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Introduction 

This is the third issue of the annual DAS Handbook and I am delighted by another 
outstanding effort by Professor Emeritus Angela Fawcett and the Dyslexia Association 
of Singapore (DAS) Team for putting together this excellent collection of reports and 
articles.  Once again, the breadth and scope of this Handbook reflects the many 
areas the DAS and the community as a whole must continue to look into in support of 
people with dyslexia.  Indeed, as DAS celebrates our 25th Anniversary in 2016, in the 
next 25 years, DAS must “go beyond” five areas! 
 
First of all, we must go beyond support in basic reading and spelling.  Children with 
dyslexia also need support in higher order skills such as reading comprehension 
and essay writing. DAS has now added a new writing component and additional 
reading comprehension content is on its way.  This is a natural progression for the 
DAS main literacy programme as we expand and improve our curriculum to support 
dyslexic children in the full range of literacy skills.   
 
Secondly, DAS must go beyond Literacy and the 
English Language.  Dyslexics need support in a 
range of language and academic subjects.  We 
have already initiated a Maths, Chinese and 
Exam Skills programmes designed for dyslexic 
children.  Creating and delivering a wider range 
of programmes must therefore be a continuing 
effort of DAS in the coming years. 
 
Thirdly, our support must go beyond academic 
subjects.  We must help our dyslexic clients build 
on their strengths and talents.  Our Speech and 
Drama Arts programme designed for dyslexic 
children to boost their confidence and speaking 

“Children with 

dyslexia also need 

support in higher 

order skills such as 

reading 

comprehension 

and essay writing. 

Dyslexics need 

support in a range 

of language and 

academic 

subjects.” 
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skills is a good example of such a programme.  Results have been most 
encouraging.  We are examining how best to provide other non-academic and talent 
programmes to help dyslexic children develop into productive adults and find 
employment in industries where they can excel. 
 
Fourthly, we must go beyond the current age group we serve.  We have always been 
working with primary and secondary school students.  We have started with 
preschoolers fairly recently.  We are in the process of providing a support 
programme for post-secondary students and students in Institutes of Higher Learning.  
It will be a logical next step for us to also provide for those in tertiary education and 
in the workforce. 
 
Last but not least, we must go beyond just dyslexia.  That many dyslexic children 
have accompanying Specific Learning Differences such as ADHD, Dyspraxia, 
Dyscalculia, Speech and Language Impairment, etc is well recognised. DAS must 
therefore also help our children overcome these issues over and above their 
dyslexia.   
 
And to help us “go beyond” these five areas, DAS must continue to do two things: 
We must continue to invest in and develop the professional capability of our staff to 
deliver high quality programmes and services.  It is also the objective of DAS to build 
a pool of expertise in dyslexia here in Singapore!  The training arm of DAS, DAS 
Academy, which now delivers programmes up to Masters level, will help us achieve 
this. 
 
We must also continue to invest in programme evaluation and publish research to 
ensure that our programmes and services are effective and reliable. 
 
So as you can see, DAS will continue to be very busy in the next 25 years.  We look 
to the continuing support of Ministry of Education and all stakeholders to help us 
achieve our goal of providing a truly comprehensive and holistic range of 
programmes for our dyslexic clients and bring DAS to a new level. 
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Introduction 

It is a very great pleasure to share with you the third of our annual Dyslexia 
Association of Singapore (DAS) Handbooks, edited by myself with Managing editor, 
Deborah Hewes.  It is now several years since I started working with DAS, and I have 
been truly impressed by the progress I have seen over this time period in terms of 
research output.  As Research Consultant to DAS, I have been able to work with staff 
to help them with formal evaluation of their work, and we have now started to work 
with local universities to obtain independent evaluations.  We have now published 
7th issue of the Asia Pacific Journal of Developmental Differences (APJDD), and our 
editorial board is becoming stronger with every issue.  This year we have focused on 
UnITE SpLD, which has now become a major international conference.  For the first 
time, we have invited members of our editorial board to join us in Singapore to 
present their research, as well as some of the authors who have contributed to 
APJDD.  It may be seen that we have made substantial progress on the publishing 
front, and I am proud of what we have been able to achieve working together. 
 
In this DAS Handbook 2016, we return to the 
format adopted last year, with the first sections an 
in depth report on the DAS programmes including 
those funded by the Ministry of Education (MOE).  
It is good to note that the MOE-aided DAS Literacy 
Programme (MAP) is going from strength to 
strength, with an increasing emphasis on 
evaluation, including the development of 
curriculum based evaluation and quality assurance 
and control.  The introduction of a system 
identifying different levels of need within the 
children participating has considerably enriched 
the programmes provided, and is an example of 
outstanding practice in matching children 

“It may be seen 

that we have made 

substantial progress 

on the publishing 

front, and I am 

proud of what we 

have been able to 

achieve working 

together.” 
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effectively within their small group support.  The Specialised Educational Services 
(SES) division programmes cover a broad range of topics associated with dyslexia, 
including Maths, English Exam Skills, Chinese, Preschool, Speech and Language 
Therapy and Speech and Drama Arts programmes, as well as specialised support 
for children with severe difficulties who need one to one support.  It may be seen 
from these reports that DAS continues to grow and expand, with an ever-increasing 
number of children benefitting from the support we are able to provide.  I am proud 
to note that we are now able to provide bursaries for some children to help them 
with Maths, a topic that many dyslexic children struggle to master.  Once again this 
year I have been impressed by the standards we achieve and maintain in providing 
support for children with difficulties and the readiness of DAS to continually evaluate 
and improve their provision. 
 
This year we include articles on RETA – the Register of Education of Therapists Asia, 
initiated by DAS to ensure the maintenance of professional standards in educational 
Therapy in Singapore and the region.  We also present an article on the role of the 
DAS Academy, by June Siew and Priscillia Shen, on the training arm of DAS that is 
able to provide a range of courses that address the needs of educators, 
professionals, our therapists and parents in terms of further training at all levels from 
workshops and certificates to Master’s level.  This makes a unique combination of 
theory and practice available to the region through DAS with their database of over 
3,000 children.  It is interesting to note the increasing collaboration with universities 
and polytechnics in the region to address some of the issues in dyslexia support.  
This includes an increasing awareness of the wider implications of dyslexia, in terms 
of self-concepts and how these impact on performance.    
 
As in last year’s handbook, we present a section on Embrace Dyslexia, in this section 
Professor Rod Nicolson, my colleague at Sheffield University, contributes two ongoing 
projects examining strengths in dyslexia, by completing an online questionnaire 
study, originally published in the British Dyslexia Association’s (BDA) Contact 
magazine.   We are also grateful to Brock and Fernette Eide at Dyslexic Advantage 
for giving us permission to reprint a selection of material from their blogs.  In the 
same section, we introduce an article from Margaret Malpas of the BDA on 
mentoring dyslexic adults, which fits in well with a current initiative led by Ashraf 
Samsudin in mentoring our DAS Student Alumni.  In 2015, we were able to invite Dr 
Kate Saunders, CEO of the BDA to Singapore to lead a series of seminars and 
workshops on this topic, which is proving a fruitful new initiative for DAS. 
 
In the next section we move on to consider international perspectives.  Here we start 
with a summary of the abstracts from the recent UnITE SpLD conference held by DAS 
in Singapore in June 2016.  This was the first academic conference of this type to be 
organised by DAS, following on from increasing interest in previous UnITE SpLD 
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conferences over the years.  This year, we invited members of the editorial boards of 
APJDD to present, as well as authors who had contributed published articles to the 
journal.  The conference attracted record numbers of presenters and participants, 
was extremely well received and concluded with a meeting of international partners 
dedicated to ongoing collaboration.  In addition to the abstracts, we present here a 
summary of the final discussion, moderated by Geetha Shantha Ram, Director of 
MOE-aided DAS Literacy Programme and Staff Professional Development, with a 
panel of experts drawn from the conference presenters. This should give our readers 
a flavour of the topics addressed and encourage them to submit and attend the 
2017 UnITE SpLD conference, with the call for papers now available online. 
 
A series of articles are also included in the international perspectives section.  The 
first of these, from Dr James Smith-Spark, addresses an important topic for adult 
dyslexics, focusing on problems in memory.  Dr Smith-Spark was formerly my PhD 
student in Sheffield and his work presents a unique perspective on the continuing 
impact of dyslexia in everyday life, for adults with dyslexia and their families.  The 
next article, from Anne Margaret Smith addresses the needs of multilingual learners, 
such as those in Singapore, and presents a new screening test designed for this 
population.  Finally, Mary Mountstephen presents her perspective on the usefulness 
of motor skills training for children with difficulties, based on her successful 
international practice in the area.  
 
A series of case studies follows. The majority of these are drawn from DAS 
experience, and present a more in-depth analysis of specific children with difficulties. 
Firstly, we present an article from Wong Kah Lai on a bright pre-schooler with strong 
evidence of difficulties.  This case study shows how with gentle encouragement and 
structured support, this child moves from an inability to write his name to achieving 
success. The next two case studies are drawn from an exciting new initiative from 
RETA, a series of discussion meetings on specific cases, which are open to 
therapists, parents, psychologists, speech therapists and anyone with an interest in 
education to pool their expertise in order to consider alternative approaches for 
children who are difficult to remediate.  As moderator of these sessions, in which a 
therapist presents case studies, this approach is in my experience quite unique and 
an example of the very best practice.   
 
I have been deeply impressed by the care and consideration shown throughout for 
the wellbeing of the children and families.  Here we also reprint a revision of an 
article originally published in our 2014 DAS Handbook by Hani Zohra Muhamad that 
has been updated for presentation again, drawing on more recent references in the 
field.  Finally, in this section, we present a personal perspective form Dr Margaret 
Meehan, who is a dyslexic academic and support worker, on the impact that the 
Alexander technique has had on her organisation and capacity for work.  As a 
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friend and colleague of Margaret, I can testify to the positive impact that this 
approach has had, allowing Margaret to fully express her strengths and deal 
effectively with stress.  It is an example of the broader approach to supporting 
dyslexia that is increasingly recognised as so important.  
 
In the last section on practical applications, we present articles from Fanny Foo, 
Director of DAS Learning Centres and Outreach, on another year of exceptional 
outreach to raise awareness of dyslexia, and from Jacqueline Song, Head of 
Fundraising, on the outstanding fundraising efforts undertaken by DAS and their 
supporters.  Information on the impact of bursaries for families who would not be 
able to access support, is provided in an article from Betty Lee, Senior Bursary 
Administration Officer, illustrated with an interesting series of case studies on 
appeals for higher levels of support than those recommended by the system. 
 
We again present a series of book reviews. This time from Mary Mountstephen, who 
presents two reviews of recent publications as well as one from Kevin Smith on study 
skills all of which may be of interest to our readers.  
 
Finally, I cannot finish without acknowledging the importance of the 25th Anniversary 
of DAS, and congratulating all those who work with DAS on what they have achieved 
and will continue to achieve over the coming years, going from success to success 
and expanding their provision as world leaders in the field of dyslexia.   
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Dr Daruwalla was the founding President of the Dyslexia Association of Singapore 
(DAS) when it was first registered in 1991 and continued in this role for 25 years until 
his untimely death in July 2016.  The success of DAS would not have been possible 
without his dynamic leadership and contribution over the years.  Dr Daruwalla's 
passion to provide the best possible support for students with dyslexia has resulted 
in the growth of DAS into the organisation it is today that supports thousands of 
children with dyslexia. 
 
In the last 25 years, Dr Daruwalla’s dedication has contributed greatly to the growth 
of DAS.  The success of the organisation has been instrumental in helping many 
students in Singapore cope with dyslexia.  Under his guidance, DAS has taken huge 
strides towards his goal of removing the social stigma surrounding dyslexia by 
embracing the strengths and talents of people with dyslexia while providing the 
support they need to succeed. 
 
“The board, management and staff of DAS are deeply saddened by the loss of Dr 
Jimmy Daruwalla.  The success of DAS would not have been possible without his 
leadership, which has enabled us to progress in our mission. His selfless dedication 
has inspired many individuals with dyslexia to embrace their gifts and talents. We 
will strive to continue his legacy,” said Mr Lee Siang, Chief Executive Officer of DAS. 
 
As of 2016 and under his leadership, more than 9,500 children have been identified 
as dyslexic, around 6,500 received intervention, at least 30,000 people were reached 
through awareness talks and up to 10 programmes to support the varying needs of 
our students with dyslexia are now available. 
 
In memory of our late President, Dr Jimmy Daruwalla, the Dyslexia Association of 
Singapore, together with Dr Daruwalla’s family, will be setting up the “Jimmy 
Daruwalla Fund”. DAS aims to raise S$500,000 to further the cause for dyslexia that 
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he so passionately championed.  This fund will be used for two main purposes: 
 Scholarship for students with dyslexia to pursue tertiary education 
 Building capabilities for DAS through selective scholarships for staff to 

pursue post-graduate studies in specialised areas in dyslexic education  
 
Dr Daruwalla saw dyslexia as an asset. He wanted to ensure that the stigma 
surrounding the difficulties that children with dyslexia have in education is removed 
and that by embracing support that they need to succeed, they will make a greater 
difference in the fabric of Singapore's progress. 
 
Embrace Dyslexia and may Dr Daruwalla's legacy continue to grow. 

Dr Jimmy Daruwalla pictured above:  Top left at the Singapore Cruise Centre making a donation in 
2016, top right, in 2007 with Sir Jackie Stewart, Former F1 driver and President of the Scottish 
Dyslexia Association, bottom Left, with Ho Peng from MOE at the 2010 DAS Specific Learning 

Differences Conference and bottom right with President Tony Tan at the 2015 Capitaland 
Fundraising event 
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Dr Daruwalla pictured above 
with fellow Rotary Club of 
Raffles City members , (l to r) 
Vincent Chan, George 
Abrahams, Jimmy, Corina Lai 
and Mr Kevasapany.  Above 
left,  giving the welcome 
speech at the 2015 DAS 
Student Graduation, above 
right with President SR Nathan 
on his visit to DAS in 2005 and 
left with Mr Tharman 
Shanmugaratnam at the 21st 
Anniversary Gala Dinner in 
2012 
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Continuing his 
 Legacy 

DONATIONS TO THE JIMMY DARUWALLA FUND 
Cheques to be made payable to "Dyslexia Association of Singapore" 

  
Please indicate at the back of the cheque "For Jimmy Daruwalla Fund".   The proceeds will go toward a fund in memory of 

our founding President.  The funds will be used to support individuals with dyslexia. 
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1. BACKGROUND OF PROGRAMME 
 
The Dyslexia Association of Singapore’s (DAS) mission is to help dyslexics achieve. 
The DAS has adopted the Professional Practice Guidelines (PPG) definition of 
dyslexia which recognises it to be a specific learning difficulty of language learning 
and cognition that primarily affects accurate and fluent word reading and spelling 
skills with associated difficulties in phonological awareness, verbal memory and 
processing speed (Ministry of Education, 2011). All MOE-Aided DAS Literacy 
Programme (MAP) students require a diagnosis of dyslexia by a registered 
psychologist to receive help at the DAS. 
 
