safe, healthy and unpolluted environment with good clean drinking water. (Department of Health, 1993) 						
This leads us to explore  ‘what is this thing called health?’ and to consider definitions ranging from the purely  ‘pathophysiological’ to Seedhouse’s (2001) view of health as  ‘the foundation for achievement’. In particular, students debate why actions of the ‘mind-body split’ (known as the Cartesian Principle) and the ‘genes versus environment’ argument have played such an important role in Western healthcare. Moving on, we begin to analyse the factors which impinge on the attainment of optimal health, for example poverty, long term illness, loss and bereavement, knowledge and empowerment. 
Fundamental to this analysis is the deconstruction of the relationship between parent/professional and child. Here the work of Berry Mayall (1996, 2002) is valuable in helping students to understand how a ‘fixed’ perspective may limit creative solutions to complex problems. As Mayall (1996) noted: 

 ‘We assign social significance to the chronological age of the child – so under 5s are the property of mothers and the health surveillance system – with bodies as a central focus, while over 5s are the property of schools and education services – with the corresponding focus on minds.’ (pp.4–5) 

On a ‘purely academic’ course understanding the relationship between professional/professional and parent-child/professional can be problematic. To support students in this work we have introduced a teaching-learning strategy where students ‘quit’ the classroom and gather their own ‘data’. It is this strategy, which I aim to focus upon within this chapter. 
Listening to the story: preparation
Asking students to collect data around parents’ perceptions of the health of their young child is an approach which the course team increasingly values each year that we incorporate the session into the module. At first, it served solely to ‘give the parent perspective on child health issues’ in lieu of inviting the ‘token’ parent into class. Then it became clear that this session was fulfilling the health policy agenda whereby the ‘consumer’ voice is fundamental to the planning and delivery of services (NHS Plan, 2000). This is also an issue in the multidisciplinary, cross agency initiative to Child Protection (DoH, 2000) and in the Government’s drive to improve the overall life chances of young children through Sure Start. Overall, a major challenge for health planners is how to obtain consumer views. 
Furthermore, by asking students to consider how to obtain parental views, we are beginning to develop the students’ skills of data collection prior to commencing their third year dissertations. The question ‘How do we obtain parents perceptions and views on issues in child health and health care?’ begins to generate ideas about personal philosophy and methodology. Each year, a few students are drawn by the idea of a written questionnaire but generally we are able to encourage, engagement with parents and the collection of ‘richer’ data through ‘semi-structured interviews’ or ‘narratives’ – particularly when the sample size is one! (Flicke, 2002; Silverman, 2001,). 
							
In attempting to meet the ethical issues of consumer involvement and consent, we ask the students to find a ‘family’ with a very young child who, ideally, is known to them. This may be a relative, neighbour, friend or colleague who is prepared to support their studies. The students are encouraged to read about ‘interviews’ and ‘storytelling’ as forms of qualitative data collection but are also given quite specific guidelines to begin the process. The specific, almost prescriptive, guidelines aim to support the ‘anxious’ and/or novice student into the research process. We want the students to begin to engage in and understand the skills necessary to carry out an interview. If the students are to move to research based on ‘narratives’ they must become expert listeners, encouraging the interviewee to ‘tell the story’ but at the same time ensuring that the story is pertinent to the research agenda set. The following guidelines are taken from the students’ module handbook: 

 ‘In building a picture of the parents’ perception of their child’s health and health care, you are asked to collect qualitative data around the following questions:

1.  Do you consider your child healthy? 
2.  What do you understand by ‘health’? 
3.  What do you do to promote your child’s health? 
4.  Where/from whom do you gain support in matters of child health? 
5.  Have you been to your local child Health Clinic? Thoughts/impressions? 
6.  Has your child been unwell? 
7.  Has your child been hospitalised? 

 Other questions will be negotiated in preparing for the session. From these questions we hope to get the parents to begin to tell the story about what it is really like to deal with the health and illness of their young child. To get parents to move beyond monosyllabic answers, you will need to develop your skills as an “interviewer”. 


 For example: 

• Try to be an active listener, encouraging the interviewee to continue by displaying appropriate non-verbal signs and sounds, try to avoid filling gaps. 
• Encourage the storyteller back to telling the story if they drift by saying something like “you mentioned ... tell me a little more about this”. 
• Try to end on a positive note with a global question such as “what’s the most difficult thing about caring for...? What’s the happiest experience you can remember?” 

 Ideally the narrative will last 10–15 minutes and you will tape record the interaction. Transcribing the interview on to paper will take 1–2 hours but will aid analysis. Remember issues of confidentiality and replace names, dates, etc. 


 When you analyse the interview, consider the following points: 

• What was the storyteller’s story? 
• How did the storyteller interpret the issue that was discussed? 
• Were there any emerging themes or issues, e.g. availability of support? 
• Reflecting on these experiences what other questions need to be asked? 
• What other stories do you need to hear? 
• How easy was it to carry out the interview? 

 In the next session we will be using your data ... so please come along prepared to share your findings with the class.’ 

Reality, the student experience: analysing the stories 
The following classroom-based session is spent encouraging the students to: 
• Share their experience of the process – ‘How did it feel?’ 
• Share their analysis of the data from a health perspective – ‘What are the messages from parents? How could they be translated into health action by professionals?’ 
The students first share their thoughts in small groups of 4–5 students and decide which issues they wish to feedback to the main group. This, hopefully, encourages all the students to get their voice heard. 
The process
The students demonstrate tremendous sensitivity and insight when sharing their insecurities and lack of experience about carrying out the interviews. One student summed this up as: 

 ‘The interview was a disaster but I learnt so much.’ 

Several themes emerged from engaging in the process. One was a feeling of unease in this new role of ‘researcher’. As the student’s commented,  ‘I just panicked, I had the questions written down but didn’t know how to ask them’ or ‘I felt I should make the Mum feel at ease but in the end it was the other way around’ and  ‘I felt I was imposing, she was just putting the little girl to bed and I was wondering was it the right time?’ 
Secondly, on reflection, several students expressed concern about the quality of their data: 

 ‘I decided to carry out a telephone interview, so that I could speak to my cousin who lives down South but it ended up as a question and answer session and I didn’t find out much.’ 


 ‘I had hoped to talk to both parents but Dad decided to go to the pub.’

Other students were fascinated by the data they obtained: 

 ‘I couldn’t believe it, her kids are the same age as mine, I thought her attitudes and answers would be the same as mine.’ 

And then there is the perennial problem of working to deadlines: 

 ‘I meant to do the interview last week but my little girl was ill, so I asked some parents in the playground last night...’ 


 ‘I’ve done the interview but I haven’t had time to fully transcribe ... it takes ages doesn’t it?’ 

Above all, the majority view was that, it had been a useful experience and it would influence their choice of methodology for their Year Three dissertations. 
The data
The students are encouraged to tell the group the stories, which they had heard from the parents. Together we start the analysis of the data by examining the ‘messages’, which the parents were telling us. Each year the data is amazingly rich and we create a tangled, vibrant spider diagram to illustrate parents’ perceptions of health. The confident student may begin to tell the story but as the diagram grows, it encourages other students to speak out about their interview experience. This simple process gives students a ‘worked example’ of first stage data analysis and the value of ‘testing out’ theme analysis with the peer group. The data from the class of 2003 is summarised in Fig.1. 
							
In 2003, the parent interviews focused mainly on the relationship between the parents and health care professionals. One question, which we needed to ask was – do we get these results because health is seen in terms of health services or because of the focus of our questions? 
The students were concerned about the number of negative messages about parent/health professional relationships that they heard expressed. Although professionals talked about a philosophy of partnership, support and empowerment, this rarely seemed to happen in practice. Instead, parents talked of ‘unresponsive’ services and frustration when attempting to gain information. Lay support via family and peer group appeared to be greatly valued and parents spoke openly of their perceived ‘vulnerability’. This wave of negativity may have been linked to the method of reporting the interviews – just exploring an area of the interview which was ‘particularly interesting’ and sharing within the small group – so one story triggered similar material. However, it did suggest that parents wanted information and support about their child’s health but delivered in a very different way. Students went on to talk about the ‘Sure Start’ way of working with a group of parents through group sessions rather than one-to-one consultation. Hospitals were summed up as  ‘Well, nobody likes hospitals’ as though the nature of the system could not make them supportive, empowering places for families to go. 
[image: ]
Figure 1. Messages from parents.
Students responded well to the question  ‘What else do we need to know?’ and suggested further work with health professionals to explore the relationship between parents and professionals more fully. 
Thoughts from the exercise
The data that the students obtained is valuable in helping them understand the importance that parents attach to their child being ‘healthy’ and the stress and vulnerability that ill health induces. Perhaps more significant is the realisation that by ‘listening to parents’ important messages are derived for the planning and delivery of services. With hindsight, the majority of students ‘enjoyed’ the exercise but at the time found it hard work and challenging. Hopefully, it served as a positive ‘stepping stone’ to third year dissertation studies. My main concern is ‘have we allowed the students enough time to reflect upon the process and the material that they have obtained?’ I believe we could go further. 
One concern is that, at present, this exercise has a minimal part to play in the assessment schedule. In the assignment for the module students are asked to write an essay based on an issue, which affects the health and development of the young child. The ‘issue’ may be derived from work within the module, discussion with parents, a visit or their own experience. Few students chose to focus on the relationship between parents and healthcare professionals instead opting for the question that allows them to carry out an exploration of the link between poverty and child health or the influence of long term illness on family resilience and well being. These ‘topics’ are areas covered in individual lectures and students have already been introduced to key literature around them. Perhaps, we need to value the students’ work by following up the session on data analysis with a further session where we link the students’ findings to the available literature. In 2003 this would have involved an exploration of professional role and power and a critical analysis of the concept of ‘partnership’ between professional and parent. This could help students to value the theory that links to their ‘data collection’ and nurture their ability to analyse rather than describe their data in final year dissertations. For this module, it could help them to link their work with parents to the assignment. 
Whatever, the students gain from this exercise the overarching message of the module remains that the ‘health’ perspective is a dominant and powerful perspective in Western Society. Politicising ‘health’ has meant that our expectations of ‘hospital’ and ‘clinic/GP’ services has increased. Yet only 20% of children ever receive hospital care (McFarlane, 2000). Seedhouse (2001) showed that ‘ services’ are a small part of the achievement of optimal health – basic needs such as shelter, age appropriate nutrition, good information and a positive education linked to a strong sense of community will have a greater impact on promoting health and development. Similarly, Hall (2003) has encouraged a programme of targeting vulnerable groups and creative working across disciplines if the aim of ‘health for all children’ is to be reached. This is the message that we want our students to take away from the module. 
References
Department of Health (1993)  The Rights of the Child (Stationery Office). 
Department of Health (2000)  Framework for the Assessment of Children in Need  (Stationery Office). 
Flick, U. (2002)  An Introduction to Qualitative Research (Sage Publications Ltd). 
Hall, D.M.B. (2003)  Health for all Children (4th edn.) (Oxford University Press). 								
Mayall, B. (1996)  Children, Health and the Social Order (Open University Press). 
Mayall, B. (2002)  The Sociology of Childhood (Open University Press). 
McFarlane, A. J. & Sidey, A. (2000) ‘A “new” National Health Service’. In J. Muir & A. Sidey (eds)  Textbook of Community Children’s Nursing  (Bailliére Tindall). 
Seedhouse, D. (2001)  Health: the foundation for achievement (2nd edn.) (John Wiley and Sons). 
Silverman, D. (2001)  Interpreting Qualitative Data: methods for analysing talk, text and interaction (2nd edn.) (Sage Publications Ltd). 
Useful websites
Sure Start: http://www.surestart.gov.uk
NHS Plan (2000): http://www.nhs.uk/nationalplan

Part 4
Contemporary Issues in Childhood:
 Approaches to Teaching and Learning 




Chapter 11
‘I’ve never written this type of essay before’
Sue Miller and Kay Sambell
For many of our students, writing before starting on the course has been a process that has focused on gathering information rather than analysing it. Staff often typify students as ‘hunter gatherers’ making sorties into the library or onto the Internet to ransack the shelves or files for data that they can use to pad out their essays with content rather than to explore complexities within the questions they are seeking to address. We often say to students that they will have many views and beliefs about childhood that reflect their own upbringing and experiences, attitudes and values. They should, however, expect that the course will provide a space to take these out into the light of day and examine them in some detail to know why they think as they do. Being close minded is not really an option on the courses, nor is simply regurgitating factual information. Students must learn to think and be able to organise this thinking into a written argument. 
The sort of writing that these courses are seeking to develop in the students relates far more to the ability to consider an issue related to childhood, find a focus for a question that could be explored in relation to that issue and then to develop an argument in relation to this question that arises from this exploration. This argument needs to show that the writer can view the question from different angles, has an understanding that there will and should be different perspectives on the issue under discussion and can identify and organise their responses to these in a coherent way. Much of what has gone before in earlier chapters illustrates that this is what we are seeking to do. These courses are trying to develop in students the ability to write authoritatively and in order to do this, to read widely and relevantly. This would be characterised as adopting a deep approach to learning. 
						