MAP offers intervention, taught in accordance to Orton-Gillingham (OG) principles, 
which is language based, cognitive, structured, sequential and cumulative, 
multisensory, diagnostic/prescriptive and emotionally sound. It aims to skill dyslexic 
students in the areas of phonics/phonemic awareness, reading, comprehension, 
spelling and writing.  
 
MAP focuses on these elements: 
 

 the recommended areas of instruction for learners with dyslexia (National 
Reading Panel, 2000; Rose, 2009)  individualised group lessons taught in 
accordance to the OG principles (Ritchey & Goeke, 2006; Rose & Zirkel, 
2007) and modified in view of institutional and funding limitations  
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 a suggested framework of information bearing in mind cultural sensitivities 

and emphasising conceptual teaching of language components as  
"[k]nowledge organisation is one element that has been used to 
differentiate novices from experts" (Ridgeway & Dunston, 2000) 

 
In the year of 2016 and up to October alone, MAP has provided intervention for over 
3000 students. 
 
 
2. VISION 
 
Acquisition of literacy skills is far more than managing school, it’s to manage and 
live life with possibilities. MAP not only looks to provide the literacy skills but as an 
important by product of its intervention, MAP looks to instil learners with the belief 
that they indeed can and deserve a future that is beautiful as a child’s dream and is 
full of promise – a potential that is not limited by their dyslexia but instead enhanced 
by it once they’ve been given the tools to overcome their challenges.   
 
Given the responsibility of enabling our learners to achieve and put simply, 
recognising what is at stake if it doesn’t, MAP has set itself very high goals and 
continuously looks towards enhancing its service, both in coverage of knowledge 
and skills as well as in quality. Not to be forgotten, the dedicated team of MAP 
educational therapists are reminded of the value of their roles in the lives of these 
children and through their commitment to the cause, help our learners form these 
dreams and make them a reality.  
 
Hence, MAP’s vision is: 
 
 

 
 
 
 
 

 
3. PROGRAMME DESCRIPTION 
 
MAP comprises of three main departments: Admissions, Curriculum Development 
and Enhancement and Quality Assurance. The main roles of the various departments 
are summarised below: 
 

To MAP the way for young dyslexics to live a 
life of beauty and promise through a 
comprehensive high quality service, 
provided by inspired professionals. 
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 Admissions – A team of psychologists participate in screening of 
learners to enable identification of at-risk students. Upon receipt of 
applications from parents, schools and other professionals supporting 
learners, MAP specialist and educational psychologists conduct 
assessments to formally diagnose the needs of the learners, and 
subsequently, make placement referrals for intervention. A team of 
administrative staff support the referral process as well as bursary needs 
of students who may require financial assistance. 

 
 Curriculum Development and Enhancement – A team of experienced 

senior and lead educational therapists regularly evaluate the current 
curriculum and its relevance based on profiles of students and 
recommended intervention by the Admissions team. Further 
development, implementation and enhancement of the curriculum are 
based on these evaluations and proposals for additional programmes 
within the curriculum are also considered so that all students equally 
benefit from MAP.  
 

 Quality Assurance – A team of educational advisors conduct needs 
analysis, and assist with the development and support of educators 
through broad based support as well as intensive remediation guidance. 
The evaluation of educator performance and formulation of further 
training to groom educators further ensures that the educators are able 
to effectively translate the curriculum to meet the needs of their learners. 
Additionally, through progress monitoring of students and their 
graduation, this department keeps its view on the quality of the 
programme through the learners. 
 

MAP ... in numbers 
 
Assessments 
 
MAP has continued to provide services to meet the requirements of our clients. This 
is demonstrated in the number of assessments we have conducted and the increase 
in student enrolments. From the start of the year till end of August 2016, Admissions 
received a total of 739 new referrals into MAP. Of these, 547 were for assessments. 
The remaining 192 referrals were from MOE, for direct placement into the 
programme.  
 
At the end of August, MAP psychologists conducted 640 assessments, including new 
assessments as well as review assessments for current MAP students.  
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Student enrolment 
 
Also at the end of the same period, MAP enrolment stood at 3076, with a waitlist of 
87students.  
 
Intensive Remediation (IR) 
 
Students who enter the programme are not homogenous in nature and some 
students need more support. The Intensive Remediation (IR) team, which consists of a 
multidisciplinary panel of professionals, helps both Educational Therapits (EdTs) and 
their students by observing classes and offering suggestions to manage behaviour 
and learning.  
 
In 2016, the total number of students on IR increased, as shown in the table below: 
 

 
 
In seeking to understand the reasons for this gradual increase, the applications and 
feedback following observations were reviewed. The noted reasons include: 
 

 There were more challenging cases in terms of behaviour and cognitive 
profiles 

 More students with varied co-morbidities were placed together in the 
same class 

 Students prolonged stay in IR due to the complexity of their profiles 
 
MAP’s IR team will continue to monitor this with the intention to improve the 
management of students with complex profiles.  
 
Financial Assistance 
 
As a part of our mission to benefit all learners with dyslexia, potential students are 
given bursaries. As of end 2015, 31% of all MAP assessment applicants were given a 
DAS bursary to assist with the assessment fee payment.  
 
As of June 2016, 46.7% of all MAP students received MOE FAS or DAS bursaries. This 
is nearly half of the student population at MAP. 
 

  Jan – Mar 2016 Mar – June 2016 June – Sep 2016 

Total 27 29 32 
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Piloting the IDA Institutional Accreditation Process 
 
The International Dyslexia Association (IDA), the oldest and only international 
organisation, champions the needs of the people in the special needs community.  
In 2014, IDA proposed the creation of a formal accreditation process to recognise 
the efforts taken by organisations to maintain standards and implement services of 
quality. Consequently, a set of Institutional Quality Standards were developed with 
the following goals: 
 

 Improve and validate the quality of information and services available 
to people with dyslexia, including educators, parents, students, and 
other stakeholders; 

 Provide an organisational framework to mentor applicant institutions; 
 Assist IDA Global Partners in maintaining consistently high-quality 

operational standards; 
 Increase transparency of external quality assurance. 

 
The Institutional Quality Standards and Accreditation process was then piloted with 
the Dyslexia Association of Singapore’s main literacy programme, MAP.  We are 
proud to note that DAS was one of the first international partners chosen to be 
evaluated based on recognition of our strengths, and it is also with great pleasure 
that we report that DAS and MAP met all of IDA's institutional Quality standards.  
 
Just as important, MAP benefited from Dr Charles Haynes, Professor at the 
Massachusetts General Hospital of Health Professions, who pointed out areas which 
DAS can continue to strengthen.  
 
4. BANDING 
 
In 2013, MAP introduced banding as a way to ensure that: 
 

 Student’s learning needs are matched with the level of teaching within 
the MAP curriculum 

 Educational targets are set at the start of the intervention and adjusted 
as the student progresses through the MAP curriculum.  

 Teaching is more responsive to the student’s changing literacy profile so 
that measures can be put in place to address any lack of response to 
intervention. 

 Programme evaluation can occur and quality assurance standards can 
be met 

 Student’s exit from MAP may be based, in part, on his progress from his 
initial banding 
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In grouping existing students, psychologists utilised available information from the 
students’ psychological reports to position them as Band A, B or C students. Within 
each band, there are three levels of literacy learning, making it nine levels in total. 
Each year, MAP monitors and seeks to understand the needs of students who are 
referred to its programme, knowing that each dyslexic student is different and some 
may require more intensive forms of support (e.g. speech and language therapy) or 
a different emphasis of teaching  (e.g., more language based work versus more 
literacy based work). 
 
For instance, Band A covers emergent literacy skills and students who are assigned 
to be in this band typically have language or cognitive weaknesses that co-occur 
with their dyslexia. They often show emergent literacy skills, such as having some 
awareness of the alphabet, how letters are formed, how text goes across the page 
from left to right and being able to read and spell some basic words. These students 
need support in boosting their listening and speaking skills while improving on their 
literacy foundations. They may also need a slower pace of learning, with more 
opportunities for repetition.  
 
Band B, on the other hand, covers functional literacy skills and students who are 
placed in this band would likely have fairly developed language skills but significant 
basic literacy difficulties. They may have some reading and spelling skills of familiar 
words but struggle with understanding and applying letter-sound correspondence 
rules in reading and spelling new words. They also have reading fluency, reading 
comprehension and paragraph writing difficulties.  
 
The total number of students referred for enrolment was 690 from January to August 
2016, out of which 29 of them were students who were-joining the programme after a 
period of absence. The distribution of banding levels of students entering into MAP is 
shown in Figure 1.  
 
As illustrated, a slight majority of students coming at Band A at 54% as compared to 
those coming in at Band B at 46%. This suggests that students who were referred to 
MAP for help were likely to also have weak (listening and oral) language skills in 
addition to dyslexia. Such language weaknesses signal a need for the teaching to 
infuse elements of language teaching alongside literacy teaching. This is certainly 
addressed within the MAP curriculum, given that those who receive a Band A 
profiling would be placed in classes where listening and oral (vocabulary) work is 
given greater attention. For those with severe language disorders and dyslexia, 
speech and language therapy would be activated.  
 
Secondly, in terms of grade levels at entry (as shown in figure 2), a far majority of 
students enter MAP at the primary school levels, with 51% at lower primary and 40% 
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Figure 1.  Distribution of Banding at Entry 

Figure 2.  Grade of Students at Entry 
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at upper primary. Very few students were referred when they were in Secondary 
school. The latter finding may suggest that more awareness needs to be built among 
those who work with older students. Further, it may indicate that most students have 
their needs identified and addressed at an earlier (primary school) age and this is 
an encouraging thought, given that it was found previously that the earlier one 
receives intervention, the better the outcome.  
 
Lastly, it is interesting to note that 46% of students who are referred for MAP were 
seen by DAS psychologists, with 28% seen by psychologists in various settings such 
as those in private practice, hospitals and community based organisations. 26% of 
students were assessed by MOE. (Figure 3) 

 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 

 
5. LITERACY FOR LIFE 
 
MAP curriculum aims to cater to the varied profiles of students across the different 
bands (Band A, B and C) to ensure that they progress smoothly up the different 
bands in a cumulative and sequential manner, building up on their strengths as well 
as working on their weaknesses. Further, the endgame for all MAP learners is 

Figure 3.  Distribution of Referral Sources 
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independence and skills and strategies required to acquire this independence is 
uppermost in the minds of the curriculum team that develops the content and 
resources for instruction. As mentioned previously, the curriculum was enhanced to 
include the following key essential learning components-Language and Vocabulary, 
Phonemic Awareness, Phonics, Reading Fluency, Reading Comprehension and 
Writing (Grammar for Writing, Advanced Writing), areas which are necessary as the 
learners progress in their learning journey. Moreover, technology – with its 
irreplaceable presence and advantages, has also become an integral aspect of the 
curriculum and instruction.  
 
Writing  
 
Structured Writing Instruction and Writing Checklist aid Learners with Dyslexia in Writing
- A Case Study 
 
The MOE-Aided DAS Literacy Programme’s (MAP) Integrated Curriculum at the 
Dyslexia Association of Singapore (DAS) offers individualised lessons taught in 
accordance to the Orton-Gillingham Principles (Ritchey & Goeke, 2006; Rose & Zirkel, 
2007). The learners attending MAP at the DAS are profiled based on a psychological 
assessment and subsequently banded according to their learning needs before 
starting intervention. Writing, other than the other essential blocks of literacy, is 
taught to the learners in a structured, sequential and cumulative manner. 
 
Thus, a structured writing instruction that follows the process-genre approach 
(Badger & White, 2000) has been adapted alongside Derewianka's 1990 Curriculum 
Cycle (i.e. building knowledge of the field, modelling, joint, constructing, and 
independent writing.) to ensure that the process of writing does not only emphasize 
on the linguistic skills such as planning, drafting, revising and editing, it also stresses 
upon the importance of background knowledge, linguistical features as well as text 
structure that are taught explicitly to learners.  
 
These concrete reminders of critical steps provide learners with a structure that 
develops their writing skills. Additionally, an adaptation of the 6+1 Traits Writing 
(Northwest Regional Educational Laboratory, 2004) was added to the writing 
instruction to create the platform for structured feedback as well as to make the 
process of writing more focused and meaningful for our dyslexics learners.  
 
Berninger’s (2006) research reported that participants with Dyslexia often overcame 
their reading problems but faced significant problems in spelling and written 
composition.  
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Moreover, Summer, Connelly and Barnett (2016) also indicated that the narrative 
writing of children with Dyslexia was significantly lower than peers of the same age 
in the following areas: 
 

1. Ideas and development 
2. Coherence 
3. Vocabulary 
4. Sentence structure 
5. Grammar 
6. Punctuation  

 
Hence, a year-long case study was conducted to explore whether the use of a 
structured writing instruction and student-friendly checklist could lead to an 
improvement in dyslexic learners' narrative writing skills as well as their motivation.  
 
Four classes of students with similar abilities have been identified to take part in the 
study for four terms (4 cycles) and they were grouped to either be in an 
experimental or comparison group. Their ages ranged from 10-12 years and they 
attend mainstream schools.  Additionally, all of them have been diagnosed to have 
Dyslexia with below average scores in their reading and spelling. In other words, the 
selected participants are not only weak in their basic literacy skills, they also 
struggle with advanced literacy skills such as Writing and Reading Comprehension. 
The participants also need a structured, sequential and cumulative teaching 
approach to enhance their understanding as well as to retain the skills and concepts 
taught to them. Therefore, over-learning and reinforcement are central to their 
learning.  
 
A pre-test was conducted at the beginning of the school term (Term 1) of 2016. The 
comparison group was taught writing using only the structured writing instruction 
while the experimental group was taught using both the structured writing instruction 
and the student-friendly checklist.  
 
As the study is currently ongoing, only results and data collected from Term 1 (cycle 
1) will be shared in this paper.  
 
Stages of Writing: The stages of writing are incorporated into all 4 cycles to teach the 
students Narrative Writing in a structured, sequential and cumulative approach to: 
 

 facilitate the pre-activity discussions through modelling 
 

 scaffold and guide the participants through deconstruction and joint 
construction provide opportunities for the participants to be 
independent in applying the skills and concepts learnt 
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(Badger & White, 2000) 

A sample of a participant's work- Stages of Writing Cycle 1 

Joint Construction 
(i.e. planning, drafting, 

writing, publishing) 
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Deconstruction Stage 
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Deconstruction Stage 

Joint Construction Stage 
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Independent Writing 
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Samples of Research Materials used 
 
1. Motivation Survey on Writing 
 
The motivation survey used in this study was adapted from Elbow & Belanoff’s (1989) 
“A community of writers: A workshop course in writing and a student attitude writing 
survey".  
 
Two versions of the motivation survey were used to evaluate whether there was a 
difference in students' motivation towards writing. The first was carried out before the 
intervention and the second was conducted after Cycle 1. Only the short-answer 
questions differ, which reflected questions to find out how students feel before and 
after the intervention. 
 
The components include: 
 

 Attitude towards writing (3-point Likert scale) 
 Writing process (5-point Likert scale) 
 Short-answer questions on learners’ writing topic interests, writing 

experience in school and their confidence in their writing skills. 
 
Attitude towards writing: 
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Writing Process 
 
 

Short-answer questions 
Motivational Survey 1    Motivational Survey 2 
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2. Writing Rubrics 
 
A narrative writing rubric was adapted based on the 6+1 Trait Writing ® Rubric 
(Northwest Regional Educational Laboratory, 2004). The rubric was developed for 
learners: 
 

i. Whose predominant difficulties are reading, spelling and 
phonological awareness 

ii. Are beginner writers 
 
The writing rubric was used to assess participants’ writing as well as to chart their 
progress after every writing activity administered over the course of one year.  
 
3. Lesson Plans  
 
A scheme of work that outlines the lesson focus for each writing period was 
developed to include the writing activities as well as the corresponding teaching 
resources to use.  

 
 



36                      Dyslexia Association of Singapore 
 www.das.org.sg 

DAS Handbook 2016 

Student-friendly Checklist  
 
A student-friendly checklist was created for the experimental group to guide and 
raise awareness in the participants on the key features and punctuation that are 
specific to a  narrative text.  The checklist was used by the participants to check 
through their work after each writing activity.  For the comparison group, the checklist 
created was more generic where one area of strength and one area of weakness 
were highlighted after each writing activity.  
 
Student-friendly Checklist (Experimental Group) 

Student-friendly Checklist  
(Comparison Group) 
 
 
Results (Writing Progress) 
 
Two of the participants' results were 
obtained from the pre and post tests in 
cycle 1.  The results are reflected on the 
following page. 
 

 
 



Dyslexia Association of Singapore                   37 
www.das.org.sg  

MOE-aided DAS Literacy Programme 

Student G (Post-test) 

Student G (Pre-test) 
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Progress observed for Student G (Comparison Group) 
 

 
 
Before intervention: Student G was not aware that a narrative writing (story) 
includes an introduction, a build-up, a problem, a solution and  a conclusion. There 
was also an absence in the development of his characters and setting. 
Furthermore, his sentences were incoherent and his ideas were not relevant to the 
given topic.  
 
After intervention: Student G is now aware of the text structure of a narrative text. 
His ideas were also relevant to the story with the setting, characters and time 
clearly stated. Although there are still areas to be worked on, Student G has 
demonstrated small but commendable improvements after a term of intervention.  
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Student C (Pre-test)  
 

 
Student C (Post-test)  
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Progress observed for Student C (Experimental Group) 

 
 
Before Intervention: Student C was not aware of the text structure of a narrative text. 
His writing did not have a problem, a solution and a conclusion. His ideas were also 
irrelevant to the given topic and picture stimulus. Additionally, there was no 
paragraphing and his sentences were either incomplete or incoherent. 
 
After Intervention: Student C included a setting, characters and time in his 
introduction although they were not well-expanded. He also included a problem in 
his writing which was absent in his pre-test. Furthermore, there was an attempt at 
paragraphing which made his essay easier to read.  As the intervention consists of 
taking students through the writing stages, students would have received some help 
with spelling during the prewriting stage. Although so, this final piece was done at 
the independent stage where no other spelling help was given.  Overall, Student C 
has shown small but steady progress in his writing.  
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Results (Motivational Survey) 
 
Two questions from the motivational survey are highlighted below to draw 
comparisons on the participants' motivational levels before and after intervention.  
 
 
Section B: Writing Process 

Q 10:  I am aware that a narrative text (or story) needs an introduction, a build-up, a 
  problem, a solution and a conclusion.  
 
Student G 
 

Before Intervention (Cycle 1)   After Intervention (Cycle 1)  
 
 
 
 
 
 
 
 
 
 
 
 

Student C 
 
Before Intervention (Cycle 1)   After Intervention (Cycle 1)  
 
 
 
 
 
 
 
 
 
 
 
 
 
 

Never Most of the 

time 

Never Sometimes 
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Section C: Short-Answer Question 
 
Q 1: How do you feel whenever you are asked to write?  
 
 
Student G: 
 

Before Intervention (Cycle 1)    After Intervention (Cycle 1)  
 
 
 
 
 
 
 
 
 
 
 
 

Student C: 
 
Before Intervention (Cycle 1)   After Intervention (Cycle 1)  
 
 
 
 
 
 
 
 
 
 
 
 
 

 
 
 
 
 
 
 

Scared More 

Confident 

Sad Happy 
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Future Research 
 
The overall aim of this study is to empower as well as to encourage learners to 
gradually rely less on the checklist as they become more independent and confident 
in writing. 
 
The study will continue for another three school terms. All participants will be 
required to take a mid-year writing test which will be administered at the end of 
Term 2. A post writing test will also be conducted towards the end of the year.  
 
Additionally, the results collected from the motivational surveys will be further 
analysed to determine if there have been any significant increase in the participants' 
motivational levels at the end of the study.  
 
 
Reading Comprehension 
 
Reading comprehension is defined as the “process of simultaneously extracting and 
constructing meaning through interaction and involvement with written 
language” (Snow, 2002). Thus, aside from experiencing difficulty in reading, spelling 
and writing, learners with dyslexia also struggle with comprehending text which 
involves higher-order thinking processes such as extrapolating meaning from the text 
and making sense of what they have read. Therefore, the MOE-Aided DAS Literacy 
Programme (MAP) Integrated Curriculum at the Dyslexia Association of Singapore 
(DAS) emphasises on the integration of key building blocks of literacy including 
Reading Comprehension.  
 
A survey on Reading Comprehension was administered to all Educational Therapists 
to explore how they feel about the current Reading Comprehension curriculum. The 
preliminary results for some of the survey questions have been highlighted and 
presented in the following graphs. The survey results are crucial in enabling the 
curriculum developers to understand the current sentiments as they work on 
enhancing the Reading Comprehension curriculum to ensure that it remains relevant, 
robust and effective for the learners as well as the Educational Therapists.  
 
In one of the questions, Educational Therapists were asked to rate the importance of 
teaching different kinds of reading comprehension skills ranging from basic (e.g., 
literal questions), to intermediate (e.g., making predictions) to advanced skills (e.g. 
figurative language). A sample of the results is presented here by selecting and 
summing up the Educational Therapists’ ratings of five different types of reading 
comprehension questions.  
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From the above graph, most Educational Therapists are in agreement (summing up 
those who agreed and strongly agreed that those RC skills are important) that 
teaching learners the basic skills (literal questions - 92%) as well as the intermediate 
skills (inferential questions - 96% and making predictions - 88%) are important to 
reinforce in their lessons. However, there is a significant decline in the rating of the 
degree of importance for advanced skills such as similes and irony. The results could 
suggest that the learners taught by these Educational Therapists may not be 
required to answer comprehension questions where the knowledge of advanced 
skills in figurative language is tested. 
 

 
The survey also aimed to find out the factors that drive the Educational Therapists' 
decisions in planning and delivering Reading Comprehension in their classes. It is 
interesting to note that most Educational Therapists do not really consider school 
results (66%) as the most important factor that help determine what reading 
comprehension skills to teach. On the contrary, interactions with students ranked the 
highest (85%). Therefore, it could be hypothesised that the Educational Therapists 
planned their lessons according to the profiles and abilities of the students they 
teach, where being prescriptive and diagnostic is pivotal in ensuring that the 
learners learn in an environment that caters to their needs and pace of learning.   
 

Basic Skills 
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From the survey results, most Educational Therapists ranked 'Reading 
Comprehension books' (74%) as the most frequently used teaching resource to aid 
them in delivering reading comprehension in their classes. This could suggest that 
teaching resources that are specific to reading comprehension that highlight the key 
essential comprehension skills and the structure provided in scaffolding and guiding 
the learners in reading and comprehending text are more beneficial and meaningful 
to the Educational Therapists as compared to teaching resources such as newspaper 
articles and storybooks.  
 
Enhancements made to the Reading Comprehension Curriculum 
 
Therefore, the results obtained from the survey, the changing needs and demands of 
our learners as well as the need to keep abreast with the mainstream curriculum 
were instrumental in the efforts made to enhance the existing Reading 
Comprehension curriculum. The enhanced Reading Comprehension curriculum aims 
to empower the Educational Therapists as well as to teach learners how to 
effectively comprehend and answer questions based on the skills and strategies 
taught in class.  
 
Each reading comprehension skill is put together according to the PPP (Presentation, 
Practice and Production) stages to: 
 

1. facilitate the pre-activity discussions through modelling 
 

2. scaffold and guide students through deconstruction and joint- 
construction 
 

3. provide opportunities for students to be independent in applying the 
concepts/skills learnt 

 
Lastly, the enhanced reading comprehension resource packs developed also 
emphasised on the use of relevant and localised content with appropriate teaching 
principles to enable learners to apply skills learnt to a diversity of context and 
situations.  
 
Educational Technology 
 
MAP has adopted an inclusive approach to technology in its literacy classrooms. It 
started in 2005 with the introduction of touch typing software and later, phonics 
based software that complemented literacy lessons. Backed by supportive 
leadership and armed with new innovations, devices and access to world class 
technology, MAP strives to keep abreast with educational technology.  
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US National Reading Panel's technology report stated that rapid development of 
capabilities of computer technology, particularly in speech recognition and 
multimedia presentations, promises even more successful applications in literacy for 
the future.  
 
MAP EduTech Pedagogical Theories 
 
There are two frameworks that DAS uses to help guide us as we integrate 
technology into the learning environment.  These are not rules or steps that our 
Educational Therapists must follow, but are concepts and ideas that can help us 
make meaningful decisions when using technology to enhance the learning 
environment for our students.  
 

Based on Mishra P. & Koehler, M. j. (2006). Technological Pedagogical Content Knowledge: 
A new framework for teacher knowledge.  Teachers College Record. 108(6), 1017-1054 
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TPACK 
  
The Technological Pedagogical and Content Knowledge (TPACK) framework 
describes the three distinct types of knowledge that teachers need in order to teach 
with technology, and the complex ways in which these bodies of knowledge interact 
with one another.  
 
In the TPACK framework, what educators need to know is characterised by three 
broad knowledge bases – technology, pedagogy, and content – and the interactions 
between and among these knowledge bases. In this approach, technology in 
teaching is characterised as something well beyond isolated knowledge of specific 
hardware or software. Good teaching with technology, therefore, cannot be 
achieved by simply adding a new piece of technology upon existing structures. 
Good teaching, with technology, requires a shift in existing pedagogical and content 
domains. 
 
SAMR Model 
 

The key to powerful and authentic technology integration is selecting digital tools 
that are appropriate for the task. One way to measure this is through the SAMR 
Model, which was developed by Dr. Ruben Puentedura to provide educators with a 
framework for successful technology integration. SAMR stands for Substitution, 
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Augmentation, Modification, and Redefinition. The SAMR model allows educators the 
opportunity to evaluate why and how they are using a specific technology to design 
tasks that enable higher-order thinking skills and engage students in rich learning 
experiences.  
 
MAP has trialled the use of iPads in the classroom and while more can be done to 
enhance the use of technology in the classroom, the initial feedback and evaluation 
on iPad use have been positive and encouraging. In the study, 100% of all EdTs 
surveyed used the iPad for instructional purposes and felt the benefits when using 
technology in order to ensure that instructions were kept closely relevant to the 
differing needs of the students in a class. Furthermore, 63 out of 70 teachers 
surveyed felt that students were more motivated and learned better when they 
introduced and used iPads during their lessons. Hence, when used appropriately, 
the benefits of technology and devices such as iPads, cannot be discounted.  
 
Moreover, student progress monitoring has also leveraged on these devices in order 
to make the task more manageable in a group setting and without taking up too 
much time from the learning and teaching activities. Moving forward, MAP will be 
implementing initiatives such as M-learning weeks and “e-teacher of the Term” and 
“Must-try e-learning activity” awards to encourage the meaningful use of technology 
in the classrooms. Currently, MAP is also trialling the use of Smartbars, in conjunction 
with the use of iPads, laptops and projectors. 
 
 
6. PROGRESS MONITORING 
 
MAPTrack 
 
In 2014, when Curriculum-based Assessment (CBA) was first conceptualised, the 
intention was to have the CBAs done on a digital platform. 
 
We envisaged a system whereby students did the various components of the CBAs 
through a digital platform.  The system will collate all scores to determine if the 
student can proceed to the next banding or should the student be at a lower band.  
In other words, we wanted the following for the digitalised system : 
 

1. CBAs done through I-pads instead of pen and paper. 
2. System calculates the scores the students attain in accordance to a 

defined scoring system. 
3. System determines what should the next banding level of the student be 

and EdT feedback on the suggested banding is collected to accept or 
reject the suggested banding. 
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4. Students’ scores are stored for easy retrieval and tracking. 
5. A graphical representation on how the student progressed from the time 

they joined our programme to any point in time that we call up their files 
from the system. 

 
We engaged systems solution developers and started working with them from 2014 
onwards. I-pads were purchased to be utilised by EdTs to conduct CBAs.  DAS 
MAPTrack, the domain came into fruition in 2015. It now contains our e-CBA, 
MAPTrack, in a digitalised format as it tracks our students' progress. 
 
Brief walk through of MAPTrack System 
 
Student’s login screen: Student has to key in his/her Birth Certificate (BC) number and 
password to get logged on to MAP TRACK to start doing their tests. 
 

 
After logging in, the students will come to the DASHBOARD -  This screen shows all 
the tests that the student is supposed to complete.  The students’ banding will 
determine which tests they are supposed to do.  This information is automated, i.e. 
teachers need not select the band appropriate tests.  Grey indicates teacher led 
tests i.e. teacher has to start the test and the test is synced with the student’s iPad 
and teacher does “live” marking.  Green indicates student led tests i.e. independent 
tests that student does on his own which EdT can mark later.   
 
At the same time, EdTs will also be able to see students who are logged in.  Yellow 
circles indicate EdT-led tests.  Red circles with white crosses indicate tests not 
applicable or not done yet. 
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Letter-formation test sample 

Visual Drill – teacher-led test 
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MAP-TP Programme Evaluation Project  
 
[Based on Interim Report from Temasek Polytechnic (Sept 2016)] 
 
The importance of programme evaluation cannot be overstated. Any intervention 
given in support of students in addressing their learning challenges needs to be 
able to provide evidence that it works. Far too many programmes available in the 
special needs community and commercial market tout benefits of its methods without 
any real evidence of its effectiveness and this often leads to parents’ and students’ 
frustration when there seems to be no improvement. More evidence based practice 
is certainly welcomed and needed to ensure that more children and their families 
access programmes that provide good support that is value for their investment of 
time, money and effort.  
 
The Integrated MOE-Aided DAS Literacy (MAP) Curriculum (IMC) aims to cater to the 
varied profiles of students and to ensure that they progress smoothly in a cumulative 
and sequential manner, building on their strengths as well as working on their 
weaknesses. Hence, the curriculum was enhanced to include the following key 
essential learning components, Language and Vocabulary, Phonemic Awareness, 
Phonics, Reading Fluency, Reading Comprehension Writing (Grammar for Writing, 
Advanced Writing) and Morphology. 
 