It might seem that the most immediate change in students’ approaches to studying could be achieved by providing appropriate study skills training. Attempts to develop workshops and study materials that describe and allow students to practise more effective methods have been tried, but such training rarely seems to carry over into students’ actual work (Ref). If effective studying is discussed  within the courses themselves, however, and if staff exhibit a consistent interest in how students are learning their discipline or professional area, then deep approaches are much more likely to be developed. Yet, unless all elements of the teaching-learning environment show  constructive alignment – the need for understanding made explicit and teaching and assessment approaches  all directly supporting that requirement – then training in study skills serves only to strengthen whatever strategies students believe will enable them to pass. (Entwistle, 2001). Both of the courses under discussion here embed tutorial sessions around assignments regularly into teaching time in order to try to develop students’ ability to understand how to unpack assignments. Lecture time is allocated to small group sessions where students are able to address assignment issues specifically. 
Of course, supporting students to write in the academic style required to be successful on these courses is a central concern of staff. This is both on a professional level, after all staff enjoy teaching students that are demonstrably making progress, but also on a personal, human level. It is very apparent that students become anxious about assignments and lack confidence in their ability to write in the way that tutors want them to. This is demonstrated in the increasing frequency of approaches students make to staff for help as assignment deadlines draw near, but also in the reluctance to begin these assignments in the first place! This is an uncomfortable realisation for staff on the course, who often describe their concerns for students becoming overly anxious about their work. 
Within the teams there is considerable evidence of staff making themselves available to students both within and outside of teaching sessions in order to offer advice and guidance on assignment writing. In addition, the university has extensive study skills support services able to offer individual guidance to any student that asks for it. The team members themselves recognise the importance of being approachable as well as helpful. 
The Writing at University module that this chapter is going to outline was introduced as a core element of the first year of both courses in order to help students to address questions relating to how to write academically. It seeks to make transparent the approaches that the courses are taking to writing and reading and to help students to make sense of the criteria for the assignments that each tutor publishes with the essay titles. As a core module, it is assessed, and students must pass the module before proceeding to Year 2. This is because the module is seen to be fundamental to the students’ success on all aspects of the course. It is felt to be important that these messages are communicated from the earliest opportunity. 
When students first arrive at the University they encounter an Induction week. This is a time when, traditionally, they register and receive vast quantities of information about university life. Much research has emphasised the importance of the first impressions that students form of the Institution and their feelings about the transitions that they are making. This is a time when it is important to feel connected to the places you have left behind and to the new institution you have joined. 
It is because the staff believe that the messages about what the course expects are so significant and challenging, that students are introduced in Induction week to their Academic Guidance Tutor. The University has a policy of allocating students to members of staff that act in this roles. Their primary purpose is not to deal with welfare issues (the University has a very substantial Student Services department for this) but to focus on academic support. Within the Joint Honours programme the guidance tutors are all core members of the staff team with a substantial teaching commitment across the course. As such, they have considerable knowledge of the course’s philosophy and management. They are introduced to the students immediately because they are going to have a significant role throughout their undergraduate academic careers. 
The guidance tutor’s role is embedded not only within the programme as a whole, but also in the Writing at University module. Within the programme, students have an entitlement to meet with their guidance tutor twice a year to review assignments they have completed which typically have hand-in dates around Christmas and Easter. Each student also holds a personal Progress File where they can record the assignment feedback and action plans that they develop with their guidance tutor to address the academic issues that these highlight. This process is designed to be reflective and transformative for the students as they develop academic literacy. 
During Induction week the guidance tutor’s role is explained to students. Once formal teaching begins, the guidance tutors meet with their small group of tutees fortnightly throughout almost all of the first semester. The focus of these meetings is to review progress on the assignment tasks set for the Writing at University module itself. Students really value this support, and the ‘cosy’ environment of the small groups. 
						

 ‘I didn’t think there’d be much guidance, just thought we’d be told to get on with it, until I came, and it was really nice, you were put it groups and you got to know people. And they gave you guidelines and they gave you help.’ (Student A) 
							

The module is designed to be a mixture of lectures, small group seminars around directed tasks and personal reflection. A student workbook contains a whole range of activities that form the basis of the content for class time. Four lead lectures address issues relating to what different types of writing students have experienced to date, what kind of writing is required for this particular course, reading as part of writing and organising and shaping writing. These lead lectures use illustrative material that is directly relevant and strongly indicative of the content of the core curriculum for each of the part routes within the Joint Honours programme. Making the examples as close as possible to the ‘real’ material of the core curriculum enables students to make the jump from these examples to the work that they are encountering in other modules. There is strong indication in the student feedback at the end of the module that it is this aspect of the content that enables students to see the relevance of the module to the rest of their course. As one student put it: 						

 ‘If I hadn’t had this module, I think it would have been a lot more frightening, doing the other assignments. But this has given us a background, I remember feeling, when I started the assignments, I’ve got a good grounding from this, I know what’s expected, I know what I’m doing, and I’ve got lots of backup, so just head down and get on with it – no problem, just do your best.’ (Student B) 

Each of the lead lectures is reinforced through a directed task which students are asked to begin to tackle after the lead lectures have been completed. These are short activities which the students are given in the workbook format. They are asked to complete the first one, which involves correcting some citations and giving a definition of plagiarism, over the course of a week, in rough in the workbook. They are then invited to meet, in a small group, with their guidance tutor who will discuss but not mark their answers. Students are strongly encouraged to use these sessions as opportunities to review their answers together, to make changes on their rough copies and to discuss any issues that arose in the process. 
This is an important way of communicating the ethos of the course and the processes involved in academic writing. This is a non-competitive, reflective culture where students are learning that rather than the focus being on getting answers ‘right’ staff are more interested in discussing the processes that students have experienced in order to reach the stage that they are at. Some student comments on the value of the module include: 

 ‘I was really dreading handing in my first one, because you don’t know what you’re assessed on, and what standard they’re expecting. But I think having done it gradually, on the Writing at University module, then you get a better picture of what the tutors expect. (Student C) 
							


 ‘I would write down points to myself, or questions I would take to my Guidance Tutor and ask him, things on presentation, and also because it was a taught session and connects with other aspects of the course and other services that are on offer at the University, as a point you can just bring that up. For instance, anything I wasn’t completely sure about, I could take to my Guidance Tutor, and he would give me feedback. And also I took work I’d done for module tutors, where I’d used the guidelines I’d been given from Writing At University, which were the backbone of what I’d done and written about the modules, and the feedback I’d got was good. So I felt Writing at University gave me, well, the rules of the game, really. (Student D) 


 ‘It’s been good, because, if you feel like you’ve got problems, you can get them ironed out, get help, straight away, before it builds up.’ (Student E) 

Staff and students repeat this approach for all four directed tasks. The second task takes two pieces of writing about parenting and invites students to comment on the differences in their style. One is highly academic, the other is in the style of a tabloid newspaper. Again, feedback indicates that this makes explicit to students what qualities in writing are relevant for the course and why. 
 ‘One had more evidence, one was just, like opinions. I’ve tried to be more like the broadsheet when I write, more balanced and thoughtful and gave reasons, whereas the tabloid just was very exaggerated. You need a real example to look at. We talked a lot about it in the tutorial. And now, when I was asked to write a side in my course, I found I was trying to be more balanced. Write more like the broadsheet. And I wrote my essay for one of my other modules over the weekend, because it was an early hand-in and then I had my tutorial and I discussed the two pieces for the assignment when we were comparing the two articles (Writing at University) and then I looked back at my writing for my essay and I thought “Oh, I can’t write it like that! I can make it better.” So I redid it, putting in examples, and references. And that meant I felt more pleased with what I finally handed in.’ (Student F) 
The third task takes extracts from student feedback that staff have given and invites students to unpack what the member of staff was actually saying and then to make suggestions as to how the student might improve. Examples to choose from as ‘answers’ for this task are also given. The final task asks students to select any assignment title and to produce a spider diagram where they explore how they might tackle the question. 
By the end of the module, students have their rough annotated answers which they have reviewed with their tutors and each other in their workbooks. They then produce a ‘neat’ copy that is assessed on a pass/fail basis. Students explained that it was important to learn by doing, rather than being told: 
						

 ‘Having the go away, do it, come back and discuss it, has got it into my head. If it had just been a lecture, it wouldn’t have got into my head the way it has. So I can go and have a go, and if it wasn’t acceptable, the tutor would say otherwise, or another student would help you. As opposed to just the lecturer does the lecture and then that’s it!’ (Student G) 

In order to review the module, students are asked to produce a list of ten suggestions that, having completed the work, they now feel that they could give to a student new to the course who was concerned to know how they could write successfully at University. It is a measure of the journey that these students have taken that these ‘hints and tips’ reflect a dawning of the realisation that academic writing is far less about finding answers and far more about exploring questions. 

 ‘It’s totally different to what I thought it would be like. I’m finding that it’s not straightforward sort of information, it’s more opening up areas of interest. For example, at college we took an area of child development, and we did it [here], but we did it from the view of people I’d never even heard of! Because at college we didn’t think about it like that. Here, I’m going to the library and looking at all these books – as I’m reading I do a comparison, and I’ve been thinking “Well, they’re all on social development, but that one’s dead different to that one!” So it sort of opens up. And then you read the references of one book and it just gets bigger and bigger. Because what I’m trying to do is keep more broad, in an attempt to understand how they compare, or how they oppose each other. And that’s changing what I already knew, so that it’s changing all the time. That’s what I’m trying to do.’ (Student H) 

These lists are also highly reflective of the students’ appreciation that these questions are explored most successfully by immersing themselves in relevant, authoritative texts and thinking about and discussing the perspectives they encounter. They realise that childhood is not as two-dimensional as they may have thought it was but that it is complex and challenging. 
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Chapter 12
Writing to learn and learning to write: perspectives on childhood
Kay Sambell
Perspectives on Childhood is a year-long double first-year module that introduces students to the main theoretical concepts that we encourage them to use in all other modules on the course. This is, for nearly all students, the first time that they have encountered ideas relating to the social construction of childhood. In addition, the secondary theoretical literature we need them to eventually access is quite challenging and dense, especially as much of it draws upon the fairly advanced sociology of childhood, which is steeped in sociological terms, concepts and paradigms. As lecturers on this module, our job is to help students to make sense of this literature in their reading and, more importantly, begin to write academically by referring to it and drawing from it. Many students find this way of writing is quite a culture-shock, especially as former writing they have done has tended to view childhood and child development as a fairly stable, unproblematic set of ideas. Suddenly we are asking them not only to think about the ways in which childhood is relative to standpoint, such as time and place, but also to see that any single image of childhood can be interpreted variously, depending on one’s values, attitudes and assumptions. 
As a consequence we need to help our students to build up a toolkit of theoretical perspectives that they can then apply to interpret any instance of children’s lives, such as children’s environments, products created ‘for’ them, the way adults treat them, children’s social roles and so on. Firstly, our experience has taught us that we cannot expect students to come with, or simply pick up, this way of writing about childhood as a by-product of our teaching. Teaching these academic skills within the childhood curriculum has, increasingly, become central to our teaching, particularly on this module, otherwise our academic discourses, which come as second-nature to us, means that anything we say too readily goes right over our students’ heads. 
We have devoted considerable time and energy into developing learning activities that seek to build up students’ confidence in acquiring academic literacy, by equipping our students with tools, language and concepts that enable them to unpack the multiple meanings that lie beneath even an apparently static image of the child. Eventually we will introduce them to, for instance, feminist, Marxist, Foucauldian and historical interpretations of childhood, but in the first half of the module we focus upon helping students gradually to build up concepts and appropriate ways of communicating these in a structured, guided manner, rather than throwing them in at the deep end at assignment time and leaving them to sink or swim. Through a number of safe, non-threatening activities in class and weekly directed study preparation we help them to grasp the basic concepts in what they see as ‘everyday’ language, rather than immediately expecting them to use what they often view as ‘difficult academic jargon’. The first few sessions use team-teaching, as we see them as crucial for setting the scene for future work. The earlier chapter by Mel Gibson has discussed the ways in which visual images – adverts, video material and taped research interviews with practitioners – of and about the ‘real world’ are used on this particular module to bring home the ‘subtexts’ of childhood situations and adults’ ideas about childhood in everyday terms, based upon structured dialogues amongst peers in class time. In this chapter we discuss the team-teaching strategies we use to help students find their academic voice in written form. 
Getting started: making their mark on that daunting blank page 
Our aim is to encourage students not to put off writing until the time comes to produce an essay, but to think of it as central to their learning experience. We exhort them to get started straight away, in fact, we insist upon it, using our summative assessment strategy as a driving force. 
The first thing we do, however, is to try to help them feel assured that they have something to say about an image, and hence something to write. In our very first meeting we ask them to ‘have a go’ at writing, which we use as a basis for the second session. We ask them to bring in two photos of themselves as child and teenager, advising them they should choose ones they are happy to share. The directed study task published in the module handbook advises them to write about these photos, saying something about what they see in the photos and how they feel about them. We ask them, for instance, to write about how a friend might react to the photos, and to say how they think a doting auntie or member of the family might talk about the photos. 
When they bring their pieces of writing along to the session, we don’t ask to see them, but ask everyone to think (and write) about how, at the end of the session, they might change, improve or add to their initial pieces of writing. We tell them to try to write to themselves about what they have learned in every lesson, throughout the module, because this reflective log, based on their written responses to the activities we suggest, will ultimately form the basis of their first assignment, a reflective essay. We assure them that this way they will steadily build up a bank of evidence that they can choose from to demonstrate their progress during the first semester. One of the assessment criteria for the reflective essay concerns the development of an appropriate academic writing style, using academic conventions. 
We then ask them to exchange their photos with someone they don’t know, and the stranger is asked to write about what they see in the photos. These pieces are typically fairly descriptive, and concentrate upon the surface details or ‘facts’ that can be seen:  ‘It is a child with fair hair, sitting on a swing.’ There is, though, often much hilarity over the photo-exchanging episode, which not only importantly breaks the ice, but is used later in the session as an interesting reaction to reflect upon – why are photos of our younger selves often so funny, or embarrassing when shared with people? Does this laughter reveal anything about the status of childhood as a period to be dissociated from, or perhaps indicate some dominant ways of seeing the child, as amusing, or cute, or inferior to adult selves? 
We do this by showing some (admittedly pretty hilarious) photos of our child-selves, which allows the students to see us in less auspicious circumstances. It’s hard to look commanding in a pair of tartan zip-up slippers and those woolly tights whose crotch is permanently level with one’s knees, although I claim my child-self still cuts quite an imposing, authoritative pose (students importantly often see the child-me as a ‘bossy little beggar!’ or explode ‘she looks like a proper little madam!’). 
This leads to a useful discussion of common themes we can then use to analyse all of our photos. We form these around a series of questions about, for example 
• Clothing (Who chose it? How do we recall our child-selves feeling about that?). 
• Who are we pictured with? (Is this a commissioned professional photo, or a natural snapshot?). 