MAP is constantly seeking ways to monitor and evaluate its work with students with 
dyslexia. A year ago, in collaboration with the School of Humanities and Social 
Sciences at Temasek Polytechnic, MAP developed a simple set of progress 
monitoring literacy tools to track the progress of students who enrolled into its 
programme every 3 months. These monitoring tools covered three areas of literacy 
including reading, spelling and writing and the selection of words of the reading 
and spelling tasks was based on the IMC’s word bank of phonetically regular words 
graded in difficulty level according to its scope and sequence. The interim results of 
the MAP-TP Programme Evaluation Project (PEP) are reported here. 
 
Students aged 7 to 9 years old were recruited by seeking parental consent for 
involvement in PEP upon enrolment into MAP. Four age groups of students were 
tracked every 3 months:  Group A (7-7.5 years old), Group B (7.5-8 years old), Group 
C (8-8.5 years old) and Group D (8.5-9 years old). The numbers in each age group 
that has been collected thus far are in Table 1. It is important to note that the total 
number of participants (at the start) as well as those at session 1 includes a second 
cohort of participants just at the initial stage of their progress monitoring. The 
numbers of participants at sessions 2 to 5 are reflective of the first cohort of 
participants who have completed a year of intervention in this research project.  
 



54                      Dyslexia Association of Singapore 
 www.das.org.sg 

DAS Handbook 2016 

Table 1. Participants Tested from September 2015 to August 2016 
 

 
The students were tested at each 3 month interval on three literacy tasks that 
covered the skills of reading, spelling and writing. These included: 
 
1. Reading Task. Students were given 3 minutes to read as many words as they 

can from a list of 18 words provided, as quickly and as accurately as possible. 
  

2. Spelling Task. Students were required to spell each word in 3 different ways, 
namely: sound spelling, letter spelling, and written spelling. 
 
  a.  Sound Spelling. Students were required to say all the sounds in the   
        word. 
  b.  Letter Spelling. Students were required to spell the letters of the  
       word out loud. 
  c.  Written Spelling. Students were required to write down the spelling  
       of the word. 
 

3. Writing Task. Students were given 10 seconds to look at a picture. Afterwards, 
they were given 5 minutes to write down as many sentences as they could 
about the picture. 
 

The results of all age groups across all tasks are reported in Table 2. 

  
TOTAL 
(At the 
Start) 

0 Month 
(Session 1) 

3 Months 
(Session 2) 

6 Months 
(Session 3) 

9 Months 
(Session 4) 

Age Group A 
(7- 7.5 years) 

23 23 18 18 13 

Age Group B 
(7.5 - 8 years) 

15 15 8 8 7 

Age Group C 
(8 - 8.5 years) 

8 8 6 5 5 

Age Group D 
(8.5 - 9 years) 

13 13 9 8 8 
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Group A  Group B  Group C  Group D  
    

M SD M SD M SD M SD 

Reading 
0 Months 3.27 3.14 4.13 2.48 3.62 3.66 7.54 3.73 

3 Months 4.47 2.85 5.87 2.42 6.83 3.55 8.56 3.50 

6 Months 8.38 4.75 6.57 3.60 8.60 4.67 11.5 3.59 

9 Months 8.00 3.03 5.75 3.01 8.00 4.42 10.25 3.15 

Sound 

Spelling  
0 Months 4.17 3.13 4.40 3.23 3.88 5.33 4.92 2.78 

3 Months 4.13 2.87 5.25 4.20 3.83 3.43 6.44 3.17 

6 Months 4.13 2.42 3.88 2.64 6.40 1.34 4.38 3.20 

9 Months 5.50 4.21 6.29 4.31 8.60 4.04 4.25 3.81 

Letter 

Spelling 
0 Months 5.96 3.93 5.80 3.32 8.75 4.20 9.69 3.95 

3 Months 5.25 4.06 6.75 2.96 7.50 3.21 10.67 3.24 

6 Months 6.00 3.16 5.13 2.70 8.40 2.61 9.25 2.96 

9 Months 6.17 2.85 6.00 2.00 7.60 2.41 8.00 2.51 

Written 

Spelling 
0 Months 6.26 4.01 6.07 3.01 8.75 3.96 9.85 4.36 

3 Months 5.31 3.81 6.38 2.88 7.33 3.45 9.78 4.30 

6 Months 6.56 3.60 6.25 3.37 9.40 1.95 10.1 2.95 

9 Months 6.25 3.33 6.29 2.50 8.20 2.68 8.25 2.05 

Writing 
0 Months 13.03 6.44 15.73 4.91 17.06 8.27 15.31 4.37 

3 Months 12.05 8.26 14.19 3.58 17.58 2.44 15.90 4.83 

6 Months 10.60 7.30 11.22 5.08 14.80 4.13 14.63 6.39 

9 Months 14.33 5.95 15.50 4.60 18.70 3.55 17.31 4.94 

Table 2. Descriptive Statistics for Groups A, B, C, and D 
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Of these results, it is encouraging to observe that there is a general increasing trend 
in the change in scores across most literacy tasks, from the start (0 Months) of the 
programme to 9 months into the programme.  
 
The preliminary results for spelling and writing are notably on an upward trend, 
though most of the changes in scores have not yet reached statistical significance. 
This could be because there are not yet enough students’ performances to include in 
the analyses and ongoing efforts to collect more data from students will help to 
improve the power of the analyses in future. Further, there is also the possibility that 
it may take a longer time for the intervention in general to make a noticeable impact 
in improving spelling and writing.  
 
In particular, the positive gains are most evident in reading, with the changes in 
reading scores across all age groups (Groups A to D) reaching statistical 
significance. This suggests that the effects of intervention on improving reading in 
those aged 7 to 9 years old may become evident after 9 months into the 
programme. This is a very encouraging finding.  
 
To address the possible effects of developmental change (i.e. reading skills 
improving as an outcome of one growing older), this study used age control groups 
to evaluate the effectiveness of the IMC. That is, this study compared students of 
similar age groups who just entered the programme (0 months) and 6 months after. 
For instance, students aged 7.5 years old who underwent 6 months of intervention 
are compared to students aged 7.5 years old who had not undergone the 
intervention yet. 
 
It was found that the results for the youngest group (7 years old) for reading showed 
significant change, but not the other age groups (8 to 9 years old). This suggests that 
the positive gains in reading, with changes in development accounted for, are 
possibly most robust in those who are younger. This concurs with previous findings 
that the earlier one receives intervention, the better the outcome may be.  
 
This study is still ongoing, with intentions to continue to add to the numbers in each 
age group so that more analyses could be run. Currently, the results after months of 
intervention appear promising and with greater sample sizes and the measurement 
of skills beyond 9 months, it is expected that future reports of this evaluation will 
continue to include interesting and encouraging results.   
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Graduation 
 

“Graduation is not the end, its the beginning” 
 
In 2015, 249 students graduated from MAP programme.  This is an increase from the 
167 students who graduated in 2014. EdTs recommend students for graduation and 
these recommendations are reviewed by the graduation panel which compares their 
performance in MAP against their performance in school before approving their 
graduation.  
 
MAP graduates consist of two groups: 
 

 Auto-graduates, who exit the programme because they are about to exit 
secondary school education and,  

 
 Graduates, who meet the graduation criteria 

 
A total of 96 recommendations for graduation were received - 93 students were 
approved and the other 3 students were recommended to stay on the programme 
and continue with the remediation.   
 
Comparing 2014 and 2015 Graduates 
 
An analysis of the graduates revealed the following: 
 

 Highest number of graduates was from the Sec 3 level – they 
constituted 30.11% of the total number of approved graduates, 28 of the 
93 students. 

 Highest percentage of students stayed on the programme between 5 
years to 6 years – they constituted of about 26.88% of the total number 
of approved graduates, 22 of the 93 students. 

 P2 P3 P4 P5 P6 S1 S2 S3 S4 TOTAL 

2015 0 2 2 7 12 17 19 28 6 93 

2014 1 3 9 9 10 11 18 17 5 83 
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In 2015, the highest number of graduates was from the Sec 3 cohort of students 
whereas in 2014, the highest number of graduates came from the Secondary 2 
cohort.  
 
For both 2014 and 2015, the highest number of graduates falls within the range of 
Secondary 2 to Secondary 3.  This trend is probably due to secondary students 
gaining the ability to take ownership of their own learning.   
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Observing from both the 2014 and 2015 cohort of graduates, the graduation 
numbers started increasing from students who have been in the programme for 
about 3 years 11 months to 4 years 11 months.   
 
In 2014, it was reported that that we will continue to monitor the age at which 
learners start their remediation with MAP and study the trend of whether students 
are graduating sooner and within a shorter duration, which is the aim of the 
programme.  
 
Given the above-mentioned figures, the Secondary 3 students stayed on for a 
duration of 4 years to 5 years 11 months, it suggests that most of these students 
enrolled when they were in primary 4 to 5. There is a change in trend from the 2014 
cohort whereby the highest number of graduates was from the Secondary 2 cohort 
and the students in this cohort enrolled when they were in primary three or four.     
 
Judging from 2014 and 2015 results, our students who start in Primary 3 to Primary 5 
stay on the programme between 5 to 6 years on average. This duration has been 
reported two years consecutively and may therefore reflect the necessary time for 
the majority of our students to achieve competency in their literacy skills.   
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Matthias had an assessment done with DAS when he was in Primary 1, i.e. October 
2012.  The reason for the referral was due to his parents’ and teacher’s concerns 
regarding his difficulties with learning literacy skills in school.   
 
At the point of referral, he was receiving support from the Learning Support 
Programme in school as attending reading development classes at British Council.  
Despite the support that he was receiving, he was still having difficulties recognising 
and reading familiar words. He attained the following scores in the assessment : 
 

Chronological Age (CA):   6 years 9 months  
Reading Age (RA):   6 years 9 months (Average) 
Spelling Age (SA):   6 years 3 months (Average) 
Pseudo word decoding :  6 years 0 months (Average) 

 
Matthias did not join DAS for remediation despite the diagnosis.  His parents 
registered him into the programme in March 2014.  For his 2014 school exams – 
Mathias scored 58.3 marks. 
 
He continued on with the remediation with us and slowly started showing 
improvements in his reading and spelling.  He had difficulty in answering 
comprehension questions and also had difficulties when it comes to writing. 
 
In 2015, Matthias started showing improvements.  He had started to apply the skills 
that were taught to him at DAS to his school.  For 2015, he managed to score 74.3 
for his P4 school exams.  In 2016 January, Mathias’ started his Exam skills classes at 
the DAS in the help him cope better with school curriculum. 
 
Parents decided to have another assessment done with us so that they can apply for 
exemption from Mother Tongue.  Matthias’ scores for his new assessment showed 

A CASE STUDY 
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YEAR ATTAINMENTS 

2012 

P1  
CA:  6 years 9 months (Average) 
RA:  6 years 9 months (Average) 
SA:  6 years 3 months (Average) 
Pseudo word decoding – 6 years 0 months (Average) 
There is a discrepancy between Mathias performance on the reading and 
listening comprehension suggests that his comprehension of texts is 
hindered by difficulties with reading. 
Has difficulty in reading sentences fluently and accurately. 
Showed difficulty in applying phonics rules to assist him in reading and 
spelling unfamiliar words. 

2014 

P3 
English – 58.3 
Joined DAS remediation programme at Rex in March 2014 
Started to show improvement in reading and spelling 
Has weakness in open ended comprehension and writing skills 
Not keen on doing writing activities 

2015 
P4 
English – 74.3  

2016 

P5 
English – 71 
Parents wanted to get an exemption from Chinese hence they did another 
assessment. 
CA:  10 years 3 months 
RA:  more than 19 years 11 months 
SA:  13 years 8 months 
Mathias joined Exam skills classes on 13 January 2016 

 CBA 2014 CBA 2015 CBA 2016 

Reading Score 133 165 132 

Spelling Score 45 46 53 

English Exam Scores 58.3 74.3 71 
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that he had made great improvements in his reading and spelling.  He obtained the 
following scores : 

 
Chronological Age:   10 years 3 months 
Reading Age:   more than 19 years 11 months  
Spelling Age:   13 years 8 months (Average) 
Pseudo word decoding: 16 years 0 months (Average) 

 
From the scores we can see that his pseudo word decoding has risen from 6 years 
to 0 months to 16 years 0 months within a remediation period of 1 year.  He has 
begun to apply the phonics skills taught to decode unknown words.   
 
The Educational Therapist felt that Matthias was becoming an independent learner 
and should be able to cope on his own, as such he was recommended for 
graduation from the programme.  His graduation was approved by the panel and 
Matthias will be leaving the DAS programme as a graduate. 
 
 
7. EDUCATING THE EDUCATORS 
 
"'The quality of an education system cannot exceed the quality of its teachers' is an 
obvious truth, which applies to the assessment and teaching of learners of any age 
who are dyslexic." (Rose 2009, p.15) and DAS recognises that "[i]t is important to 
develop high quality interventions for children with literacy and dyslexic difficulties 
and to implement them thoroughly. This will require well trained, knowledgeable 
teachers and support staff." (Rose 2009, p.1) 
 
Being a recognised teacher training organisation in the field of specialist education, 
the DAS is one of the educational institutions in Singapore that offers fresh graduates 
and mid-career professionals the opportunity to train to be specialist educational 
therapists through their employment. Consequently, inexperienced staff are trained 
and developed into skilled practitioners through initial training. 
 
Any new Educational Therapist (EdT) joining the DAS has to undergo the following 
training: 
 

 3 weeks of DELA – Dyslexia and Essential Literacy Approach (DELA) 
 

 2 terms of AET – Applied Educational Therapy (AET) 
 

 7 weeks of ECI – Enhanced Curriculum Instruction (ECI) 
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Dyslexia and Essential Literacy Approach—DELA  
 
Number of Hours:  Total hours 86 hours 
TESTS:   1 Oral Procedure Test + 1 Written Tests 
Observations:  1 Informal Observation + 1 Formal Observation 
 

 Week 1 - EdTs undergo 6 full days of training on the elements of 
teaching language to dyslexic learners. 

 Week 2 – EdTs attend half day lectures on the other areas of teaching, 
i.e. literacy, language and vocabulary grammar for writing and 
morphology and in the afternoon they will co-teach for 10 hours for the 
week with a Supervising EdT and a co-operating EdT at the learning 
centre. 

 Week 3 – EdTs attend half day lectures on Advance Writing and 
progress monitoring and in the afternoon they will co-teach for 10 hours 
for the week with a Supervising EdT and a co-operating EdT at the 
learning centre. 

 
Applied Educational Therapy—AET  
 
Number of Hours:  Total 30 hours lecture (over 2 terms) 
One-to-one mentoring:  One-to-one mentoring sessions with an Educational Advisor  
    assigned to them.  As a minimum over the 2 terms, they  
    should meet up with their Educational Advisors for 12 times. 
Mode of Testing:   2 Informal Observation + 2 Formal Observation 
    Submission of Folder of Evidence  
 

 Folder of Evidence – It should contain lesson reflections for 1 group of 
students for 2 terms. 

 Reflective report on the entire mentoring experience 
 1 to 1 mentoring session reports (minimum 12 reports for 2 terms)  

 
Enhanced Curriculum Instruction—ECI  
 
Number of Hours   : Total 21 hours of lecture 
 

 EdTs must create a learning resource and write a report as to how this 
resource can enhance learning 
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EDT Training conducted in 2015-2016 
 
Recruitment took place as follows for FY 2015 – 2016: 

 
All in all we had a total of a 31 new EdTs, 24 permanent EdTs and 7 sessional EdTs.   
 
During FY 2015-2016 – one EdT, did not successfully complete the AET module (i.e. 
2nd phase of training).  The EAs flagged this EdT out as needing extended support in 
terms of lesson planning and execution.   
 
In situations where an EdT is flagged out for extended support – the Educational 
Advisor working with the EdT will draw up targets and highlight areas where the EdT 
has to work on.  The EdT in turn takes ownership of his or her own learning and 
draws up their action plan to achieve the targets set. 
 
 
We are what we say we are – MAP Quality Assurance Audits (QAA) 
 

“The quality of your work in the long run, is the deciding factor in how much 
your services are valued by the world” – Orison Swelt Marden 

 
DAS Quality Assurance Framework and QAAs are significant for several reasons and 
have been implemented to meet the following requirements: 
 

 to satisfy our key stake holders of the standards we promise and deliver 
as a part of our service 

 to motivate and promote good practices amongst staff 

DATE 
Number of 

Permanent EdTs 
Number of 

Sessional EdTs 
Total 

February 2015 7 4 12 

June 2015 8 2 12 

August 2015 9 1 11 

TOTAL 24 7 31 



Dyslexia Association of Singapore                   65 
www.das.org.sg  

MOE-aided DAS Literacy Programme 

 to provide a platform to recognise excellent staff performance and 
contribution, and ongoing, continuous dialogue (rather than a annual 
exercise) 

 to serve as a mechanism to improve training and support 
 
Evaluation tools include the professional e-portfolio, surveys, feedback forms as well 
as learner performance against the educational targets set for the learner. By 
ensuring that the training, key performance indicators and evaluation tools are 
aligned, MAP ensures that the objectives mentioned above are met.  
 
The quality assurance audits are put in place to serve as an evaluative as well as a 
supportive tool for Educational Therapists (EdTs) and comprises two key areas – 
lesson observation and documentation audits.  
 
The lesson observation audit consists of the following: 
 

1. Lesson planning and execution 
2. Communication and class management 
3. Professionalism 

 
If EdTs do not receive “Competent” status for lesson planning and execution, a  
re-observation is required (Evaluative tool).  If EdTs do not receive “competent” status 
in points 2 and 3 – an Educational Advisor (EA) will advise the Educational Therapist 
on how to improve in these areas (Supportive).   
 
After lesson observations, Educational Advisors meet up with the EdTs and discuss 
with them on the gaps in planning and execution of the lesson and an action plans 
are discussed.  Educational Advisors give educative suggestions are given so that 
the EdT can adjust their teaching accordingly. 
 
For the year 2015/2016 the following graph details the summary of the lesson 
observation audit: 
 
Documentation audit was not taken into consideration for FY 2015-2016.   
 
In 2015-2016, a total of 114 Educational Therapists were audited and 4 EdTs did not 
clear the audit.  A re-audit was conducted and the 2 out of 4 EdTs managed to clear 
the audit after the second review. 
 
24  EdTs out of the 114 EdTs scored a borderline pass mark.  Educational Advisers 
have had a one-to-one meeting with these EdTs and spoken to them on areas where 
they should sharpen their skills. 
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Audit failure procedures: 
 

 A second marker will vet the video and give the scores accordingly.  If 
second marker also fails the EdT, then a follow up meeting will be 
arranged with the EdT.  The EA will advise the EdT on the outcome of the 
audit and will share with the EdT ideas on how to improve.   
 

 EdT will be given the opportunity to submit another audit video within the 
financial year for review. 

 
If EdT still fails after the re-audit, they will not be given another opportunity to submit 
another fresh video for that financial year.  The following are the consequences for 
failing audit twice : 
 

 KPIs will be affected and as such it will affect appraisals. 
 

 EdT will be given 2 videos to review and learn good teaching points 
from the video observation. 
 

 EdT must write a reflection report for both of the videos on what they 
have learnt. 
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Comparing  FY2015-2016 and FY 2014-2015 audit 

 
For FY 2015-2016, there was a higher rate of passes as compared to FY2014-2015.  
Although there was and increased number of videos submitted for the audit (FY2014-
2015 – 76 videos and FY2015-2016 – 114 videos) the percentage of EdTs who had 
scores beyond borderline passes (i.e. good passes) still remained high.    
 
The percentage of EdTs who had borderline passes also rose, from 17.11 % for 
FY2014-2015 to 21.05% for FY2015-2016.  Numerically, this number rose from 13 in 
FY2014-2015 to 24 in FY2015-2016.  The reason for identifying borderline passes is to 
look at areas where EdTs might need additional help.  Regular dialogue sessions 
take place between EdTs and EAs to help them make improvements.  
 
On the whole, there was an increased number of EdTs who were audited in FY 2015-
2016 (114 EdTs) compared to FY2014-2015 (76 EdTs).  Despite the increase in the 
number of EdTs the percentage of EdTs who passed the audit for FY 2015-2016 is 
higher. 
 
For FY 2016-2017, the Educational Advisors will be updating and adjusting the QAA 
audit form to include scorings according to the different bandings as the 
components taught varies according to the different bands.   
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MAP EDUCATIONAL THERAPIST OF THE YEAR 
 
The MAP EdT of the Year 2015 Award is the first of its kind to be given out at the 
DAS. It's in tribute of the invaluable service provided by the EdTs to enable their 
learners to succeed in their literacy efforts.  
 
MAP EdTs provide intervention as well as other forms of support. Often they are 
called to act as listening ears and sympathetic shoulders to lean on. They care for 
their students' social and emotional well-being and partner parents, schools and 
other professionals in the educational journey of the children.  
 
MAP EdTs don't make learning happen, they make life happen.  
 
Along with the nominations, fellow colleagues were asked to name what 
characteristics that they think a MAP EdT of the year should possess and the 
following were the top 6 nominated characteristics: 
 

1. Helpful 
2. Team player 
3. Caring 
4. Shows initiative 
5. Role model  
6. Knowledgeable 

 
Being a role model and a knowledgeable EdT garnered equal number of votes.  
Altogether in 2015, there were a total of 128 nominations for 54 EdTs. 
A further selection process involving a review of their performance in the preceding 
years audit among other things was then conducted. The number then became 33. 
 
After this, a survey was conducted amongst randomly selected EdTs.  CMs at the 
centre where the nominees were teaching were also required to participate in the 
survey.  Random codes were given to survey participants to ensure anonymity.    
 
The following were the questions that were asked in the survey and participants 
ranked each question in order of importance: 
 

1. S/he respects students 
2. S/he creates a sense of community and belonging in the classroom.  
3. S/he is warm, accessible, enthusiastic and caring  
4. S/he sets high expectations for all students  
5. S/he has his own love of learning  
6. S/he is a skilled leader  
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7. S/he can “shift-gears” i.e. flexible during lessons  
8. S/he collaborates with colleagues on an ongoing basis 
9. S/he maintains professionalism in all areas  
10. S/he eagerly mentors junior colleagues   
11. S/he understands the importance of rigour in teaching  
12. S/he is student centred without compromising control over the students, 

their learning and the environment 
 
The scores were tabulated for each EdT to arrive at the final, MAP EdT of the Year. 
 
To everyone’s pleasant surprise for 2015 – DAS gave the TOP 2 EdTs this award, 
hence in 2015 –we had MAP EDTs of the year.   
 
The 2015 winners were  
 
 

 
  Miranda Chng          Tarsheeni Rajoo 
      Educational Advisor       Educational Therapist 
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8. PARENT FEEDBACK 
 
Parents of MAP students have always been regarded as important partners in our 
mission to help learners with dyslexia. In order to better understand the needs of our 
clients and to ascertain their feedback on the services rendered so far, EdTs meet 
parents at least twice a year and communicate with them at least once a month. In 
order to better understand the evolving needs of our clients, their awareness of the 
support that is available to their children and to get feedback on services offered 
and rendered, MAP created an online feedback form.  
 
This form was shared with parents at the end of May, following the parent-teacher 
conference. In total, we received feedback from 246 parents. Some of the responses 
are included below. 
 
In trying to ascertain if parents were aware of the provision of support available, we 
queried if they were aware of why their children were attending MAP classes. 96.7% 
of parents responded that they were aware of why their child was attending MAP 
classes, with only 0.4% saying that more could be done to clarify this.  
 
Further, parents responded on several questions targeting to understand if the 
communication from the DAS to the parents were effective.  
 
Generally, the feedback suggests that MAP has been largely effective in reaching 
out to parents and updating them in a timely fashion. This was reassuring as several 
initiatives had been implemented to reach out to parents through multiple platforms. 
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However, from this it’s clear that parents continue to need information about the 
programme and regular programme updates must continue. This was further 
confirmed when 85.8% of parents who responded would like to be kept informed if 
there were MAP talks, workshops and / or programme updates. 
 
Another important series of questions touched on the learning journey of the children 
and the educational and emotional impact MAP had on them. Again, parents were 
largely positive about the learning experience and benefits of attending MAP. 

Interestingly, despite the majority of parents demonstrating satisfaction with the 
services rendered by MAP and DAS, 63% parents felt the support was still 
inadequate and indicated that they would like additional support for their child 
outside of the DAS, while 15% of parents felt that no further support beyond MAP was 
required. Together, this could suggest that DAS parents fully appreciate what DAS 
has to offer their children and would like to be able to benefit from even more 
support from DAS. In the subsequent questions, parents expanded on their needs: 
 

 Intervention for science 
 Multisensory brain training for older students 
 Tutoring service to assist learners with their school work 

 
Currently, DAS, through Specialised Educational Services (SES), provides science 
related holiday workshops. DAS has always responded to parents and community 
feedback in implementing new services. As such, these suggestions will be 
considered for future programmes in order to enhance the learning experience of 
our students further.   
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The aim of the programme is to help students with dyslexia become 
independent, inquisitive learners in the Chinese language.  
 

There are many difficulties a child with dyslexia can face when learning Chinese 

such as being confused with characters that look similar like犬 ‘dog’ and 太 

‘more’, characters that sound alike such as 身 ‘body’ and 生‘ grow’ and 

characters that are related in meaning such as 校 with 学 where the two put 

together is the word school (学校). 

 

The SES Chinese programme helps to foster a child's interest in the language 
through thematic-based teaching. In this way, vocabulary covered is relatable 
and can be used on a daily basis, allowing them to express themselves better in 
the language.  Students are taught interactively with the use of stories, 
educational games and hands-on activities to make language learning a fun and 
memorable experience for them. This also helps to minimise the child's stigma 
towards the language and build up their confidence and motivation to learn the 
language. Lessons are also structured in a way to increase efficiency in learning 
the language through the instruction of character structure, radicals, stroke 
pattern, word recognition strategies and understanding how words are 
combined together.  
 

Components covered in a typical lesson: 
1. Word Recognition 
2. Vocabulary Instruction 
3. Teaching of Sentence Structures 
 
Comprehension and writing activities are also carried out for students who have 
developed good oracy skills. 
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BACKGROUND OF THE CHINESE PROGRAMME  
 
Chinese is a pictorial and symbolic language with meanings and sounds 
represented by strokes and strokes patterns. According to Ho, et al. (2006), the basic 
graphic unit in Chinese is a character. Each character represents a morpheme as 
well as a syllable. Only a small percentage of Chinese characters convey meaning 
by pictographic or ideographic representation (Hoosain, 1991). Hua and Hong 
(2012, p. 15) point out that more than 80% of modern Chinese characters are 
ideophonetic compound characters, each consisting of a semantic radical which 
carries the meaning information of a character and a phonetic radical which 

provides the cue for the pronunciation of the character.  An example is '抬' (tái) (lift), 

the semantic radical '扌' (hand) gives the cue to the meaning of the character while 

the phonetic radical '台' (tái) (stage) gives the cue to the pronunciation of the 

character.  However, the predictive accuracy of the pronunciation of a compound 
character from its phonetic radical is about 40% (Ho et al., 2006).  Hua and Hong 
(2012, p. 16) also point out that many of the radicals have their legal positions within 

the characters, although others can appear on flexible positions.  For example, '扌' 

can only appear on the left of characters while '艹' can only appear on the top.  

 
As such, in carrying out remediation, it is vital that students are brought to greater 
awareness of the orthographical structures and position of radicals within the 
characters. It is also necessary to help them understand how each component 
relates to the meaning and pronunciation of the character. 
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In our pilot study conducted from 2010 to 2011, children with dyslexia were weaker 
on measures of literacy skills such as visual-orthographic, morphological awareness 
and visual-motor integration skills as compared to students who were not at risk of 
dyslexia. Other aspects of Chinese language processing requiring visual memory 
were also found to be weaker. Visual-orthographic skills refer to the strategic 
attempt of breaking Chinese words into parts to help them read and write. It is 
required to allow students to recognise Chinese characters and read them as 
accurately as possible. The DAS Chinese Research team has observed that dyslexics 
were found to make more errors that are visually similar, i.e. words that have the 

same radicals (也，他，地). Another feature of the language that presents itself as 

a difficulty to language learning is the presence of the large number of 
homophones. In other words, there are many words that share the same 
pronunciation but have very different meaning. This makes it harder for tasks 
requiring word retrieval. Poorer visual-motor integration skills also result in difficulty 
in producing Chinese character with strokes that are in the correct direction, stroke 
sequence and proportion of the parts of the characters.  
 
DESCRIPTION OF THE CHINESE PROGRAMME  
 
The programme was started in January 2013 for primary school students who have 
been diagnosed with dyslexia.  The programme has been shaped to address the 
identified areas of weaknesses in the pilot study by providing students with 
strategies.  The aim of the programme is to help students become independent and 
inquisitive learners in the Chinese language.  This is achieved by building students' 
interest in the language, increasing their efficiency in learning the language and 
increasing their verbal expressiveness through oracy.  
 
Each lesson covers common vocabulary, sentence structures and word recognition 
strategies. Students who have developed competency in their oral skills would then 
be introduced to writing and comprehension skills and strategies. The Orton-
Gillingham approach and principles are adopted and applied in the delivery of 
lessons. Learning is pegged at the learner's 
level of learning to help develop feelings of 
competency and success.  
 
In teaching sentence structures, teachers 
adopt a multisensory approach to allow 
students to understand the different parts 
that constitute a sentence and how to 
manipulate them into a sentence. Teachers 
would first present a sentence structure with 
examples. Next, students are required to 
produce sentences with the help of images. 
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Lastly, they are then expected to form sentences on their own with the structure.  
 
Word recognition strategies taught are intended to make character learning more 
memorable and engaging for the students. Generalisations are also taught to help 
them analyse what they have learnt and 
synthesise new information to apply into 
their learning. Some of the strategies 
taught include identifying semantic 
radicals, the picture method and coming 
up with short stories to remember 
characters. An example is illustrated in 
teaching the character for face. This 
helps students to associate the written 
character with its meaning.  
 