• Can we remember where this photo was kept? (Was it displayed, or stashed in a box in the attic?). 
• What do we, as the child in the photo, know about where, when and with whom the picture was taken? (What knowledge or personal baggage do we bring to our own photo, as insiders to our personal histories that an outsider can not see?). 
							
By the tutors talking aloud about ways of interpreting our own and each others’ photos, and who ‘owns’ childhood, we encourage the students to see that every picture does not simply tell one story, but that every viewer re-interprets the stories, according to the ways in which they see it. Comparing their (by now annotated) initial writing about their own photos with a stranger’s writing, most can see marked qualitative differences between these ways of writing, which relate to the ‘ownership’ of childhood. Childhood is clearly shown to be a complex, shifting phenomenon depending upon one’s perspective. 

Looking back on this early episode of learning, one student told us that: 


 ‘At first, when I brought my photos in, I didn’t know what to say about them. They were just photos. I just described them, and couldn’t see the point. After the session I realised there was loads to say about them. I could write reams! There was so much going on! There was loads I knew about the photo that no-one else knew. The girl who wrote about mine couldn’t say anything like as much as I could say, because it was really personal stuff, that only I knew.’ (Student A) 

Moving on from personal to theorised writing about perspectives on childhood
It depends on how you see it 
The next stage is to help students move from highly charged, personal opinionated forms of writing to theorised writing. To do this we ask them to write about how an image of a child (an eight-year-old girl with garish make-up, dressed in large high-heeled stilettos, a tightly fitting dress and a feather boa) makes them feel. We asked them to write about their personal gut-responses saying whether they liked the picture or not. 							
We then ask them to share these pieces of writing with a small group of peers, looking for differences of opinion. Opinions run predictably high. They soon notice that some people’s writing was scandalised about the child ‘looking too sexy’ or ‘looking too grown-up, when she’s only a child’, whereas others had seen the child as ‘sweet, she’s dressing up in her mum’s clothes’, ‘I can remember doing that, wanting to be grown-up.’ They see that not everyone agrees with the perspective they have adopted in their writing. 
								
We discuss the ways in which the viewer’s values, attitudes and assumptions affect the way that this picture is seen, and how language about childhood or adulthood is often being used as a short-hand for a values-position, such as ‘too grown-up’ or ‘only a child’. We talk about how such a piece of writing does not generally feel the need to support or defend its viewpoint or bias, but states an opinion as ‘common-sense’ or ‘standing to reason’. We ask students to have a go at writing again about this image, but this time in a balanced, more speculative way, using terms such as ‘it could be suggested that...’ and ‘another view of this image might perceive the child as...’ We again encourage them to use evidence from the image (clothing, posture, perceptions about who took the photo, and what for) as points of comparison. They are beginning to acquire tools to deconstruct the image, but still on the level of broadsheet journalism. 
Using academic reading as a basis for student writing: identifying and applying academic viewpoints
We then move on to another short-writing task. This time, the students are asked to read two short extracts from academic articles, which discuss the position of the child in the family from different viewpoints. One represents New Right ideology, implicitly assuming that the ‘best’ family form is middle-class, patriarchal, with two parents and that such family structures are fundamental mechanisms that allow for the protection and preservation of a hallowed form of childhood innocence in which children can flourish. The other argues that such outwardly ‘perfect’ childhood and family life may actually disguise a potentially oppressive childhood experience, in which children have few rights, are infrequently listened to, and are consigned to a social position of inferiority and limitation, in which they are supposed to appear relentlessly happy. 
We then each pretend to be one of these writers, and, in role, we discuss an image of an extremely conservative image of the family, with father and mother posing with their arms round their two children, a boy (carrying a football) and a girl (carrying a book). We present different viewpoints on, for instance, whether the father’s arm is seen as a protective shield or a restraint that keeps the child in its lowly place; whether the children’s neat uniforms signify the family’s care and provision, or imply that these children are not seen as individual people, but must accept a forced conformity; whether the gender roles are seen as a mark of natural normality, or represent subservience and oppressive forms of dominance within the family dynamic. We then ask students to write, in small groups, a poster that identifies how each academic writer views childhood. 
In a few following sessions we ask students to repeat and practise summarising the arguments of various, carefully chosen academic pieces of writing. They are asked to undertake directed study in preparation for each session (with suggested reading, which gets increasingly longer, and eventually requires them to search for, and read round, a number of texts) in order to come with notes that summarise perspectives on childhood, which they then share in order to create a group poster. We are trying to show them that in order to write about a concept, such as childhood, you need to be able to summarise and synthesise a large body of academic writing succinctly. We discuss the process of making a poster, which has a key thesis statement which addresses the question that has been set, such as ‘What has Aries’ work offered to current studies of childhood?’ We practise using academic conventions and the language used in the books and journals throughout. We discuss how we located the books in the first place, scattered as they are throughout the various disciplinary sections of the library. Working closely with our students this way, we are more aware of how difficult and alien this reading-into-writing process is for the majority of our students. Using student writing formatively this way, though, at least highlights the emphasis we place upon reading round, equipped with questions and key themes in mind, to try to understand the concepts and subject-material. We hope this prompts students to try to seek meaning to inform their writing, rather than simply look up and copy down information to regurgitate in their writing as a set of facts to be reported. 	
							
Using short online writing tasks to develop self-evaluative skills
Another strategy we have used to develop students’ writing skills involves asking them to respond with a few paragraphs to the question ‘What do you understand by the term the social construction of childhood?’ Their ‘answers’ are shared with their self-selecting group of peers, which exposes students to different ways of approaching this writing task. 
A two-hour session is then devoted to helping students to identify ways of developing their own writing further. Four pre-prepared specimen examples of students writing, which range from very good, through to barely adequate, are distributed, and students are asked, in groups, to read and place them in order of merit, using the assessment criteria we will use to assess their final work. We explain that this form of peer-assessment is useful because it is one thing to know what the criteria are, and another to be able to relate them to concrete examples of work. We then have an open discussion about the general strengths and weaknesses of each piece, allowing students time to discuss and ask questions about the reasoning behind our views of the most effective and least effective pieces of writing. We then ask students to write about the improvements they would now make to their own piece of writing, in the light of the session. 
							
We believe that students benefit from seeing a range of ways in which academic writing can be achieved. It potentially widens their repertoire of approaches, encourages them to reflect upon the meanings of the assessment criteria they must eventually meet by learning to apply them, first to other anonymous examples of student writing, and then, by comparison, to their own. This is not an easy, nor a comfortable thing for them to do, and many admit feeling  ‘...quite daunted by thinking somebody else would see my writing, but I did do loads of work for it, reading to try and understand it so I wouldn’t look a complete wally.’ 
We recognise the potentially demoralising impact of this task, but hope that the feedback they gain from participating, feedback which they learn to give themselves, sets them off as independent learners, who, after all, must learn to evaluate their own progress, and manage their future learning in the light of feedback. They must gradually learn to assess what they know, and what they don’t know, in time to improve it before they hand-in an assignment, rather than depend entirely on us to pronounce judgement. Furthermore, this gives them the chance to form a genuine sense of what it is we are really expecting them to be able to know and do in their writing, so they are not producing a piece of writing for summative assessment ‘completely cold’. Our experience tells us that if the summative assignment becomes a frightening unknown quantity in students’ minds, and they have not formerly rehearsed the forms of writing we expect, then the hurdle may be so off-putting that they don’t pluck up enough confidence to submit work. Even though we see it as a predominantly formative, developmental exercise, from many students’ perspectives the award of marks turn it into something else. 
Setting a reflective commentary as a summative assignment task
Since there has been widespread recognition of the ‘backwash’ assessment has upon learning, we have introduced a reflective essay as the first marked piece of work on childhood that our students hand-in. The criteria have been designed to guide and structure their work, and we go back through every session, highlighting what we hoped students would learn from the activities and writing tasks. If students have attended and had a go at the tasks set out in the handbook, they see that they have lots of examples of their developing writing technique that they can talk about in their reflective commentary. They can, for instance, choose a piece of personal writing to compare with a piece of theorised writing. We ask them to offer a reason for including examples of writing, suggesting they may discuss the progress they think they have made. They should also let us know what they now think they should do next in order to improve the work further, in the light of feedback they gained from us, but, most importantly, from their peers, and from their own developing understandings about academic conventions, styles and expectations. As one student said at the end of the first semester: 

 ‘This has given me a lot more confidence. I can really see how far I’ve come already. I was writing in a very biased way, with opinions everywhere! But I now can put in a piece that’s much better – not brilliant, but much better – and see some progress. I know I’ve still got a lot to do, and you may think what I’m doing is still crap, but I think, let’s just wait and see, wait and see if I’m on the right lines.’ (Student B) 

In asking students to write about (and hence assess) their own writing, we are explicitly trying to demonstrate the value we place upon developing our students’ ‘meta-awareness.’ The process of monitoring their own work is a vital one that will underpin their future studies. Via the insight we gain from assessing their reflective essay, we hope to be able to offer formative feedback on their approaches to learning about childhood, rather than simply comment upon and judge the product of that learning. For us, this level of student involvement and dialogue within the assessment process is what it means to develop the skills of the autonomous learner who is increasingly able to monitor their own work. 								
								
							



Chapter 13
‘How do I know I’ve answered the question?’
Sue Miller
The second year of an undergraduate course can be a challenging time. The initial excitement and nervousness associated with the settling in period is over, but the end is not really in sight. From the perspective of the Care and Education course, theoretical perspectives and ideas have been outlined in the first year and it is now time to start to explore these in more depth. The way that assignments are worded in Year 2 tend to indicate that a more reflective and analytical approach is called for rather than the more descriptive assignments required in Year 1. This can also serve to raise the anxiety levels in students. 						
It is because of these challenges that I have chosen to outline a second year Care and Education module called Care and Education in Context. It is a key theoretical module coming as it does in the middle of the course. By this stage, students have been introduced (often for the first time) to notions that individuals’ views of children underpin much of practice and service delivery in the early years. They have begun to recognise that the way that any person chooses to engage with children is indicative of their values and beliefs about children. They have recognised that these attitudes are not fixed but are reflections of social, historical, political and cultural contexts. 
This module is designed to take this thinking a step further and to enable students to reflect on the relationship between the views of children and a range of different early years curricula approaches. From the students’ viewpoint, this module allows them to reflect on what counts as ‘quality’ in an early years curriculum, and why. 
						