Students are also taught interactively through hands-on activities, educational games 
and storytelling to help them relate what is taught in class to their daily lives. Other 
teaching resources are developed internally by the teachers and revised regularly. 
Reference is made to the MOE Chinese syllabus word list for the selection of words 
and radicals to teach. The curriculum has also extended to the development of other 
literacy skills such as reading comprehension and writing. Scaffolding and explicit 
instruction are critical in literacy instruction.  
 
CURRICULUM DEVELOPMENT  
 
Curriculum Development Process 
 
The programme started in 2013 with the 
aim of developing students' oracy and 
word recognition skills. Since then, the 
needs of the students have grown to be 
more diverse and advanced in the support 
they require. Apart from oracy skills, 
students increasingly also need support in 
literacy skills, namely reading 
comprehension and writing skills.  
 
The Oracy Pack was first launched in 2013 
and was revised in 2015 and renamed as 
the Foundational Language Pack as it 
comprised of the basic language skills of 
listening, speaking and word recognition. 
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The pack consists of a total of three manuals with lesson plans, teaching resources 
and worksheets for students. Teachers are allowed to make adaptations based on 
the needs and abilities of their students, in line with the OG principle of being 
diagnostic and prescriptive. The pack is also supplemented by the semantic radical 
card deck and sentence card deck.  
 
The semantic radical card deck and the sentence card deck are used for teaching 
and reviewing of semantic radicals and sentence structures. The semantic radicals 
and sentence structures are selected with reference to the primary school syllabus. 
The more basic radicals and sentence structures are taught first, followed by the 
more complex ones. When reviewing, the front of the card shows the target radical 
or sentence structure. If the student forgets, the reverse serves as a cue or prompt to 
help the student recall.  
 
Table 1     Example of Card Decks 

  Front Back 

Semantic 
Radical 

Card Deck 

  

Sentence 
Card Deck 
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A pilot trial has also been conducted on the effectiveness of teaching a radical using 
the teaching resources and reviewing with the semantic radical card deck. The 
students were tested if they recognise a radical before they were taught, taught the 
radical using videos, teaching slides and teaching worksheet, reviewed weekly 
alongside other radicals and tested if they could recall the name and meaning of 
the radical. This trial was conducted with 36 students who are on the Chinese 
Programme and were in Primary 3 and 4. Of the 36 students trialled, 100% were able 
to point out the radical accurately but only 28% were able to recall the name of the 
radical. Nevertheless, 86% were able to still recall the meaning of the radical, which 
is more pertinent and critical to Chinese learning as 80% of Chinese characters have 
a radical that show part of the meaning of the character and what it is related to. 

For example, characters with 扌is related to the hand and 打 means hitting with the 

hand. 
 
The word recognition manual was also developed and completed in 2015. The 
manual documents the history of how Chinese characters were created, word 
recognition strategies, worksheet template for characters, semantic and phonetic 
radicals, teaching procedures and spelling activities. The manual also includes a set 
of word recognition strategies posters which are displayed in the classroom to aid 
students in applying the strategies taught.  
 
The focus for curriculum development will be on reading comprehension and writing 
activities. This will be done in reference with the current school syllabus and 
incorporate strategies to help students achieve competency through scaffolding.  
 
To support learning at 
home, audiobooks have 
also been created with the 
help of students from River 
Valley High School. The 
audiobooks are created 
based on a set of primary 
school graded readers (six 
books per level) and can 
be accessible with an 
online link. Parents who 
have worked on reading at 
home with this series 
reported improvement in 
the child's word recognition 
ability.     
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CHINESE DUAL SPECIALISTS 

Training Pathway for Chinese Educational Therapists 
 
Teacher training for Chinese Dual Specialisation 
 
Two educational therapists at the Parkway Parade Learning Centre have undergone 
the Professional Certificate Course in Chinese Language Support and mentoring. 
They are now trained and equipped to provide intervention in Chinese.  
 
Teacher Qualification  
 
Lilian Yue, a dual specialist, has received her Diploma in Professional Chinese 
Teaching awarded by the Singapore Chinese Chamber of Commerce & Industry. 
Cailyn Kwan, a dedicated Chinese teacher, also received her Advanced Diploma in 
Chinese Language Teaching from KLC International Institute. 
 
The newly-trained educational therapists will also be sitting for the Chinese 
Language Proficiency test (HSK Level 6 Written and Oral Examination). This is a 
requirement for all teachers as it is vital to ensure that the teachers on the 
programme are effectively bilingual in order to facilitate teaching.  
 
Teacher INSETS 
 
As part of continued professional development, the specialists also underwent 
training. The content covered included teaching methodology, curriculum 
development and changes to the school syllabus. 
 
Table 2.  Continued Professional Development Training 

Teaching  
Methodology 

Curriculum  
Development 

School-Related 
Changes 

Flipping the Classroom Seminar 
Reading Comprehension 2 
Teaching of Hanyu Pinyin 

Developing and writing 
a Chinese curriculum 

Briefing on the new 
Chinese Primary 
School Syllabus 
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Manpower for the Chinese Programme 
 
The Chinese team now has a total of 6 dual specialist and 2 dedicated Chinese 
teachers, making the programme available at six of the 13 learning centres under 
DAS - Jurong Point, Queenstown, Rex House, Parkway Parade, Bishan and Sengkang. 
The Chinese team is able to see up to 180 students on a weekly basis.  
 
Quality Assurance for Chinese Programme 
 
Dr Tan Ah Hong has joined the team in June 2014 as a 
consultant and worked at the DAS as sessional teacher in 2015. 
Dr Tan was previously a lecturer at NIE and Curriculum 
Specialist at MOE. She was later appointed in 2008 as the 
Head of Secondary Chinese Language Unit before retiring in 
March 2014. She has since resumed employment as a lecturer 
in NIE, teaching in both undergraduate and graduate 
programmes.  
 
Dr Tan has since conducted training for the team on curriculum development, 
improving teachers' competency, word recognition, reading comprehension and 
writing. In addition, she is also constantly providing feedback on quality assurance 
and curriculum development. In the coming year, we will be looking at providing 
teacher support and enhancing teachers' competency in providing intervention.  
 
Lesson observations were carried out by Dr Tan to provide quality assurance of 
classroom teaching on all educational therapists. A post-lesson observation 
conference was arranged between Dr Tan and each educational therapist to 
provide feedback and areas of improvement. For educational therapists that 
required more support, a further lesson observation was scheduled. This gave 
educational therapists time to work on the areas that they may be lacking in. 
Feedback from the educational therapists was forthcoming and they found it helpful 
for their professional development.  
 
In the coming year, Dr Tan would observe the core team members while the core 
team members would observe the other specialists and provide feedback. There will 
also be a Quality Assurance Checklist alongside a documentation checklist added to 
the quality assurance process to make it more comprehensive in checks on the 
quality of intervention given to the students.  
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CHINESE STUDENTS  
 
Chinese student enrolment  
 
The Chinese programme sees a total of 102 students on a weekly basis by the end 
of the year. Out of the 102 students, more than 80% are still taking Chinese lessons 
(Higher Chinese, Chinese and Foundation Chinese) in school. To date, the 
programme has seen a total of more than 200 students since the start of the 
programme in 2013. (Shen et al.,2014) 
 
 
Table 3.  Term by term breakdown of student enrolment for 2015 

 
 
 
 

 

Term Term 1 Term 2 Term 3 Term 4 

Student Enrolment 84 91 101 102 
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Bursary for Chinese Students 
 
One-third of the bursary students had to appeal for a higher tier of bursary to be 
given.  The breakdown of amount of bursary given to the students are as follows: 
 
Table 4.  Bursary Percentage and Students for 2015 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 

 

Bursary Percentage No of Students 

100% 7 

90% 6 

75% 4 

50% 3 

33% 1 
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EVENTS  
 
TIPS Talks 
 
Following on from the success of the talks in 2014, re-runs on "Fun and Easy Chinese" 
were given at our Queenstown Learning Centre.  The talk illustrated the current 
education landscape for learning of Chinese and shared with parents practical tips 
to help their children learn Chinese at home. The talks were well-received by parents 
and gave them ideas and strategies to work on Chinese at home.  
 
Parent Focus Groups 
 
To better understand the difficulties children with dyslexia and parents face, focus 
group discussions were conducted at our Bishan, Sengkang and Parkway Parade 
Learning Centres. Parents were not only able to share their challenges, they were 
also able to support one another in the sharing of their experiences. The parents 
were heartened to find support from other parents and with practical tips they can 
work on at home.  
 
SES INSET 
 
Besides increasing awareness to parents, efforts were also taken to help the staff at 
the DAS to better understand the  programme. The in-service training conducted 
stimulated actual classroom teaching components. It was carried out in a way that 
even non-Chinese speakers were able to understand and experience the classroom 
outing. The INSET was well-received by all staff including the non-Chinese speaking 
staff. They walked away with new vocabulary learnt and requested for more of such 
sessions.  
 
Organised Outings  
 
To promote a holistic language learning experience, 
we brought a total of 35 students to watch the stage 
musical "Pleasant Goat and Big Big Wolf". The cost 
of the ticket price was subsidised by SISTIC and the 
Committee for Promoting Chinese Language. The 
students gave positive feedback and would like to 
participate in such an activity again while the older 
students found the content too simple for them. The 
play appealed to all primary students and 
stimulated thinking through language use.   
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PROGRAMME EVALUATION DESIGN 
 
In evaluating the progress made by the students, a qualitative and quantitative 
approach is undertaken. The students were tested based on a Battery of Chinese 
Literacy Tests and parents completed a survey on the progress the students made in 
that year. Parents were also asked to comment on the progress their child has made 
throughout the intervention.  
 
The purpose of the study is to determine the effectiveness of the intervention 
programme for learners with dyslexia. This can be examined in the following two 
aspects:  
 

a) if any significant improvement is made in the areas of reading, spelling 
and morphological awareness 

b) if the errors committed during reading and spelling can be significantly 
reduced with intervention 

 
This study then serves to inform if the intervention is effective in addressing areas of 
weaknesses that learners with dyslexia faces and in helping them to achieve 
competency in the language. If the intervention is not as effective as predicted, the 
team could then explore other possible methodologies to empower students more 
effectively. Through error analysis, we can also gain a more in-depth understanding 
of the nature of errors our students commit as they progress.  
 
Participants  
 
A total of 20 out of 102 students on the programme were identified to participate in 
the study. These students had received intervention for a period of six to twelve 
months and are currently in primary school.  
 
Programme implementation/instruction  
 
The programme focuses on vocabulary, sentence structure and word recognition 
instruction. Students that have acquired competency in oracy skills would then 
progress to higher literacy skills such as reading comprehension and writing. The 
students are placed in a class of maximum four students and attended lessons for 
one hour weekly. The choice of what is taught under each component is decided by 
the teacher based on the needs of the children or what they do not know. The 
difficulty of each task is also adjusted based on the ability of the child, where they 
will experience success but also be challenged to help them improve.  
 
 



90                      Dyslexia Association of Singapore 
 www.das.org.sg 

DAS Handbook 2016 

Data collection procedures  
 
The students underwent pre and post test using a Battery of Chinese Literacy Tests 
developed by the DAS. The tests measure linguistic and sub-linguistic skills children 
with dyslexia have been known to show weaknesses in. In addition, the programme 
has been designed and developed to target these areas of difficulties. The students 
were tested on the full battery in the pre-test to gain a better understanding of the 
full profile of the students. During the post-test, students were only tested on the 
areas of reading, morphology, spelling and copying as these are the main 
objectives of intervention. The pre-test was carried out prior to the start of 
intervention (mean age = 104.95 months) while the post-test (mean age = 115.5 
months) was carried out in November 2015.   
 
On the reading tests, the students were asked to read from a character list and form 
words after reading them. The characters were arranged according to school levels 
and higher frequency characters were chosen. For the writing component, students 
were asked to do a multiple-choice spelling task, open-ended questions and 
passage copying. Apart from the scores that indicate the proficiency of the student, 
error analysis is also carried out to better understand the nature of the errors.   
 
The parents were asked to complete the Annual Parent Rating of Progress 
questionnaire after completing the Parent-Teacher Conference. Parents were asked 
to rate their satisfaction with the progress the students have made in the past year 
and also to indicate what they are pleased and disappointed with regarding the 
intervention. From the survey, we could gain insights on the progress parents are 
observing, as well as the strengths and weaknesses of the intervention.  
 
Findings  
 
A paired samples t-test comparing pre-test and post-test scores of the experimental 
was conducted. Results of the t-test (p<.05) suggest that there is a significant 
difference between the pre-test and post-test scores of the experimental group.  
 
 
Table 5.  Results of Paired Samples t-test comparing pre-test and post-test 

Group N Mean SD df P 

Pre-test 20 42 27.01 19 .00786** 

Post-test 20 50.75 31.55     
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There is a significant improvement in reading (mean increased from 42 to 50.75).  

There is a significant improvement in morphological awareness (mean increased 
from 40.25 to 48.75).  
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Table 6.  Results of Paired Samples t-test comparing pre-test and post-test 
(Morphology)   

There is some significant improvement in spelling (mean increased from 9.05 to 
10.8). 

 
Table 7.  Results of Paired Samples t-test comparing pre-test and post-test (Spelling)  

Group N Mean SD df P 

Pre-test 20 40.25 27.04 19 .0068** 

Post-test 20 48.75 31.79     

Group N Mean SD df P 

Pre-test 20 9.05 5.29 19 .0350* 

Post-test 20 10.8 6.77     
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The second set of tests conducted was a paired samples t-test comparing pre-test 
and post-test errors of the experimental group. 
 
Reading Errors 
 
There is an observed significant increase in the number of visual errors and random 
errors while there is a significant decrease in visual-tonal errors. A further 
comparison was also made between the errors made in the pre and post-test to 
determine if students were making the same mistakes. Students were found to be 
making more correct attempts when reading than wrong attempts. This suggests that 
students were making progress in their reading ability but that their processing 
ability when reading is not automatic. In addition, some students were observed to 
make reading attempts that were close to right, getting the sound right but tone 

wrong, such as 也 was read as yé instead of y .  

 
Table 8.1.  Results of Paired Samples t-test comparing pre-test and post-test (Visual)   

Group N Mean SD df P 

Pre-test 20 3.3 3.72 19 .0016** 

Post-test 20 6.7 5.74     
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Table 8.2.  Results of Paired Samples t-test comparing pre-test and post-test  
       (Random)   

Table 8.3.  Results of Paired Samples t-test comparing pre-test and post-test  
        (Visual-Tonal)   

Spelling Errors 
 
There is an observed significant increase in the number of incomplete and invented 
errors,  and random errors while there is a significant decrease in visual, visual-

Group N Mean SD df P 

Pre-test 20 2.45 2.45 19 .0088** 

Post-test 20 4.75 4.70     

Group N Mean SD df P 

Pre-test 20 1 1.49 19 .0090** 

Post-test 20 0.15 0.48     
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phonetic, visual-semantic errors. The increase in incomplete and invented errors is 
likely to be due to incomplete retrieval of the whole character. 
 
Table 9.1.  Results of Paired Samples t-test comparing pre-test and post-test  
                (Incomplete/Invented)  

Table 9.2.  Results of Paired Samples t-test comparing pre-test and post-test    
           (Random) 

 
Table 9.3.  Results of Paired Samples t-test comparing pre-test and post-test (Visual) 

Table 9.4.  Results of Paired Samples t-test comparing pre-test and post-test  
        (Visual-Phonetic) 

Group N Mean SD df P 

Pre-test 20 1.2 1.50 19 .0023** 

Post-test 20 2.8 1.88     

Group N Mean SD df P 

Pre-test 20 0.15 0.36 19 .0250* 

Post-test 20 1.6 2.58     

Group N Mean SD df P 

Pre-test 20 0.15 1.76 19 5.32E-05*** 

Post-test 20 1.6 1.23     

Group N Mean SD df P 

Pre-test 20 1.05 0.88 19 .0174* 

Post-test 20 0.5 0.68     
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Table 9.5.  Results of Paired Samples t-test comparing pre-test and post-test 
        (Visual-Semantic) 

Annual Parent Rating of Progress 
 
To find out parents' views on their child's progress, all parents were asked to rate 
their progress and provide feedback on the programme. 59 out of 102 parents 
responded to the survey. The result of the rating is as follows: 
 

 41 out of 59 parents (69%) were either very pleased or pleased with their 
child's progress in learning at the DAS. 

 13 out of 59 parents (22%) were satisfied with their child's learning at the 
DAS. 

 5 out of 59 parents (8%) were not able to give an opinion about their 
child's progress in learning at the DAS. 

Group N Mean SD df P 

Pre-test 20 1.3 1.03 19 .0019** 

Post-test 20 0.4 0.59     
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Parents gave feedback that their children found the classroom environment safe and 
encouraging for learning. There were also requests for two-hour classes and web-
based learning so that they can continue learning at home. There was also a 
reported increase in interest and lesser resistance in learning the language. Students 
enjoy and look forward to coming to their weekly classes. They also have greater 
confidence and a more positive attitude towards learning. Some students were also 
observed to watch more Mandarin-based television programmes and read books in 
Chinese. The word recognition strategies taught have also helped students to be 
able to remember and read more characters and words. Parents also noted the 
commitment and dedication the teachers have shown in helping their students make 
progress. Improvements in school results have been noted, especially in the area of 
comprehension.  
 
DATA ANALYSIS AND DISCUSSION  
 
Pre-test and post-test  
 
The significant improvement of reading, morphology and spelling scores indicates 
that the intervention is effective in helping students make progress in these areas. 
The gains made in reading and morphology are greater than in spelling. This is 
consistent with current literature that suggests and shows that reading is easier than 
spelling. Further investigation on teaching methodologies to help students progress 
in their spelling ability is imperative to arrive at more conclusive findings.  
 
While it was expected to observe fewer errors to be made in reading and spelling, 
students have been found to commit more visual and random errors when reading 
and when writing, students tend to invent characters, write incomplete characters 
and commit random errors more but commit fewer visual, visual-phonetic and visual-
semantic errors.  
 
The increase in random errors on both reading and writing tasks suggests a greater 
willingness and confidence in students to attempt characters and words that they 
are unfamiliar with. Hence, the higher number of random errors. The willingness to 
try is a very important aspect in language learning. Short interviews or surveys with 
students after attempting the tasks will give insights on if this is true.  
 
The increase in visual reading errors could be due to a reliance on a word 
recognition of decoding using a phonetic radical or some degree of relatedness to 
a known character in its radical. There could also be a part-whole relation used to 
make guesses on the strategy. Asking students what strategies students used to read 
could help us understand better if any strategies were used or if they approached it 
as a whole character, or were they guessing.  
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The decrease in visual-tonal errors could be due to students making clearer 
distinction between tones and visually similar characters. 
 
With regard to spelling and writing, students were able to spell and write more 
characters but the number of incomplete, invented and random errors made also 
increased. The increase in incomplete and invented characters suggests that 
students could have formed a visual memory of the character but did not remember 
the details of the character.  
 
The significant decrease in visual, visual-phonetic and visual-semantic errors suggests 
that students are able to make clearer distinctions between characters by looking at 
the radicals in greater details and apply their understanding of the meaning and 
sounds of the radicals.  
 
Annual Parent Rating of Student Progress 
 
In summary, 92% of parents were satisfied, pleased or very pleased with their child's 
learning in the DAS. This is a possible indicator of the objective of building interest in 
the language met. In addition, it will be helpful for teachers to continue encouraging 
students to cultivate the habit of reading Chinese books and this is welcomed by 
most parents.  

Table 7.  Examples of Reading and Writing Errors (with significant findings) 

Reading Errors 

Visual Errors 渴  喝 

Visual-Tonal Errors 把  bā  吃吧，泳  yóng  永远 

Random Errors No known relation with the character 

Writing Errors 

Incomplete Missing strokes or strokes are incomplete 

Invented No such characters in Chinese 

Visual Errors 幸  亲 

Visual-Phonetic Errors 睛  静 

Visual-Semantic Errors 功  工 

Random Errors 原  团 
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FEEDBACK FROM PARENTS 
 
Other feedback given by parents include: 
 

"Teacher Cailyn is very patient, supportive and gave a lot of good suggestion 
towards my son learning." 

- Mrs Chan, parent of P3 student  
 
"Teacher Li Dong, is approachable and it is very encouraging to know that he 
has all the interest in helping my boy." 

 - Mrs Ng, parent of P3 student  
 

“我非常满意老师的教学方法和处世态度。希望DAS能够开办中学课程。” 

(I am very satisfied with the teaching methodologies and the teachers. I hope 
that DAS will be able to start secondary school classes to continue supporting 
my child. ) 

- Mrs Tan, parent of P6 student 
 
"He is more responsible in completing his homework."  

- Mrs Hon, parent of P4 student 
 
"Thank you Sha Lan laoshi for making the lesson fun and interesting for my 
son. He enjoys going for his lessons at DAS!"  

- Mrs Tan, parent of P2 student  
 
 
CONCLUSIONS  
 
The Chinese programme has met the objectives of building up the child's interest in 
the language and helping them in their reading, spelling and morphology.  While 
students are committing less writing errors, they are found to be committing more 
reading errors. This could be due to a greater willingness to attempt reading. As 
such, intervention should aim to help student gain reading accuracy as they are able 
to read more. From the errors committed, it is suggested that students are making 
use of strategies taught to them to decode and thus, more instruction is required to 
help them attain accuracy.   
 
FUTURE DIRECTIONS  
 
Future studies should include a survey on student's confidence in attempting reading, 
writing and learning of new characters. Questions such as how confident are you in 
trying out new Chinese words, how anxious are you when trying to read and write in 
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Chinese can be used. This would shed light on the qualitative aspect of student's 
performance.  
 
We should also make a distinction between students who are exempted from 
studying Chinese and those that are still studying Chinese in school. This results in a 
difference in language exposure and input the child receives. One of the students 
who was exempted from Chinese in the school year deteriorated greatly due to a 
lack of constant exposure and interest. 
 
To better evaluate the effectiveness of the intervention and mitigate progress made 
due to lessons in school, we would seek to use a control group of students with 
dyslexia and compare the gains made. This would lend greater credibility to the 
programme.  
 
Another meaningful area of study would be to investigate if learners with difficulties 
in learning Chinese would benefit from such an intervention given that there have 
been cases of students who are doing well in school but has consistently failed in 
Chinese.  
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The aim of the programme is to help preschoolers who are potentially at risk of 
dyslexia, or has a developmental delay in early literacy, develop skills and 
strategies to become confident achievers when they enter primary school. 
 
Our Approach 
 
The SES Preschool programme helps preschoolers acquire a good foundation in 
alphabet knowledge and phonograms, leading up to learning sight words 
essential for reading. These abilities gear them towards reading and spelling 
readiness. In class, your child will be taught rules, facts and generalisations about 
the English language, enabling them to read and spell more effectively. They will 
also be taught strategies to cope with letter reversals. The programme follows a 
prescribed scope and sequence for systematic, sequential and cumulative 
teaching. 
 
Components covered in a typical lesson 
 

 Alphabet Knowledge 
 Phonograms 
 Learned Word Knowledge (e.g. said) 
 Reading 
 Spelling 

 
Preschoolers will be advised to go for a School Age Psychological Assessment if 
they have not responded to appropriate instruction in the language when they turn 
six. Children diagnosed with dyslexia have the option to continue with the  
MOE-aided DAS Literacy Programme. 
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The Preschool Programme was conceptualised and set up in 2006 in the interest of 
providing early literacy intervention to 6 year olds identified as being at risk of 
dyslexia.  In 2014, the Preschool Programme extended its services to admit 
Kindergarten Year 1 (K1, 5 year olds) students.  The programme has since reached 
out to over 800 children in Singapore.  It gained the support of Income Orangeaid in 
2012 as part of their corporate social responsibility (CSR) initiative.  To date, Income 
Orangeaid Fund supports about 20% of preschoolers on the Preschool Programme 
yearly, on intervention and assessment costs, and continues to offer bursaries to 
children from low income families. 
 
The Preschool Programme works in close collaboration with Child Development Units 
(CDUs) of hospitals KK Women’s and Children's’ Hospital (KKH) and National 
University Hospital (NUH). In 2015, about 30% of the Preschool Programme total 
enrolment were referrals from KKH.  
 
It complements the services of the PAP Community Foundation (PCF) SEN team in 
offering support to children with special learning needs.  In July 2014, DAS Preschool 
Programme established literacy intervention services on-site at Joyful Juniors PCF Ulu 
Pandan, Ghim Moh Link, with the support of Member of Parliament Mr Christopher 
De Souza.  This on-site service was recently renewed for another three years.  In 
addition, the Preschool Programme is also working with PCF Sparkletots@Admiralty 
to extend similar help to children attending full day childcare in a model similar to 
the service provided at Ghim Moh Link.   
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CURRICULUM DEVELOPMENT/ASSESSMENTS  
 
The Preschool Programme provides early literacy intervention in a holistic way. 
Summarised in Figure 1 below, the Preschool’s curriculum targets listening, speaking, 
reading and writing, the cornerstones to language learning.  The Programme has an 
Oracy component that addressed the learning needs of students from ESL/EFL 
background, establishing communicative language needed by students in order to 
benefit from our instructions. In order to read and spell effectively, knowledge of the 
alphabet, phonogram and learnt word (sight words) are key.  Writing is difficult 
without proper fine motor coordination. As such, appropriate fine motor skills 
activities form part and parcel of our programme.  

Figure 1. The Preschool Programme Curriculum 

Social Emotional 

Learning 

& 

Orton-Gillingham 

Principles 
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Over time, the Preschool Programme noticed that a number of students coming into 
the programme at K2 (often in late K2, with less than six months left for intervention) 
do not show much achievement in the areas of reading and spelling during post-
tests. Also, low self-esteem, a predominant occurrence observed to dog the heels of 
dyslexic children, continued to be an area of concern. 
 
CURRICULUM DEVELOPMENT PROGRESS UPDATE 
 
Several challenges, with implication to curriculum and resource development, were 
highlighted in 2013 and 2014 year-end programme evaluation.  Challenges 
identified included the following: 
 

1. Very little or poor grasp of spoken English to begin with. This has a 
direct impact on our lesson delivery as English is our medium of 
instruction. It also impacts upon children’s learning through the inability 
to comprehend the concept taught 

2. Weak fine motor skills – not deliberately targeted nor addressed through 
explicit teaching 

3. Weak executive functioning – somewhat lacking and in need of explicit 
teaching of specific strategies that promote memory, and activities that 
stimulate memory development 

4. Noticeable disparity in developmental levels e.g. Global Developmental 
Delay 

5. Social-emotional development lagging behind their peers 
 
While we have addressed most of the challenges identified in 2013 in between the 
years of 2014 and 2015, there is still work to be done. Works undertaken and 
accomplished to date include addressing the lack of specific teaching tools, with the 
development of teaching resources, mostly in collaboration with local school, Ngee 
Ann Polytechnic.  As part of their internship programme, final year students interned 
at various organisations to gain industry and job related experiences. Those interned 
at the DAS with the Preschool Programme under the mentorship of Wong Kah Lai 
and her team of Educational Therapists were expected to gain teaching skills 
related to early literacy intervention at the DAS and also to create a project 
deliverable for the organisation.  
 
Thus far, under the guidance of Wong Kah Lai and her team, a localised version of 
an Oracy Kit that preschool educational therapists at DAS can pluck and use at any 
point of time (due to the nature of year round open enrolment, it is not always 
possible to start from scratch in a race against time) was developed between 2013-
2014. 
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Recognising the fact that children with dyslexia may eventually suffer from low self 
esteem, experience difficulty in social situations and such, prompted the creation of 
a Social-Emotional Literacy (SEL) Kit – a brain child of Wong Kah Lai and the interns, 
under the strong support and influence of Nor Ashraf Bin Samsudin, the Director of 
Specialised Educational Services, and his knowledge in Six Seconds: Enhanced 
Emotional Intelligence, was born between 2014-2015.     
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We have yet to look into the area of executive functioning due to rapid programme 
growth.  What is executive function? Why is it so important for children at risk of 
dyslexia?  The International Dyslexia Association (Reid, 2011), noted an “overlap 
between dyslexia and other learning difficulties”, that may include dysgraphia 
(handwriting), dyscalculia (math), attention deficit hyperactivity disorder (attention), 
dyspraxia (motor skills) and executive function.  As such, a child at risk of dyslexia 
may experience other co-existing difficulties that may affect his/her learning 
experiences and achievement level. 
 
Executive function is made up of working memory, inhibitory control and cognitive 
flexibility.  Working memory refers to the ability to store information and work with it. 
Inhibitory control relates to the ability to control or regulate one’s (impulsive) 
behaviour.  Cognitive flexibility, as the word implies, refers to thinking creatively and 
out-of-the-box, something that comes naturally to many young children.  
 
Reid (2011) gave several examples that characterise weak executive function in 
students with dyslexia.  These include poor sense of time, forgetting one’s homework 
(unintentional), poor organisational skills, overwhelmed by too much input, and so 
on.  In short, academically speaking, executive function is crucial to achievement in 
learning, retaining what’s taught, integrating and manipulating existing knowledge 
with new knowledge to tackle homework, tests, examinations and so on.   
 
There is also a need to look deeper into how we can better seamlessly integrate the 
various literacy components with the array of tools that we developed so far.  How 
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can we further maximise the impact of our current intervention?  How can we 
incorporate fine motor skills, a pre-requisite to writing acquisition, as part and parcel 
of our early literacy intervention?  How about improving further on phonological 
awareness, another critical cornerstone to our literacy intervention?  What tools have 
we got (or not) that is suited to our local context?  
 
In 2014 year-end evaluation, three areas were identified for development in 2015 
(Wong, 2015, p.68).  The first task examined the integration of lesson components for 
more holistic literacy intervention. As such, the existing lesson plan template was 
revised and redesigned to better reflect and accommodate the upgrades that were 
made to the curriculum. The template was piloted out in term 4 of 2015 and revised 
according to teacher feedback.  A more “finalised” version is launched for trial 
across the entire programme beginning January 2016.  Existing Pre-test and Post-test 
developed prior to 2014 have been completely streamlined and revamped.  An 
instructional manual accompanied this new upgrade. It will be trialled across the 
entire programme in 2016.   
 