The module presents information about different curricula approaches in a way that encourages students not merely to  describe these approaches, but to ask  why these approaches were adopted and developed as they did. It encourages students to seek answers to fundamental questions about the relationship between early years practitioners’ views of children’s needs and the way they choose to conduct themselves in relation to children. Most importantly of all, it serves as a way of enabling students to be able to write about these issues in a manner that is appropriate for an academic audience. 
A fundamental concept that students must grasp to be successful in this module is that environment and child rearing practices are linked to a child’s developmental outcomes. They must understand that while all children have different personalities and dispositions, there is a very real sense in which the way that they are nurtured has an impact on their development. They must also appreciate that the behaviours of those who care for and educate young children and the ways that they organise the experiences they offer them are strongly indicative of the values and beliefs that they hold about children’s needs. This is crucial for students to understand if they are to see the point of this module. If children’s early years are significant for their development then the values and beliefs that are revealed by the early years curriculum they experience must also be relevant. 
For many students on the course it is apparent that this is the first time that this idea of the relationship between what you believe and what you do has been presented to them in such a powerful way. They frequently comment on how they have taken for granted that early years settings are run as they are without questioning the impact of these chosen approaches to children on their development. Nor have they stopped and thought about how these approaches are revealing of the values and beliefs practitioners hold not only about children but also about their own roles and responsibilities towards children. This module makes them far more constructively critical of early years practice as a whole, and also much clearer in their own minds about why they believe what they do and what their own personal values are in relation to young children. Whether or not students eventually go to work with or on behalf of children and families in childcare services, this module should have an influence on how they approach any situations they encounter that involve a consideration of how best to meet children’s needs. 
This is a very challenging module, particularly for those students that are parents or that have had or have roles where they work directly with young children already. Studying a variety of philosophical and cultural approaches to children has the effect of challenging preconceptions about who children are, what they can do, how they understand the world around them and how that world constructs its understanding of those children. Some students find that as they develop a growing unease, perhaps about how their own perceptions of young children have been constructed or about how services they encounter respond to and manage children’s behaviour, that they question their own practice, even their own parenting. While this is, in a sense, what the module is designed to do, it is also one of the biggest teaching and learning challenges of the module as students need to feel supported through these times of perception transformation. There have, for example, been many times in the teaching of this module when students who are parents have expressed unease about their own parenting techniques, anger at practices in their children’s schools and nurseries or frustration at their sense of inadequacy at being able to change the world. It is important that students should feel that they have somewhere to go with these concerns and an appropriate forum in which to discuss and come to terms or resolve these difficulties. 
How is the module taught?
This module and its assessment is divided into two parts. It begins with five lead lectures that describe in some detail five different early years approaches: the Foundation Stage in the UK, Highscope, Portage, Forest Schools and Reggio Emilia. These particular approaches have been chosen because their attitude towards children’s learning bear some similar and some different hallmarks. Highscope, for example, places considerable emphasis on children’s independence and choice. Reggio Emilia puts creativity and children’s voices at the centre of learning. Forest Schools use the outdoor environment and value children having control of their learning. Portage works with parents to teach skills to children with special needs. The Foundation Stage is battling to preserve itself as a time when children can develop individual learning styles rather than being obsessed with preparing for the curriculum to come. 
Each approach reflects different, if at times overlapping, views of children’s needs and raises questions for parents and practitioners in relation to their children’s care and education. The purpose of the lead lectures is to provide factual information about the history and content of these approaches in order to point students towards a position where they can ask themselves questions about why they have developed as they have. As in Year 1, it is important to ensure that students know something about the content of these approaches, before expecting them to be able to make meaningful comment on them. 
							
Students are then invited to research just one of these chosen approaches, but it is made clear that their research should not relate merely to factual information. Rather they are encouraged to think about  why these approaches have developed as they have and  what they reveal about the views of children’s needs that are embedded within them. Specifically, the questions that they have to answer in their research are: 
• What are the underpinning values and beliefs about children and practitioners’ roles and responsibilities on which this curriculum approach is based? 
• What factors that impact on children’s development are relevant for this curriculum approach? 
•What tensions and challenges can you identify in this approach for practice? 							
• What literature have you encountered that has helped you to answer these questions? 
By giving students specific questions to consider they are being encouraged to read with a purpose. As a result of this exercise, all five of the curriculum approaches have been researched by a small group of students. 
The second part of the module is regularly described by students as having been highly significant for their ability not just to recognise that there are different views of children but to be able to articulate both verbally and in writing what these are and how they are revealed. It takes a specific route. For the next five weeks, each of the curriculum approaches is focused on in turn. The students that have researched, for example, Forest Schools, are each asked to work with a small group of other students that have looked at one of the other areas. The Forest School students facilitate a small group discussion with these other students around the research questions that they were all given. They are expected to talk about the literature they have considered and to explore the issues that it raised for them. Forest Schools place emphasis on the rights of children to control their learning and the role of the adult as facilitator rather than protector or director of the learning. These factors emerge in the discussions and students reflect together on what these underpinning values reveal of the views both of children and of the roles and responsibilities of adults that those committed to this approach must hold. 
At the end of these small group seminars each week, the whole class comes together to reflect on the comments that have been made. It becomes apparent after two or three of these sessions that regardless of which curriculum approach is under consideration, the discussions always revolve around views of the child and then in turn views of adults’ roles and responsibilities in relation to children. It is these underpinning values and beliefs that drive the behaviour that individuals working with the children demonstrate. 
							
This is an extraordinarily powerful moment in the module when students recognise that while it is easy to become caught up in what children do in these different curriculum regimes, what is far more interesting and revealing is to ask why adults choose to construct these approaches as they do. They realise that they are very indicative of the values and beliefs that practitioners hold about children. 
At this stage there are often heated discussions about the tensions that these perceptions can create. Should children be allowed to take ‘risks’ in the outdoors? Is it a waste of time to let children choose how they want to play and what they want to learn about? Is it wrong to try to normalise a child with disabilities? How do children learn and who controls these processes? Students feel relatively safe having these debates because they are working in small groups but also because they have developed a confidence in the material by taking responsibility for reading around the subject sufficiently to be able to facilitate a discussion. 
The assignments for this module are designed both to share knowledge and understanding and to provide a space for students to write about the learning they have undertaken. Part 1 of the assignment requires the students each to produce an annotated bibliography. In this they select the most useful sources they have used for their seminar and explain, as if writing for another student, why this source was useful. They do this by outlining something of the author’s personal perspective and by talking about how this is revealed in the text. These bibliographies are anonymised and collected into a small booklet, copies of which are made available to all the students in the group. This forms an invaluable resource for the students in relation to this module and is highly valued. 
It is important that they explain in these bibliographies why each text is useful. This is especially helpful for the second part of the assignment. Part 2 is an essay that invites students to talk about what, in their view, constitutes a ‘quality early years curriculum’ by drawing on at least two different approaches that they have encountered throughout the module. Students have by this time done personal research into one approach, taken part in seminars where four others are debated and explored and have access to a set of annotated bibliographies that can point them in the direction of further reading. They have practised articulating and listening to others articulating the issues in these approaches and have heard the relevant issues to begin to understand and analyse these. 
							
What do students say about the module?
This module always evaluates very well indeed. For it to have met its learning objectives it should enable students to both recognise and be able to articulate their responses to the questions and issues that arise from relating different curricula approaches to views of the child. Students comment that it has taught them: 

 ‘Not to take things at face value, but to question why something happens as it does, and what that reveals about the views people hold about children.’  (Student A) 


 ‘The group discussions were really good. They helped you to see other points of view and issues that you might otherwise not have recognised.’ (Student B) 


 ‘I have learned that what counts as a quality service is encompassed by a set of values and beliefs and experiences that are built up from personal and professional experiences, training and the culture of the society in which the individual lives.’ (Student C) 


 ‘It has opened up for me a whole range of questions about how children are seen in society and how this is reflected through care and education.’ (Student D) 


 ‘I feel that I can now say what I think good quality education would look like, but I can do this because I know what I think children need and why I think that. I couldn’t have done that before. I would have answered that question very differently before this module. I now feel confident in my beliefs and am sure that I would be able to give an informed argument to back up my views, whereas before they were feelings and emotions. Now they have evolved into knowledge and reason (but still with a passion)!’ (Student E) 									
									
								




Chapter 14
Strategies for supporting students in developing and managing their own final year independent study
Kay Sambell
Background
In the final year of the BA Joint Honours, all undergraduates are required to undertake an independent special project, including an exploratory fieldwork element, on a relevant topic or issue of their own choice. This is where our students draw together the knowledge and skills they have developed throughout the whole course. From the tutors’ point of view the dissertations are exciting showcases. This is where our students have the opportunity to develop and pursue their own individual interests in depth, showing that they can work independently: making decisions, taking responsibility for their own learning, negotiating with respondents, managing their time effectively and so on. The range and quality of the topics chosen act as great ‘adverts’ for the courses, because they represent and publish what the courses are all about and clearly show what our students can achieve, as fully autonomous learners, by the time they leave us. The final chapter in this book discusses how far students look back on their dissertation as one of the most challenging, but valuable, exercises they undertook on the course. 
We are aware, though, that from the student point of view starting out on a dissertation can be quite daunting, and this chapter explores the ways in which we have structured the teaching and assessment to help guide students through the process. The work represents forty credits (two double modules) in total. The first semester builds directly upon the range of fieldwork modules students have undertaken at Levels One and Two in direct preparation for the dissertation, and is structured to support students in the planning stage of the dissertation. A research proposal is submitted at Christmas, with students receiving feedback on their ideas in time to allow them to make changes, if necessary, before the second semester double module, in which they carry out and write up their agreed project. Seminars, workshops, lectures and tutorials are offered throughout, and each student also has access to five hours’ tutorial support with a named member of staff. 							
Issues the teaching team has needed to address
One of the ‘classic’ mistakes novices make when required to develop a research project of their own is to pick something that is far too broad and ambitious. Many learners initially pick extremely vague topic areas and need considerable support in shaping these into focused, manageable projects with clear, feasible aims and well-defined research questions. 
When faced with the final year project it seems that many students appear to panic, forgetting many of the most effective study skills strategies they have already developed. Some appear to feel they have to select something completely new, launching into areas of enquiry and subject content that they have never specifically addressed as part of the course, rather than developing ideas and issues that have already interested them and building upon sound theoretical foundations and conceptual understandings they have developed during the course. Many also seem to harbour the misperception that final year project work is somehow suddenly asking them to do something ‘new’ and ‘different,’ and that they are being ‘thrown in at the deep end’, when this is far from the case. For instance, some appear to suddenly associate the term ‘research’ with quantitative or statistical survey work, although the whole course has prepared them systematically to gather qualitative data on stakeholders’ perspectives on a range of issues, and they have rehearsed interviewing and participant observation during structured fieldwork activities throughout. Most, however, pick something that is way beyond the scope and nature of a hundred-hour small-scale project. 
It seems that the main reasons for this panicky behaviour relate to students’ uncertainties about precisely what is expected of them in a final year dissertation. The uncertainties, or lack of confidence, lead students to choose a topic because, as one student claimed,  ‘I knew there’d be a lot of information on it,’ rather than seeking a productive issue to explore. In short, students who are anxious that they ‘will not find enough information’ are actually asking themselves the wrong, or at least less effective questions than more experienced learners, who tend to have a specific focus. The most effective students set out in their reading and literature search to explore a range of opinions and views about a particular issue, often in a ‘real life’ context. 
Our job as tutors, then, is to develop our students’ confidence: 
• Helping them see the links between effective approaches to the project and the effective study strategies they have used to deal with the preceding course material. 
• Giving them access to feedback to their ideas in time to shape and alter their approaches. 
• Allowing them to develop realistic insights into the criteria and standards they will be expected to meet. 
• Enhancing their awareness of strategies for meeting these criteria and standards. 
As the Childhood Studies course has evolved a range of teaching strategies has been developed to support students’ learning within this context, some of which will be outlined in this chapter. The strategies have been designed, then, firstly to guide students towards a clear understanding of the expectations and requirements in producing an effective dissertation. Second, we aim to enable them to monitor their own progress by receiving formative feedback in time to adjust their approaches, if necessary. Finally, we want to encourage students to manage their own time effectively and take responsibility for their own learning 
Enhancing students’ understandings of demands and expectations
Strategies we use to help here include: 
Hearing from experienced learners
The worst thing that can happen is for a dissertation student to feel isolated and ‘on their own’ with their project (Hampson, 1999), so many of our strategies actively encourage students to see tutors, supervisors and, most importantly, each other as valuable resources. Often it is less threatening and most useful to learn from our peers, rather than perceived ‘experts.’ For this reason we ask former students into the session, explaining how they moved from a wide, all-embracing topic to a more focused one. They talk through the strategies they used, often discussing how they decided to pursue areas that arose when they were out on research observation visits, such as attitudes to male carers in nursery settings, or from voluntary work they undertake in addition to their course, such as running clubs or sports events for youths, befriending or respite care for families with a disabled child, or work in school settings. Others discuss a personal interest in, say, Education Otherwise or Reggio Emilio, which they pursued in ‘real world contexts’ during their dissertation. Many usefully draw attention to the value of listening to issues and perspectives from people in the field, which brings the project to life, makes it interesting, personal and, in many cases, valuably linked to the world of future employment. 
								
In conjunction with this, the teaching teams offer sessions at the end of the second year in which supervisors outline examples of the sorts of projects students have undertaken in the past, again offering concrete ‘worked examples’ of effective and interesting small-scale projects. 
Reading former students’ dissertations 
This helps students in the first stages of developing their project to form a picture of the size and scope of an undergraduate dissertation by evaluating concrete examples, rather than simply being told what a ‘good’ project looks like in theory. The thinking behind this is that, as with subject material, learners need to actively engage with the assessment criteria by being asked to apply them and make judgements about work, placing themselves in the role of assessor, in order to be effective self-evaluators of their own work. Most crucially, they need to practice using assessment criteria and to gain feedback on their understandings of the criteria and standards being applied, in time to apply them to their own work and, if necessary, adjust their approaches. In short, as tutors we learned rapidly about assessing student work by doing lots of it: seeing a range of scripts and by discussing, explaining and justifying our judgements of merit with our peers and mentors in moderation meetings. Bearing this in mind I use informal peer assessment to prepare my students to write a dissertation. I believe this allows me to guide students through a similar learning process to the one new lecturers experience, giving them the chance to see and evaluate a range of strategies, open up dialogue with tutors about their expectations and to see, right from the outset, what they are finally aiming to achieve. 							
The dissertations studied are carefully selected and anonymised. All students are then invited to work in small groups on examples of work awarded a 2:1, a 2:2 and a third. Students are asked to explain (to the rest of the group) what each project set out to try and achieve, who was interviewed, what was learned and so on. We explore how the synopsis of each is very telling, and students can form a clear picture, by comparing and contrasting, which are appropriate, feasible and most effective. They also, as a useful by-product, get to see examples of useful literature searches, ‘good’ interview data (especially ways of analysing and reporting it) and so on, so they can set out with a clearer idea of their end goals. 
After this general discussion and a list of lessons learned has been drawn up, student activity is then focused upon closer analysis of the features against which markers will consider and discuss when making their judgements. The students are issued with a marking criteria protocol, which not only specifies the assessment criteria assessors will use, but which offers an explanation of each criterion for each degree classification. Students are asked to circle a degree classification for each criterion by applying each criterion to the student projects being studied. Most importantly, they are asked to do this individually, and then negotiate this with other peers in small-group mock moderation meetings. Once moderated, they are asked to offer the student useful feedback, in the form of suggestions for improving their work against each criterion. 
I emphasise to students that the process of discussing the final agreed mark is what is most important, rather than getting the ‘correct’ numerical score. I ask students specifically to keep notes of any questions/issues they would like to ask me about, which tend to emerge when there has been considerable debate about how far or in what ways a dissertation has met a particular criterion. I take care to stress that this activity is not, therefore, about being ‘right’, but that it helps learners think actively about the assessment criteria and ways of addressing them, which will, in turn, help them monitor and exercise control over their own work. The small mock-moderator groups are invited to generate and ask ‘daft’ questions in an anonymised way, which many people would often like to ask, but don’t want to, in case they look silly. Many students say that this is one of the most helpful sessions, because it encourages them to think about their work from another person’s point of view. 
Reporting progress on a regular basis 
Another important aspect of the module that supports students in their dissertation work is to provide a framework in which learners develop, share and report their ideas as they go along. This helps them to put their thoughts into words and to gain valuable help and feedback in time to adjust their approaches, if necessary. At key sessions I ask students to prepare a series of Progress Reports. Sometimes these are brief written accounts designed to help shape their discussions with their supervisor. Arguably the most useful ones, however, take the form of short presentations to their peers. In these they are briefed to explain what they plan to do, how they plan to carry out the research and why their work is important and worthwhile. Peers are given criteria which they use to evaluate the Report, so that each presenter receives feedback on the key aspects they need to consider and against which their final work will eventually be summatively assessed. 
I encourage students to do this because I believe that it’s important to have a go at rehearsing your ideas and articulating them in public. In order to do this you need to be clear in your own mind about precisely what it is you are setting out to achieve. Trying to explain your aims, getting them across to other people who are not close to your ideas and thought-patterns, in a short space of time, helps you to realise how clear you actually are yourself about your rationale, plans and conceptual understandings, allowing you time to hone them further. Furthermore, knowing that people might ask you questions about your research encourages you to really get to grips with the ideas so that you are able to respond, rather than simply gathering information. It’s crucial that students take such a deep approach to learning at this stage in the course, as this level of understanding is what will be rewarded in the marking scheme.
								
Many students find that far from being intimidating, as they first thought, progress reporting is so helpful that they keep doing this, informally throughout the project, with a group of peers. Students tell us, too, that they find it useful to be given definite targets in the early stages of the project, being ‘made’ to do their report. They soon learn to take over the responsibility for setting themselves these ‘hurdles’, or interim deadlines, and begin to arrange informal peer feedback meetings themselves, often saying that it helps to each other going with their projects, as it’s easy to put things off for too long if you work in isolation. They also say that they gain lots of feedback from these reporting sessions which helps them change tack, if needs be. Other students see issues (such as possible ethical difficulties, areas that need thinking through more carefully and so on) and can often offer helpful suggestions in ‘student-friendly’ language. Often students can offer practical help, too, in terms of introductions to interviewees, or other local knowledge. Frequently students say, too, that it is helpful to learn if there are any aspects of your project that other people misunderstand. The presenters usefully see, sooner rather than later, that an important dimension of the project is the ability to communicate effectively, because that will be important when your work is marked. After all, knowing something is one thing, communicating your insight is another. Feedback helps you make the best possible job of reporting your project. 
Although most feel a bit nervous at first, then, the group is usually extremely supportive, especially as everyone feels that they are in the same boat. Struggling with similar processes and issues themselves, it is reassuring to discover you are not the only one who doesn’t feel supremely confident, and also to see how other students are tackling the issues and slight hitches that commonly emerge in most projects. 
Assessing the dissertation
Students are encouraged to build on the formative feedback they receive on their ideas throughout the module, which culminates in the tutor-marked summative and formative ‘Research Bid.’ This is submitted at the end of Semester One before the fieldwork is conducted in Semester Two. This, too, is designed to offer detailed formative feedback, this time from tutors, that the student can use to develop their actual project, and means that they are not placing ‘all their eggs in one basket’, as would be the case were tutors to only mark the final product - the dissertation. Again, the research bid acts as a motivating factor, ensuring that students do not put off thinking about and planning the project until too late. It focuses upon the process of conducting a project, as well as the substantive content. A time management plan is required in the bid, for example, requiring students to be proactive in planning the work for the second semester. 
The research bid assignment is also designed to echo the ‘real world’ of applying for research funding, which we hope will give students a sense of relevance and authenticity in conducting their project. Students are invited to see how research is not done in a vacuum, as researchers have to communicate effectively, convincing others of their authority, by being well-informed and aware of issues (via reading/literature). In one teaching session we look, for instance, at the Joseph Rowntree Research and Development website (see below), to see what advice and guidance is offered there to researchers who are about to bid for funding from the Joseph Rowntree Trust. While recognising that in practice few may go on to undertake research in academic environments, for which this is obvious apprenticeship, the research bid tries to stress the importance of thinking about (and persuading) an external audience, and the need to ‘sell’ and market your ideas. We discuss how important this is in preparing a CV and job applications (something that is discussed fully in Chapter 15), so hopefully students do not see completing the project as an ‘ivory tower’, or arbitrary exercise that is divorced from real life and their own experience, but as a space to publish what they know and can do. 
Reference
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Chapter 15
Learning from what our graduates say about the courses
Kay Sambell and Sue Miller 
This chapter is based upon conversations that researchers, Quality Auditors or teaching staff have had with Childhood Studies and Care and Education students once they have finished the course. They are all talking about their courses with the benefit of hindsight, and with first-hand experience of competing in the graduate jobs market and in the world of graduate employment. We want to draw particular attention to their views of which strategies and activities they adopted during their degree actually paid off for them when they came to ‘sell’ their skills and qualities in the world of work, as we hope this might guide new students to consider useful ways of making the most of their time on the course. We also want to highlight the aspects of the course each student most values now they are working with and for children, to draw attention to the specific ways in which they, again with the benefit of hindsight, think our courses are relevant to their professional lives. 
The chapter is organised into key themes and issues, and contains brief illustrative case studies, based upon the stories of individual students. As such, most of this final chapter is dedicated to the student voice, allowing us to hear the value of the courses ‘straight from the horses’ mouths.’ Some of what they say is course-specific, but much is relevant to either course and to preparing for any future career, because they emphasise how far, and in what ways, everyone needs to tailor the course to develop and pursue their own individual interests. 
							
Childhood Studies: keeping your options open
Quite a few students initially apply to do Childhood Studies because although at entry they think they might be interested in working with children, they are not entirely sure that they are ready yet to make up their minds. They feel that the broad curriculum that Childhood Studies offers will allow them to keep their options open while they find out a bit more about possible career opportunities, and while they discover more about themselves and their real interests. Such students typically say: 

 ‘I chose the Childhood Studies route at Northumbria because I thought it would allow me to explore various issues surrounding childhood, because although I had always wanted to work with children, I wasn’t sure in what role, exactly.’  (Student A) 

Following graduation Childhood Studies students go into a range of roles, but not all of them work with, or even for, children or young people. That being said, a good number do go on to teach in primary schools, or to manage or coordinate services or projects for children or adolescents, and a few go on to do childhood-related research. Examples of the varied future career paths our students have taken include: 							
• Family Learning Co-ordinator for a Local Education Authority 
• Partners Liaison Officer 
• Learning Mentor (special needs) 
• Manager of children’s respite services 
• Postgraduate Certificate in Education (PGCE) 
• Research. 
In what follows we will discuss the views of a few Childhood Studies students who have built upon the course, using it to develop individual, quite varied, career opportunities. In it we will try to highlight the ways in which these students reflect upon using the course, not to build up specific professional skills geared to working directly with children, but to: 							
• develop new interests 
• allow them to build up a personal profile of expertise 
• adapt the course to suit their own individual needs and interests 
• gain relevant experience and knowledge 

• develop key skills, including critical thinking, which would stand them in good stead to apply for and pursue further professional qualifications. 
Case Study One
This student remembers consciously setting out to use Childhood Studies to explore, pursue and develop areas of specific interest, checking out for herself if they were ‘for her.’ Firstly, the degree opened up new areas which she had not studied before, or had not realised she was especially good at or interested in. Secondly, the choice and flexibility Childhood Studies modules offers in terms of topic selection and focusing your own assignment allowed her to really study and pursue an interest she did develop in some depth, building up a relevant and highly personal, individualised body of expertise and knowledge. Here she remembers developing an interest in special needs children: 

 ‘Throughout the three years I was able to tailor the Childhood Studies course to the areas that I developed interests in. For example, I developed an interest in Special Educational Needs during my second and final years and was able to look at disability in childhood in several modules. Within the same modules, my friends were choosing to consider issues such as race or gender in childhood, so everyone got to focus on something that interested them. (Student A) 


 The degree allowed me to pursue my own interests, rather than having a set content of what I, and everyone else, had to learn. I had an interest in Special Needs, so I saw it from that angle on Childhood Studies modules. It’s good when you can follow your own interest in an assignment rather than being told what to cover, which limits you. Someone else, who’s interested in some other aspect, can do something to suit them. That’s how it works on Childhood Studies.’  (Student A) 

It is important to recognise, though, that this level of choice and flexibility means that, to make the most of the course, students have to develop and pursue interests, making choices and decisions that make the course their own, rather than relying on lecturers to make those choices for them. Furthermore, to make the most of these opportunities, they need to build on this by gaining practical experience outside university. The student in this case study, for instance, recalls how she did a lot of voluntary work with autistic children, worked in summer schools and play schemes, and worked with adolescents in her spare time. Because of this she found herself well-placed to explore a range of future roles on leaving the course: 
								

 ‘I was fortunate to have a variety of options available in the September after graduation, all of which related to my degree choices. I worked for six months as a part-time Research Assistant in a Health Authority team looking into Disability Equality Training. I was able to draw on the work I had done during my degree to help get me into this position. The skills necessary for research came directly from the Childhood Studies fieldwork modules. The autonomy that I developed during my studies to go and find out for myself in order to learn about a specific topic was a distinct advantage in the world of research.’ (Student A) 

Although this student initially started the course thinking that she would like to work with younger children, during the degree she found she actually found working with young adults was more rewarding for her, although this was something she hadn’t considered at all before her degree. Ultimately she worked for a University Student Recruitment Office which involved delivering talks to sixth form students about the benefits of Higher Education and student life, aiming to raise the aspirations and awareness of young people in the region. Note how much emphasis she places on reflecting on people’s values and the critical thinking skills she has developed as part of her degree, which she finds she now draws upon in her professional role: 

 ‘I am working with schools and colleges from Excellence in Cities areas, who by nature do not have special advantages that many people take for granted. Childhood Studies did open my eyes to the diversity of children’s experiences and educational circumstances and made me think about my reaction towards them. Working with children as research participants during the Childhood Studies degree made me think critically about how the project’s aims could be achieved. I helped to develop feedback from the youngsters taking part in the project, and especially built on the research methods we’d explored that try to overcome the power imbalance in the adult-child relationship, so young people could have a say.’ (Student A) 

Developing generic or ‘key’ skills, especially the skills of the autonomous, independent learner 
In fact, this graduate often refers to the dissertation module and the fieldwork modules when she thinks about what the course has offered, because she feels they equipped her with general values, ethical principles and a habit of mind – critical reflection – which allow her to unpack and understand the things she sees in her everyday working life. In one way she sees this as acquiring and developing the general skills of being able to take responsibility for your own work, taking decisions rather than constantly being told what to do, and creating a polished, confident and knowledgeable impression when she went for interviews: 
								

 ‘Degree work helped me to develop generic skills in areas such as time management, presentation skills and critical thinking. Through working with others in seminars and from practical work in schools I also developed the social skills necessary to help me find a job once I’d graduated. I know that having done a degree in Childhood Studies helped me to find suitable work with children in educational settings.’ (Student A) 

On another level, though, she draws attention to the importance of her ability to form effective working relationships because of the ‘people-skills’ she developed as part of the course. She sees this as a matter of trying to understand and respect other people’s perspectives, values and attitudes, which now underpin the way she carries out her work and the way that she approaches and deals with young people. 

 ‘I have gained a great deal from the course that is relevant for working with any kind of people. I find myself thinking about the ways in which we work with people, and questioning presumptions made about their lives. Rather than making decisions on their behalf, I am keen to give the participants the lead in making choices about their futures through feedback and discussion groups, as well as simply providing an environment in which they feel able to express their views.’ (Student A) 

Going into teaching: ‘I think I’ll be a better teacher having done Childhood Studies’
Having time and space during a degree to identify and think about your own and others’ values and attitudes towards children has also been influential in the case of Childhood Studies students who leave us to take up a PGCE. The next two case studies illustrate graduates who, along with several others each year, come to Childhood Studies in the hope of eventually becoming a schoolteacher. 							
After doing a PGCE, a former Childhood Studies mature student, who returned to education herself after bringing up her family, has now been teaching in Northumberland for several years. She talks of the relevance of Childhood Studies to her teaching career in the following ways: 

 ‘Because of its relatively wide-ranging basis, which included psychology, sociology, children’s development and schooling issues, the course was invaluable to me, working with primary school aged children. Above all, though, it helped me to understand why children may behave or react in the ways that they do, and I know I treat them with respect as individuals.’ (Student B) 
									

Our graduates often say they feel that they are different sort of teachers because of the course they’ve done, as opposed to having taken a more traditional subject-based first degree, such as English, or Chemistry, before doing a PGCE. Another student, embarking on her PGCE, claimed: 

 ‘I think I’ll be a better teacher having done Childhood Studies because I understand children as people, and see the whole child. I think I’m more likely to make an effort to listen and take children seriously, although I know there’ll be pressures that will mean that’s quite difficult to achieve. But at least forewarned is forearmed, I feel I’ve got a broader picture about the education system and children’s roles within it to hang onto, especially when I’m starting out.’ (Student C) 	
									

Taking choices: developing specialisms during the course 
The most successful of our graduates who go into teaching say they made careful choices, and sought careers advice earlier rather than later, as they went through the course. 

 ‘I always wanted to be a primary school teacher, so I knew that from the beginning of the course. Others competing with you to get on a PGCE have subject knowledge, having done a more traditional degree, like Maths, or English. I felt quite daunted by that at first. So I sought advice from my Guidance Tutor, early on, and was told to broaden my knowledge base. Then, when I was taking Childhood Studies I was very conscious that I’d need to build up a sound subject base for my teaching career. So I did what my Guidance Tutor said: I took stock of the subjects I felt good at, like English and German, and decided I had quite strong linguistic skills. So I worked towards choosing English as my subject specialism as I went through the course, to boost that up. For example, I chose a module on picture books and one on geography in my second year option, to give me National Curriculum subject knowledge.’ (Student C) 

Spelling out the special knowledge, skills and qualities you have to offer
Many of our graduates reflect on the ways in which it is important for them to articulate the special nature of their degree, because it is so new and innovative that employers may not fully understand what our graduates know and can offer. 							

 ‘As I said earlier, I felt quite daunted going for my PGCE interview, because I don’t have a normal subject degree. But when I thought about it, I realised that I’d got other skills and knowledge to offer. I had a lot of knowledge about children and how they learn. I knew more than anyone else going for interview about child development, for example. I know an awful lot about how and when children generally learn to achieve things, so I think that’ll help me be realistic in my expectations of children, and I talked about how that would help me in a teacher’s role. 


 I’d also done a lot of modules that were directly relevant to teaching, and gave me a broader view of education and school. Schooling on Childhood gave me a broad overview of the National Curriculum, special needs, the history of how schools came to be as they are, how they are run, school governors, about OFSTED, LEAs, general policy and practice overview – all sorts of useful things like that. I found having that broad overview was important at the interview, knowing about the issues. 


 We also did a module on children’s learning in Childhood Studies. I learned about different teaching approaches, and learning styles. I looked particularly at assessment, which is a massive issue in schools now. I became interested in children’s self-evaluation skills, and consulting with children is very much being promoted now. For my coursework activities, which built up to that assignment, I interviewed a teacher about the ways she uses annotated work in English, Maths and Science. It was all about giving the child a voice, and to help them think about their learning. That gave me ideas for strategies I might use when I become a teacher, and I learned that children can make decisions, if they’re asked. Before I wouldn’t have thought like that. I’d have thought teachers should do that for them. So I guess the course just made me think, be a bit more open to trying out ideas for getting children involved in learning, which is a big issue nowadays: how to involve children. 


 Even with the modules that were not about school, though: what I did was angle them down to helping me think about issues to do with school life and teaching. For example, we looked at Growing Up In a Social World, and I chose to do my assignment on gender and literacy, and the differences between boys’ and girls’ achievement – so I made it relevant to me. In the Hobgoblins module, I focused in on OFSTED and the inspection system, and how different systems saw the child. So again, it was all useful.’ (Student C) 

Building up hands-on experience in relevant contexts 
Graduates who want to work with children always tell us that they built up practical experience outside the course. 

 ‘At a PGCE interview, obviously you need to show that you can work with and relate to children in school contexts. They want evidence of hands-on experience. That means you have to do quite a lot outside the course. At first, I went into a school regularly, just helping out – fetching and carrying, and working with children, supporting children in their learning under the direction of the teacher. Because of my interest, the Headteacher asked me to take on a specific paid role, supporting children in different classes who needed extra help with their language skills. This was really useful experience, I saw daily school life from the inside, in lots of different classes. 


 ‘When I went for my interview I had lots to say. They asked me, for instance, to tell them about an episode in which I had taught a child in school, and how I approached that. They wanted to know what I knew about how children learn, how I would structure activities, how I would respond to them, and help them progress. As well as having direct experience from what I’d done in my own time, I had also thought about these things as part of my course. For example, if I’d have read “Granpa” (picture book)  to children without having done the Picturebooks and Developing Readers option module, I would have just gone through it, reading it as just a story to read at storytime, and that would be it. Now, having looked at how it works, and what kinds of things it’s doing, I can see how there’s lots of interesting things I can do with it. 


 ‘That happened as well, when the Headteacher on the interview panel asked me to talk about how I’d work with parents. I could talk about a Parents into Schools initiative I’d seen when I was working in school, but I realised I actually knew a lot too, from Perspectives on Parenting, about not being judgmental and making people feel “bad” parents. So I talked about making them feel welcome in school, and helping them to understand what is being covered in school, and generally working in partnership together. I could easily talk about these things, as they were issues we covered on the course.’ (Student C) 

The dissertation is where it all comes together 
Our successful graduates often use the dissertation as the main means of building up knowledge, expertise and experience. They choose something that will give them a head start at an interview, and often will influence their own practice in future. 
								

 ‘I decided to do my dissertation linked to English. I wanted to gain knowledge of the literacy hour, but I focused in on an aspect – shared reading – that interested me. I interviewed experienced and newly qualified teachers about how and why they used shared reading. I really got to grips with the different values and attitudes of the staff involved. I learned there was so much going on, and there’s lots of approaches that have a big impact on how children learn. It gave me the chance to learn from experienced teachers: I’ll certainly be including storytime for a purpose, now, because I can see how important it is. I suppose I’m much more aware of the value of reading and the importance that you have to place on it.’  (Student C) 

Meeting the Childcare Challenge with Care and Education: ‘they’d be daft not to employ us’
Finally, we turn to explore the views of several Care and Education graduates on the ways in which their course has supported them to become a new kind of child professional, who is able to take on board a range of perspectives and to ‘think outside the box.’ 							
The role of critical reflection in developing a new kind of childcare professional 
Probably above all, most of these students highlight the ways in which their course has given them time, space and opportunity to identify and reflect upon multi-professional approaches to early childhood. They particularly value the breadth of the course, which challenged them to think 

 ‘I think because it’s not like a narrow point of view, you’re made to think in lots of different ways and you know, that’s why it gets your head a little bit. You think, oh, wait a minute then. It does give you a much broader view. It’s such a huge step from what the NNEB course was like. It gives you a much broader perspective on child education and care work.’ (Student D) 

They also talk about how useful it was to have the chance to work with lecturers who represent contrasting professional priorities, and who asked them to think about the implications of those priorities, rather than tacitly accept them or subscribe to them: 

 ‘There were lecturers from different perspectives. We had somebody with a social work background, somebody with an education background, somebody with a health background. And obviously the modules they were teaching on were centred around their particular professional experience. But they were kind of doing it with a view of connecting it to all three of the modules. They weren’t trying to push social work as the way it must go, or education or health. They were really trying to make a point that you had to look at it from across the board. You could pick out their own influence and you could kind of interpret their way, their statements. You could pull out their health interest or their family, social interest. It did work, because everything all of a sudden “dinged.” After all, it’s what’s going on outside, and they brought it all into the classroom for us, so you could stand back.’ (Student E) 

Once in professional life students really saw the benefits of having had this penny-dropping revelatory experience of the challenges and benefits of seeing the child from a multi-professional perspective and in a range of (often competing) contexts and influences. They often felt they were ‘ahead of their time’: 

 ‘Once I got in a job I had to stop myself going “On my course they said this”, or “I think it’d be better if you did it this way!”’ (Student F) 


 ‘It’s hard to explain but you’re aware, like, on another level, another way of thinking. It’s because we’re more critical, having asked questions and thought about things. I used to think x was a good authority, but now I can see things that I think might be better if they changed.’ (Student D) 

They felt privileged to have had the time and opportunity to think in this challenging way, and felt well-prepared for the field of the new childcare professional. As one said: 

 ‘I think any employer would be daft not to employ us. I mean, that sounds arrogant, but I really do believe that after three years of such up-to-date information, from very forthright thinking, in a way, we are very employable.’  (Student G) 

Another explained: 

 ‘Now I’m out there working, I can honestly say the course is really relevant. It’s so up-to-date. We studied documents that they’re working with – so I felt confident, because I’d had chance to really get to grips thinking about these, during my course.’ (Student H) 

Diverse roles 
Again, like Childhood Studies students, they valued the diversity of employment opportunities that they felt equipped to apply for. Graduates talked about how far the course had opened up horizons and ‘fit into several niches in the care and education field.’ 

 ‘I originally thought with Care Ed I’d have to go into Education – well, school, really. But then I saw a post in Health, and I thought, “Ah yes! Actually I can sell myself in the Health sector.” I’d just never thought of it before.’ (Student I) 


 ‘After Care Ed I thought I’d work with very young children, but I’m a community development worker in the west end of Newcastle, working with 16–24-year-old parents. The modules I did on Care Ed, especially the social work module, were really relevant to working with young parents. I have to help them find nursery places and know what they are entitled to, so I have to know how to find out, and not be just told what to do. And how to support people, listen to where they’re coming from. And value what they do to support their child – working with them, listening to their viewpoints – that’s going to help their kids get a good start. The whole course was really relevant for all of these things.’  (Student J) 
									

Seeing differently: trying to become agents of change as new childcare professionals 
Many talked of feeling able to contribute something new and different, as a way of meeting new challenges. 

 ‘We are able to change situations and settings in the nursery, to be able to meet what society is at this time saying is very positive for the child. And we’ll be able to add to the debate about what is positive for the child and for the family. Our eyes have been opened to other views, opened to a whole different world.’  (Student D) 

They felt they had the confidence to have a say and make a difference: 

 ‘We’ve been pushed, all throughout the course, to articulate why we think what we think. And being used to that has given me the confidence to get into a conversation, say, with a headteacher, and be able to have the confidence to express my views, knowing that I have a valid point of view, and I can explain it. I can explain why I believe certain things are valuable for children.’ (Student E) 

Like Childhood Studies, they valued the course because it gave them the opportunity to critically reflect, and challenge their own values and attitudes about children and their services. 

They see it as a 


 ‘...stepping stone into a more managerial role, or an understanding about policy and the law surrounding services for children ... it makes you think more broadly and much more positively. And it makes you see the problems and, you know, what needs changing out there. You’ve got to be prepared to have your views challenged. You can’t just stick to “Well I think this, and I’m not going to listen to anybody else’s opinion.” It’s open-mindedness, that’s what we’ll bring to a job.’  (Student E) 
									

Commitment to a particular view of children 
They talked about how vital it was that the course gave them the chance to develop a worked-through sound philosophical base, a commitment to young children, and their place in society, which offers a drive and focus in their graduate work, like a rock to stand upon in their professional lives: 

 ‘I don’t think you have to be frightened of articulating your opinions and being true to those opinions with a view to your own personal and professional development, and that comes along with being open to change. I think you have to have a passion, you have to have a drive that you yourself can challenge and have other people challenge with you, but it’s still going to be your focus to drive you forward.’ (Student D) 

Having increased awareness made graduates feel they’d be very different sorts of child professionals: 

 ‘We had our awareness raised to an awful lot of issues that if you’d just gone straight for early years teaching or nursery nursing, half the issues I think wouldn’t have occurred to you. They wouldn’t get taught to you, or are not seen as important, because that’s not what, say, teaching is all about – not so bothered about the care side, so it’s, well, forward thinking. Equal. Liberal.’ (Student E) 

Raising the status of work with under fives
Finally, graduates often discussed how far the course importantly places attention on areas of expertise and knowledge that are vital to developing practice in working with very young children and their families: 

 ‘I think the profile of the course needs to be raised, because it deserves it. I think it’s a brilliant course and I think it really needs to have its status raised and more people need to become aware of it. Because that’s where the future of under fives is lying. I think it’s a really important course.’ (Student I) 									
										
									






Chapter 15
Learning from what our graduates say about the courses
Kay Sambell and Sue Miller 
This chapter is based upon conversations that researchers, Quality Auditors or teaching staff have had with Childhood Studies and Care and Education students once they have finished the course. They are all talking about their courses with the benefit of hindsight, and with first-hand experience of competing in the graduate jobs market and in the world of graduate employment. We want to draw particular attention to their views of which strategies and activities they adopted during their degree actually paid off for them when they came to ‘sell’ their skills and qualities in the world of work, as we hope this might guide new students to consider useful ways of making the most of their time on the course. We also want to highlight the aspects of the course each student most values now they are working with and for children, to draw attention to the specific ways in which they, again with the benefit of hindsight, think our courses are relevant to their professional lives. 
The chapter is organised into key themes and issues, and contains brief illustrative case studies, based upon the stories of individual students. As such, most of this final chapter is dedicated to the student voice, allowing us to hear the value of the courses ‘straight from the horses’ mouths.’ Some of what they say is course-specific, but much is relevant to either course and to preparing for any future career, because they emphasise how far, and in what ways, everyone needs to tailor the course to develop and pursue their own individual interests. 
							
Childhood Studies: keeping your options open
Quite a few students initially apply to do Childhood Studies because although at entry they think they might be interested in working with children, they are not entirely sure that they are ready yet to make up their minds. They feel that the broad curriculum that Childhood Studies offers will allow them to keep their options open while they find out a bit more about possible career opportunities, and while they discover more about themselves and their real interests. Such students typically say: 

 ‘I chose the Childhood Studies route at Northumbria because I thought it would allow me to explore various issues surrounding childhood, because although I had always wanted to work with children, I wasn’t sure in what role, exactly.’  (Student A) 

Following graduation Childhood Studies students go into a range of roles, but not all of them work with, or even for, children or young people. That being said, a good number do go on to teach in primary schools, or to manage or coordinate services or projects for children or adolescents, and a few go on to do childhood-related research. Examples of the varied future career paths our students have taken include: 							
• Family Learning Co-ordinator for a Local Education Authority 
• Partners Liaison Officer 
• Learning Mentor (special needs) 
• Manager of children’s respite services 
• Postgraduate Certificate in Education (PGCE) 
• Research. 
In what follows we will discuss the views of a few Childhood Studies students who have built upon the course, using it to develop individual, quite varied, career opportunities. In it we will try to highlight the ways in which these students reflect upon using the course, not to build up specific professional skills geared to working directly with children, but to: 							
• develop new interests 
• allow them to build up a personal profile of expertise 
• adapt the course to suit their own individual needs and interests 
• gain relevant experience and knowledge 

• develop key skills, including critical thinking, which would stand them in good stead to apply for and pursue further professional qualifications. 
Case Study One
This student remembers consciously setting out to use Childhood Studies to explore, pursue and develop areas of specific interest, checking out for herself if they were ‘for her.’ Firstly, the degree opened up new areas which she had not studied before, or had not realised she was especially good at or interested in. Secondly, the choice and flexibility Childhood Studies modules offers in terms of topic selection and focusing your own assignment allowed her to really study and pursue an interest she did develop in some depth, building up a relevant and highly personal, individualised body of expertise and knowledge. Here she remembers developing an interest in special needs children: 

 ‘Throughout the three years I was able to tailor the Childhood Studies course to the areas that I developed interests in. For example, I developed an interest in Special Educational Needs during my second and final years and was able to look at disability in childhood in several modules. Within the same modules, my friends were choosing to consider issues such as race or gender in childhood, so everyone got to focus on something that interested them. (Student A) 


 The degree allowed me to pursue my own interests, rather than having a set content of what I, and everyone else, had to learn. I had an interest in Special Needs, so I saw it from that angle on Childhood Studies modules. It’s good when you can follow your own interest in an assignment rather than being told what to cover, which limits you. Someone else, who’s interested in some other aspect, can do something to suit them. That’s how it works on Childhood Studies.’  (Student A) 

It is important to recognise, though, that this level of choice and flexibility means that, to make the most of the course, students have to develop and pursue interests, making choices and decisions that make the course their own, rather than relying on lecturers to make those choices for them. Furthermore, to make the most of these opportunities, they need to build on this by gaining practical experience outside university. The student in this case study, for instance, recalls how she did a lot of voluntary work with autistic children, worked in summer schools and play schemes, and worked with adolescents in her spare time. Because of this she found herself well-placed to explore a range of future roles on leaving the course: 
								

 ‘I was fortunate to have a variety of options available in the September after graduation, all of which related to my degree choices. I worked for six months as a part-time Research Assistant in a Health Authority team looking into Disability Equality Training. I was able to draw on the work I had done during my degree to help get me into this position. The skills necessary for research came directly from the Childhood Studies fieldwork modules. The autonomy that I developed during my studies to go and find out for myself in order to learn about a specific topic was a distinct advantage in the world of research.’ (Student A) 

Although this student initially started the course thinking that she would like to work with younger children, during the degree she found she actually found working with young adults was more rewarding for her, although this was something she hadn’t considered at all before her degree. Ultimately she worked for a University Student Recruitment Office which involved delivering talks to sixth form students about the benefits of Higher Education and student life, aiming to raise the aspirations and awareness of young people in the region. Note how much emphasis she places on reflecting on people’s values and the critical thinking skills she has developed as part of her degree, which she finds she now draws upon in her professional role: 

 ‘I am working with schools and colleges from Excellence in Cities areas, who by nature do not have special advantages that many people take for granted. Childhood Studies did open my eyes to the diversity of children’s experiences and educational circumstances and made me think about my reaction towards them. Working with children as research participants during the Childhood Studies degree made me think critically about how the project’s aims could be achieved. I helped to develop feedback from the youngsters taking part in the project, and especially built on the research methods we’d explored that try to overcome the power imbalance in the adult-child relationship, so young people could have a say.’ (Student A) 

Developing generic or ‘key’ skills, especially the skills of the autonomous, independent learner 
In fact, this graduate often refers to the dissertation module and the fieldwork modules when she thinks about what the course has offered, because she feels they equipped her with general values, ethical principles and a habit of mind – critical reflection – which allow her to unpack and understand the things she sees in her everyday working life. In one way she sees this as acquiring and developing the general skills of being able to take responsibility for your own work, taking decisions rather than constantly being told what to do, and creating a polished, confident and knowledgeable impression when she went for interviews: 
								

 ‘Degree work helped me to develop generic skills in areas such as time management, presentation skills and critical thinking. Through working with others in seminars and from practical work in schools I also developed the social skills necessary to help me find a job once I’d graduated. I know that having done a degree in Childhood Studies helped me to find suitable work with children in educational settings.’ (Student A) 

On another level, though, she draws attention to the importance of her ability to form effective working relationships because of the ‘people-skills’ she developed as part of the course. She sees this as a matter of trying to understand and respect other people’s perspectives, values and attitudes, which now underpin the way she carries out her work and the way that she approaches and deals with young people. 

 ‘I have gained a great deal from the course that is relevant for working with any kind of people. I find myself thinking about the ways in which we work with people, and questioning presumptions made about their lives. Rather than making decisions on their behalf, I am keen to give the participants the lead in making choices about their futures through feedback and discussion groups, as well as simply providing an environment in which they feel able to express their views.’ (Student A) 

Going into teaching: ‘I think I’ll be a better teacher having done Childhood Studies’
Having time and space during a degree to identify and think about your own and others’ values and attitudes towards children has also been influential in the case of Childhood Studies students who leave us to take up a PGCE. The next two case studies illustrate graduates who, along with several others each year, come to Childhood Studies in the hope of eventually becoming a schoolteacher. 							
After doing a PGCE, a former Childhood Studies mature student, who returned to education herself after bringing up her family, has now been teaching in Northumberland for several years. She talks of the relevance of Childhood Studies to her teaching career in the following ways: 

 ‘Because of its relatively wide-ranging basis, which included psychology, sociology, children’s development and schooling issues, the course was invaluable to me, working with primary school aged children. Above all, though, it helped me to understand why children may behave or react in the ways that they do, and I know I treat them with respect as individuals.’ (Student B) 
									

Our graduates often say they feel that they are different sort of teachers because of the course they’ve done, as opposed to having taken a more traditional subject-based first degree, such as English, or Chemistry, before doing a PGCE. Another student, embarking on her PGCE, claimed: 

 ‘I think I’ll be a better teacher having done Childhood Studies because I understand children as people, and see the whole child. I think I’m more likely to make an effort to listen and take children seriously, although I know there’ll be pressures that will mean that’s quite difficult to achieve. But at least forewarned is forearmed, I feel I’ve got a broader picture about the education system and children’s roles within it to hang onto, especially when I’m starting out.’ (Student C) 	
									

Taking choices: developing specialisms during the course 
The most successful of our graduates who go into teaching say they made careful choices, and sought careers advice earlier rather than later, as they went through the course. 

 ‘I always wanted to be a primary school teacher, so I knew that from the beginning of the course. Others competing with you to get on a PGCE have subject knowledge, having done a more traditional degree, like Maths, or English. I felt quite daunted by that at first. So I sought advice from my Guidance Tutor, early on, and was told to broaden my knowledge base. Then, when I was taking Childhood Studies I was very conscious that I’d need to build up a sound subject base for my teaching career. So I did what my Guidance Tutor said: I took stock of the subjects I felt good at, like English and German, and decided I had quite strong linguistic skills. So I worked towards choosing English as my subject specialism as I went through the course, to boost that up. For example, I chose a module on picture books and one on geography in my second year option, to give me National Curriculum subject knowledge.’ (Student C) 

Spelling out the special knowledge, skills and qualities you have to offer
Many of our graduates reflect on the ways in which it is important for them to articulate the special nature of their degree, because it is so new and innovative that employers may not fully understand what our graduates know and can offer. 							

 ‘As I said earlier, I felt quite daunted going for my PGCE interview, because I don’t have a normal subject degree. But when I thought about it, I realised that I’d got other skills and knowledge to offer. I had a lot of knowledge about children and how they learn. I knew more than anyone else going for interview about child development, for example. I know an awful lot about how and when children generally learn to achieve things, so I think that’ll help me be realistic in my expectations of children, and I talked about how that would help me in a teacher’s role. 


 I’d also done a lot of modules that were directly relevant to teaching, and gave me a broader view of education and school. Schooling on Childhood gave me a broad overview of the National Curriculum, special needs, the history of how schools came to be as they are, how they are run, school governors, about OFSTED, LEAs, general policy and practice overview – all sorts of useful things like that. I found having that broad overview was important at the interview, knowing about the issues. 


 We also did a module on children’s learning in Childhood Studies. I learned about different teaching approaches, and learning styles. I looked particularly at assessment, which is a massive issue in schools now. I became interested in children’s self-evaluation skills, and consulting with children is very much being promoted now. For my coursework activities, which built up to that assignment, I interviewed a teacher about the ways she uses annotated work in English, Maths and Science. It was all about giving the child a voice, and to help them think about their learning. That gave me ideas for strategies I might use when I become a teacher, and I learned that children can make decisions, if they’re asked. Before I wouldn’t have thought like that. I’d have thought teachers should do that for them. So I guess the course just made me think, be a bit more open to trying out ideas for getting children involved in learning, which is a big issue nowadays: how to involve children. 


 Even with the modules that were not about school, though: what I did was angle them down to helping me think about issues to do with school life and teaching. For example, we looked at Growing Up In a Social World, and I chose to do my assignment on gender and literacy, and the differences between boys’ and girls’ achievement – so I made it relevant to me. In the Hobgoblins module, I focused in on OFSTED and the inspection system, and how different systems saw the child. So again, it was all useful.’ (Student C) 

Building up hands-on experience in relevant contexts 
Graduates who want to work with children always tell us that they built up practical experience outside the course. 

 ‘At a PGCE interview, obviously you need to show that you can work with and relate to children in school contexts. They want evidence of hands-on experience. That means you have to do quite a lot outside the course. At first, I went into a school regularly, just helping out – fetching and carrying, and working with children, supporting children in their learning under the direction of the teacher. Because of my interest, the Headteacher asked me to take on a specific paid role, supporting children in different classes who needed extra help with their language skills. This was really useful experience, I saw daily school life from the inside, in lots of different classes. 


 ‘When I went for my interview I had lots to say. They asked me, for instance, to tell them about an episode in which I had taught a child in school, and how I approached that. They wanted to know what I knew about how children learn, how I would structure activities, how I would respond to them, and help them progress. As well as having direct experience from what I’d done in my own time, I had also thought about these things as part of my course. For example, if I’d have read “Granpa” (picture book)  to children without having done the Picturebooks and Developing Readers option module, I would have just gone through it, reading it as just a story to read at storytime, and that would be it. Now, having looked at how it works, and what kinds of things it’s doing, I can see how there’s lots of interesting things I can do with it. 


 ‘That happened as well, when the Headteacher on the interview panel asked me to talk about how I’d work with parents. I could talk about a Parents into Schools initiative I’d seen when I was working in school, but I realised I actually knew a lot too, from Perspectives on Parenting, about not being judgmental and making people feel “bad” parents. So I talked about making them feel welcome in school, and helping them to understand what is being covered in school, and generally working in partnership together. I could easily talk about these things, as they were issues we covered on the course.’ (Student C) 

The dissertation is where it all comes together 
Our successful graduates often use the dissertation as the main means of building up knowledge, expertise and experience. They choose something that will give them a head start at an interview, and often will influence their own practice in future. 
								

 ‘I decided to do my dissertation linked to English. I wanted to gain knowledge of the literacy hour, but I focused in on an aspect – shared reading – that interested me. I interviewed experienced and newly qualified teachers about how and why they used shared reading. I really got to grips with the different values and attitudes of the staff involved. I learned there was so much going on, and there’s lots of approaches that have a big impact on how children learn. It gave me the chance to learn from experienced teachers: I’ll certainly be including storytime for a purpose, now, because I can see how important it is. I suppose I’m much more aware of the value of reading and the importance that you have to place on it.’  (Student C) 

Meeting the Childcare Challenge with Care and Education: ‘they’d be daft not to employ us’
Finally, we turn to explore the views of several Care and Education graduates on the ways in which their course has supported them to become a new kind of child professional, who is able to take on board a range of perspectives and to ‘think outside the box.’ 							
The role of critical reflection in developing a new kind of childcare professional 
Probably above all, most of these students highlight the ways in which their course has given them time, space and opportunity to identify and reflect upon multi-professional approaches to early childhood. They particularly value the breadth of the course, which challenged them to think 

 ‘I think because it’s not like a narrow point of view, you’re made to think in lots of different ways and you know, that’s why it gets your head a little bit. You think, oh, wait a minute then. It does give you a much broader view. It’s such a huge step from what the NNEB course was like. It gives you a much broader perspective on child education and care work.’ (Student D) 

They also talk about how useful it was to have the chance to work with lecturers who represent contrasting professional priorities, and who asked them to think about the implications of those priorities, rather than tacitly accept them or subscribe to them: 

 ‘There were lecturers from different perspectives. We had somebody with a social work background, somebody with an education background, somebody with a health background. And obviously the modules they were teaching on were centred around their particular professional experience. But they were kind of doing it with a view of connecting it to all three of the modules. They weren’t trying to push social work as the way it must go, or education or health. They were really trying to make a point that you had to look at it from across the board. You could pick out their own influence and you could kind of interpret their way, their statements. You could pull out their health interest or their family, social interest. It did work, because everything all of a sudden “dinged.” After all, it’s what’s going on outside, and they brought it all into the classroom for us, so you could stand back.’ (Student E) 

Once in professional life students really saw the benefits of having had this penny-dropping revelatory experience of the challenges and benefits of seeing the child from a multi-professional perspective and in a range of (often competing) contexts and influences. They often felt they were ‘ahead of their time’: 

 ‘Once I got in a job I had to stop myself going “On my course they said this”, or “I think it’d be better if you did it this way!”’ (Student F) 


 ‘It’s hard to explain but you’re aware, like, on another level, another way of thinking. It’s because we’re more critical, having asked questions and thought about things. I used to think x was a good authority, but now I can see things that I think might be better if they changed.’ (Student D) 

They felt privileged to have had the time and opportunity to think in this challenging way, and felt well-prepared for the field of the new childcare professional. As one said: 

 ‘I think any employer would be daft not to employ us. I mean, that sounds arrogant, but I really do believe that after three years of such up-to-date information, from very forthright thinking, in a way, we are very employable.’  (Student G) 

Another explained: 

 ‘Now I’m out there working, I can honestly say the course is really relevant. It’s so up-to-date. We studied documents that they’re working with – so I felt confident, because I’d had chance to really get to grips thinking about these, during my course.’ (Student H) 

Diverse roles 
Again, like Childhood Studies students, they valued the diversity of employment opportunities that they felt equipped to apply for. Graduates talked about how far the course had opened up horizons and ‘fit into several niches in the care and education field.’ 

 ‘I originally thought with Care Ed I’d have to go into Education – well, school, really. But then I saw a post in Health, and I thought, “Ah yes! Actually I can sell myself in the Health sector.” I’d just never thought of it before.’ (Student I) 


 ‘After Care Ed I thought I’d work with very young children, but I’m a community development worker in the west end of Newcastle, working with 16–24-year-old parents. The modules I did on Care Ed, especially the social work module, were really relevant to working with young parents. I have to help them find nursery places and know what they are entitled to, so I have to know how to find out, and not be just told what to do. And how to support people, listen to where they’re coming from. And value what they do to support their child – working with them, listening to their viewpoints – that’s going to help their kids get a good start. The whole course was really relevant for all of these things.’  (Student J) 
									

Seeing differently: trying to become agents of change as new childcare professionals 
Many talked of feeling able to contribute something new and different, as a way of meeting new challenges. 

 ‘We are able to change situations and settings in the nursery, to be able to meet what society is at this time saying is very positive for the child. And we’ll be able to add to the debate about what is positive for the child and for the family. Our eyes have been opened to other views, opened to a whole different world.’  (Student D) 

They felt they had the confidence to have a say and make a difference: 

 ‘We’ve been pushed, all throughout the course, to articulate why we think what we think. And being used to that has given me the confidence to get into a conversation, say, with a headteacher, and be able to have the confidence to express my views, knowing that I have a valid point of view, and I can explain it. I can explain why I believe certain things are valuable for children.’ (Student E) 

Like Childhood Studies, they valued the course because it gave them the opportunity to critically reflect, and challenge their own values and attitudes about children and their services. 

They see it as a 


 ‘...stepping stone into a more managerial role, or an understanding about policy and the law surrounding services for children ... it makes you think more broadly and much more positively. And it makes you see the problems and, you know, what needs changing out there. You’ve got to be prepared to have your views challenged. You can’t just stick to “Well I think this, and I’m not going to listen to anybody else’s opinion.” It’s open-mindedness, that’s what we’ll bring to a job.’  (Student E) 
									

Commitment to a particular view of children 
They talked about how vital it was that the course gave them the chance to develop a worked-through sound philosophical base, a commitment to young children, and their place in society, which offers a drive and focus in their graduate work, like a rock to stand upon in their professional lives: 

 ‘I don’t think you have to be frightened of articulating your opinions and being true to those opinions with a view to your own personal and professional development, and that comes along with being open to change. I think you have to have a passion, you have to have a drive that you yourself can challenge and have other people challenge with you, but it’s still going to be your focus to drive you forward.’ (Student D) 

Having increased awareness made graduates feel they’d be very different sorts of child professionals: 

 ‘We had our awareness raised to an awful lot of issues that if you’d just gone straight for early years teaching or nursery nursing, half the issues I think wouldn’t have occurred to you. They wouldn’t get taught to you, or are not seen as important, because that’s not what, say, teaching is all about – not so bothered about the care side, so it’s, well, forward thinking. Equal. Liberal.’ (Student E) 

Raising the status of work with under fives
Finally, graduates often discussed how far the course importantly places attention on areas of expertise and knowledge that are vital to developing practice in working with very young children and their families: 

 ‘I think the profile of the course needs to be raised, because it deserves it. I think it’s a brilliant course and I think it really needs to have its status raised and more people need to become aware of it. Because that’s where the future of under fives is lying. I think it’s a really important course.’ (Student I) 									
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Kay Sambell originally came to Northumbria University to work in the Educational Development Service in 1995. She was a member of the highly successful  Impact of Assessment project, which explored student perspectives of the relationships between innovative assessment techniques and approaches to learning in the context of Higher Education. She is well-known at national and international level for her work in this area, and has been involved in a range of innovative projects in different disciplines and universities. She has published extensively on research into students’ experiences of assessment and is on the international organising committee for a bi-annual international conference on improving the assessment of student learning, currently hosted by the University of Bergen in Norway. 
She became a senior lecturer and course leader for Childhood Studies in 1997, and has taught and developed modules on the Joint Honours programme. In 2002 she was awarded a National Teaching Fellowship for her contributions to teaching and learning in Higher Education. 
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Postscript
 Professor Royston Stephens
 Dean, School of Health, Community and Education Studies,
 Northumbria University, UK
 Dean, School of Health, Community and Education Studies, Northumbria University, UK 
When Sue Miller and Kay Sambell first came to me with the idea of producing a book that showcased the teaching and learning approaches for which their courses had just received a perfect QAA score I was delighted. As the Dean of a School of staff from a wide range of professional, public, private and voluntary sector backgrounds I know only too well what a rich variety of knowledge, skills and beliefs my colleagues have in relation to children and something of the challenges implicit in developing multidisciplinary dialogue between them about these. 
We do believe at Northumbria that Higher Education has a key role to play in the widest possible community. These courses set out to develop the visionary thinkers for the lives of children and families in the future and are hugely challenging and political in their content, but supportive and developmental in their approach. Care and Education is headed, in Sue, by the Chair of Newcastle’s Early Years Development and Childcare Partnership, a highly significant children’s strategic partnership that has, to date, brought over £10 million into the city. Childhood Studies is led by Kay, a winner of a prestigious National Teaching Fellowship given in recognition of excellence in teaching. This means that students on these courses have access to some of the most contemporary, up-to-date and rigorous thinking about research, policy and practice in childhood in general and the early years in particular. 
It is a considerable testimony to the skills of Sue and Kay and their commitment to their subject that they have managed to bring together two such successful courses. There is a clear sense that, as course leaders, they have engendered a high degree of trust and respect between the members of the Childhood Studies and Care and Education: Early Years teams. Although each as individuals is valued for what they bring with regards to their particular professional perspective on children’s needs, there is a real sense throughout this book that teaching on these courses is a way of allowing them to hear and reflect together on different perspectives. 
At Northumbria we pride ourselves on the quality of the teaching and learning experience that we seek to offer our students. The courses described here have become steadily more popular and it delights me to see how oversubscribed they are each year. They are clearly attracting students with a wide range of academic and personal experiences and the sense in which they represent exemplary practice in meeting the needs of non-traditional students particularly pleases me. 
I wish the staff and students continued success and feel confident that this text will be of ongoing benefit not only to them, but to others similarly determined to enhance students’ understandings of children’s worlds. 					
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 Contemporary Issues in Childhood:
approaches to teaching and learning
Written by experts in their field with a proven track record for quality in their teaching and learning (24/24 in recent QAA subject review),  Contemporary Issues in Childhood: approaches to teaching and learning takes a contemporary and in-depth look at the teaching of humanities where children and their world’s are central to the curriculum.
Aimed at students and teachers of Childhood and Early Childhood courses – and also beneficial to those studying other academic programmes where the emphasis is on the various ways in which childhood is viewed and interpreted – this book gives vital tips and advice on learning and teaching methods.
Many of the discussions in this book may also appeal to those who are considering taking up further study at Higher Education in this area and wish to know what is involved, how they will be expected to work and approach their studies. Other lecturers and teachers should also find  Contemporary Issues in Childhood packed with many tried and tested methods of approaching and assessing this contemporary subject – giving their students the best possible head start for the future and also supporting and encouraging non-traditional students.
Sue Miller and Kay Sambell are respected members of Northumbria University and between them have nearly 40 years of teaching in Childhood Studies and related areas. They aim to pass their experience, knowledge and passion for the subject on to both teachers and students alike, creating a new generation of well-qualified and capable child-orientated professionals – whilst children and their families reap the benefits!
 Sue Miller is the Partnerships and Communication Manager: Newcastle Local Authority (previously course leader in Care and Education: Early Years at Northumbria University). Before taking up her post at Northumbria in 1998 she had been a senior educational psychologist, teacher and children’s services manager. 
 Kay Sambell is the course leader in Childhood Studies at Northumbria University and was awarded a National Teaching Fellowship in 2002 for her contributions to teaching and learning in Higher Education. She has presented many papers on her ongoing research into the student experience of assessment in Higher Education, and is also well-known for her work on children’s literature.
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