The second task examined the quality of teaching delivery. This will be addressed in 
the later part of this report, under the section Quality Assurance. 
 
The third task looked into addressing the gap in reading achievement and the 
introduction of the Programme’s carefully chosen new online reading programme.  
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Reading has always been a challenge for pre-schoolers coming into our early 
literacy intervention programme.  Many has a natural thirst for stories and 
knowledge (i.e. non-fiction) but hampered because they need someone willing and 
available to read to them.  
 
This online reading programme has a comprehensive library of both fiction and non-
fiction books.  The reading level ranges from picture books with no words, moving 
progressively to caption books, to picture books with longer sentences and so on. 
These carefully graded level readers extend all the way up to meeting the reading 
needs of students attending secondary (high) school.  
 
Preschoolers have a wide choice of age appropriate reading material (audio books) 
with a record and playback function that also enable their educational therapist to 
listen and track their reading progress.  Parents can participate and read along with 
their children too.  We discovered, quite accidentally, that some families read 
together. The audio recordings include choral reading from the family, interjected 
with laughter and sound effects. 
 
 
Consequently, there seemed to be some significant improvement (see table 5.4, post
-test results for reading) in this area. Ten students were awarded the inaugural SES 
Preschool Prolific Reader Award during the DAS Graduation and Awards Ceremony 
2015 for their outstanding reading achievement from the use of this online reading 
programme.   
 
CURRICULUM DEVELOPMENT – CURRENT WORK IN PROCESS 
 
The Preschool Programme is working on revising its existing literacy scope and 
sequence to better accommodate the diversity of students coming into our 
programme seeking help, and the progress that they make. The current scope and 
sequence does not effectively support the learning needs of very weak learners on 
one end of the spectrum and it has limited wingspan in meeting the needs of 
advance learners and students repeating K2.  
 
SCHOOL AGE ASSESSMENTS  
 
The process of School-age Assessments for Kindergarten two (K2) students, who are 
going on to Primary One, is an intricate process involving the coordination across 
multiple stakeholders.  
 
To begin with, K2 students who met the six-six criteria (six years old based on date of 
birth and had six months’ intervention or phonics classes) were sifted out, their case 
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files readied.  Parents signed consent forms, agreeing to assessment.  Those in need 
of bursary assistance for assessment applied for bursary. Parents paying by Baby 
Bonus for the first time completed Child Development Account (CDA) application 
forms to be forwarded to the bank for approval through DAS Finance Department.  
The Singapore government encourages parents to have more babies.  The Baby 
Bonus Child Development Account is a co-savings scheme for children, where 
savings deposited by parents into a special savings account called the CDA are 
matched dollar-for-dollar by the Government, up to a specified cap depending on 
the child's birth order (MSF, 2013). 
 
DAS Admissions team then contact parents for appointments, arranging assessments 
for K2 students with DAS psychologists.  The average wait time for assessment is 
approximately six to eight weeks.  A typical assessment consists of  
 

1. An interview with parents 
2. Administration of standardised cognitive and literacy tests  
3. A discussion with parents (usually one week after the assessment) about 

the assessment results 
4. Recommendations on areas of strengths and weaknesses 
5. A written report by DAS psychologists  

 
Cost of assessment is differentiated with lower Singaporean and higher non-
Singaporean rates.  Parents may opt to have this conducted within the DAS or by 
other psychologists working in public and private settings. 
 
A diagnosis of dyslexia, through School Age Assessment, is compulsory if students 
wish to continue remediation support with DAS through his/her primary years if they 
are enrolled in a government funded school.  Results of the assessment are 
dependent on factors such as the child’s medical history, language background, and 
length of educational support (preferably with at least 6 months of phonics 
exposure).  There is no need for an assessment if a K2 student is deferring entry into 
P1, repeating K2. 
 
Four information talks for K2 parents regarding School Age Assessment were 
conducted over two Saturdays in August 2015 at DAS Learning Centres located in 
Tampines, Bishan, Chua Chu Kang and Rex House.  According to general feedback, 
parents found the session informative and useful in helping to make informed 
decisions about having their child assessed.  Some found administrative information, 
e.g. how to navigate completing the various forms and application for financial 
assistance for assessment fee, helpful.   
 
Out of 271 K2 students registered with Preschool Programme, 125 were diagnosed 
dyslexic and 58 non-dyslexic.  See Table 1 for the breakdown. 
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Table 1. Breakdown of K2 students eligible for school age assessment in 2015 

 
TRAINING FOR PRESCHOOL PROGRAMME TEAM – IN-SERVICE AND 
PROFESSIONAL DEVELOPMENT 
 
The Preschool Programme conducted insets and focus group meetings for the entire 
team of 15, consisting of dedicated Specialist Teachers (Preschool) and Dual 
Specialists (MAP and Preschool) throughout the year of 2015. This platform facilitated 
the exchange of issues/concerns/difficulties experienced by teachers in class. 
Someone within the team would voice a challenge happening in class and another 
will share a similar experience of how that was overcome. It proved to be a positive 
learning experience and great for team bonding, too.  
 
These monthly sessions also kept everyone in the team up to date with information 
regarding processes upgrading and content revision in keeping with the diversity of 
students’ needs.  
 
The free Preschool Public Screening Exercises conducted three times a year, was 
another fabulous learning opportunity for the Preschool Team professionally. It gave 
everyone a better understanding of the true disparity in literacy challenges faced by 
mainstream K2 students seeking help from us.  Many of the registered K2 
mainstream students who came for the screening exercise were found to be weaker 

271 NUMBER OF STUDENTS REGISTERED 

1 Diagnosed with dyslexia 125 

2 Diagnosed as not Dyslexic 58 

3 Not placed in programme – lacking manpower 15 

4 Opted Out from Assessment 37 

5 Withdrew From Programme 18 

6 Repeated K2 in 2016 14 

7 Dropped out of the programme without notice 1 

8 Pending Assessment (Schedule in June 2016) 2 

9 Assessment postponed to 2017 1 

  Total 271 
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(early literacy wise) than the weakest we see in our current intervention classrooms. 
We need to help these children.  It also provoked us into working towards extending 
our existing literacy scope and sequence in order to take these young learners under 
our wings.  Table 2 below outlined some of the topics and activities in 2015. 
 
Table 2. Summary of Preschool Programme Training Related Events in 2015  

No Month Content Topic Duration 

1 February Online reading programme training 3 hours 

2 March 
Preschool Audits, Preparing and getting ready 
to be audited, Filing System 

3 hours 

3 April 
Preschool Seminar 2015 
School Age Assessment (SAA) Administrative 
Processes 

7.5 hours 

4 May 
How to Conduct Preschool Screening & 
Concluding 

3 hours 

5 June 
Preschool Public Screening (2-full day including 
a debrief session held separately) 

19 hours 

6 July Goal setting 2016 3 hours 

7 August 
Workshop: Creative Use of Preschool 
Resources 

3 hours 

8 September 
Sharing of SES Education Day slides, New 
Lesson plan Template for Trial, New scope 
and sequence 

3 hours 

9 October 
2016/2017 work plans and professional 
development 

3 hours 

10 November 
Programme evaluation, Upcoming Mass 
Screening 

3 hours 
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Preschool Seminar 2015 - A concurrent workshop by DAS Educational Therapists, 
Natasha and Sandra, on Phonemic Awareness  

 
 

Workshop on creative use of resources  
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Team training and “makan” (Malay word – meaning “eat”) session - Another bonding 
opportunity not to be missed! 

Professional sharing – Insights into the Preschool Programme during SES Education Day 
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Info talks on school age psychological assessment 
 

Figure 2. Training pathway for Educational Therapists working exclusively with 
preschoolers in providing early literacy intervention  
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New training pathways were formulated and proposed during Work Plan 
Presentation 2016/2017 for all as outlined in Figures 2 to 4 below. 
 
 

 
Figure 3. Training pathway for Educational Therapists teaching preschoolers and primary 

and/or secondary age students  
 

(*WSQ refers to Singapore’s Workforce Skills Qualifications (WSQ), a national 
credentialing system. It trains, develops, assesses and recognises individuals for the 
key competencies that companies look for in potential employees. PCC refers to 
Professional Certificate Course in Teaching Early Literacy Intervention) 
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Figure 4. Training pathway for members of the Preschool Core Team assisting the 
Programme Manager (applicable to both existing and potential new comers) 

 

 
MANPOWER FOR PRESCHOOL PROGRAMME 
 
Table 3. Summary of Preschool Programme’s Manpower as at December 2015  

Category 
Current headcount 

not including attrition 
Attrition and reason: 

Teaching:   

Dedicated preschool teachers 5 
1 – pursuing higher 

education (University) 

Dual specialists 10 2 – family commitments 

*Core team 2  

Administrative:   

Programme manager 1  

Programme officer 1 Nil 
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QUALITY ASSURANCE FOR PRESCHOOL PROGRAMME 
 
The following was carried out as part of Preschool Programme’s Quality Assurance 
Practices 
 
A. Classroom observations of teachers by either Programme Manager or core 

team 
 

Several teachers had their teaching practices observed by PM. More 
observations will follow in 2016. Some criteria listed as follows.  Observer to 
look out and feedback on: 
 
1. Content - appropriate balance: evident (i.e. deliberately planned within 

the LP according to PS scope and sequence) and observed 
 

2. Content delivery - appropriate balance observed, demonstrating the 
applications of OG principles and EC pedagogy 
 

3. Lesson pitch - rhythm and pulse - evident through observation 
* rhythm - active and quiet 
* pulse - evenly paced, brisk 
 

4. Peer dynamics 
 

5. Awareness of individual needs and meeting those needs 
 

6. Use of age appropriate language in instruction 
 

7. Use of appropriate language to foster and extend oral language 
development 
 

8. Use of appropriate strategies to promote learning and skills acquisition  
 
B. Execution of pre-audit run in readiness for NTUC Income OrangeAid Fund 

Bursary Audit  
 

An operational framework was drafted by the programme manager to 
facilitate the process.  

 
C. Pre-audit check in readiness for programme audit (by MSF)  
 

This is ongoing work in progress. The (new) core team is being trained and 
mentored for the first time to undertake part of these routine checks.  
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PRESCHOOL STUDENTS  
 
Preschool Programme student enrolment   
 
Enrolment  
 
Statistical Information on the Preschool Programme 
The Preschool Programme continued supporting an increasing number of new 
students  
 

 2011 – 82 students 
 

 2012 – 117 students – 46 being NTUC Income OrangeAid bursary 
students 
 

 2013 – 135 students – 40 being NTUC Income OrangeAid bursary 
students 
 

 2014 – 268 students – 63 being NTUC Income OrangeAid bursary 
students 
 

 2015 – 280 students – 57 being NTUC Income OrangeAid bursary 
students 

 
Though the Preschool enrolment hit 280, there were approximately 22 students on 
the waitlist who were unable to come on board for several reasons. One, their 
applications came in too late for placement. The K1s were able to be placed in 
January 2016 as new K2 enrolments. Unfortunately, we were unable to help the K2s 
who were going directly into Primary One. 
 
Two, our programme ran out of active teaching capacity since term 3.  (See stats in 
table 4) 
 
 
While every effort is made to provide adequate intervention available for 
preschoolers in need of our services, it is made challenging due to the 
unpredictability of birth rate, parent awareness and ready support that will lead 
them to us. It is difficult to provision services given these unknown. DAS preschool 
programme has taken these on board and will work on better resolving this next 
year.  
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LC / 
Level 

ACTUAL 
Term 3 

Accepted 
yet to start 

Waitlist for 
placement 

ACTUAL 
Term 4 

Accepted 
yet to start 

Waitlist for 
placement 

K1 K2 K1 K2 K1 K2 K1 K2 K1 K2 K1 K2 

AMK                         

BDK                         

BJ8 5 54   2 5 6 5 55     5 2 

CCK 6 10         1 14     2   

CTP                         

JPT 2 36   4 4 2 4 38     3 3 

PWP                         

QTN 4 30       3 4 31   1   1 

REX 1 7         2 6     1   

SKG 4 27   1     4 25     1   

TPN 6 49       2 8 51     2 1 

WDL   4           5         

YSH 3 9       1 4 10     1   

GHIMO 7 3         10 3         

TOTAL # 
of 

students 
per level 

38 229 0 7 9 14 42 238 0 1 15 7 

GRAND 
TOTAL 

267 7 23 280 1 22 

Table 4. Statistical comparison of end of term 3 and term 4 student enrolment figures 
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EVENTS  
 

1. Preschool Seminar  
2. Unite SpLD Conference  
3. Preschool Public Screenings (free) 

 
Preschool Seminar 2015 
 
The Preschool Programme had its annual Preschool Seminar in April 2015.  
 

Photos from the Preschool Seminar registration above and the  
Question and Answer Panel below.  
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Audience at the Preschool 
Seminar there were many 

questions for the panel 
 
 
 
 
 
 
 
 
 
 
The 2015 Preschool Seminar was successful with a good turnout of more than 200 
participants. 
 
Unite SpLD Conference 2015 
 
The Preschool Programme also participated in Unite SpLD Conference 2015 with a 
research poster and a workshop session by Programme Manager, Wong Kah Lai 
It was a lively and interactive workshop. Participants had an opportunity to look at 
some unique Preschool Programme’s resource e.g. certain components of its Social-
Emotional Literacy (SEL) kit, and how these features translate to practical in-class 
strategies and good practices. Extracts of conference slides as shown. 
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Sample slides extracted from Unite SpLD Conference 2015 presentation 
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Preschool Public Screening for Preschoolers  
 
Three Preschool Public screenings were held in June and November 2015 for 
kindergarten 1 and kindergarten 2 students (5 to 6 year olds).  This was an 
unexpected over achievement as the original intention was to do only one free 
Public Screening with the entire programme team roped in. The unexpected over 
subscription for the first screening on 5 June resulted in a second date quickly 
arranged (25 June) to absorb the spill over effect so that no child gets turned away 
from help. A third screening was arranged end of the year (November) as a trial, to 
see if it will boost enrolment for the new year, 2016.    
 
 

A preschool team photo – after one of the free public screening  
exercises for pre-schoolers 

 
 
 



Dyslexia Association of Singapore                 127 
www.das.org.sg  

Evaluation of SES Programmes 

Photo with our programme sponsor – NTUC Income OrangeAid Fund representatives 
 
 
 
OUTREACH AND ASSORTED ACTIVITIES 
 
The Preschool Programme was very active in supporting awareness and outreach 
efforts as summarised in Figure 6. It conducted 12 talks for parents, teachers and 
administrators of kindergartens and childcare centres.  
 

Preschool Screening 2015 

 
June 2015 

Bishan 
June 2015 

Jurong Point 
Nov 2015 
Bishan 

Total Screened 72 56 57 

Students enrolled into 
Programme 

19 31 15 

Students with No 
Literacy Concerns 

10 4 11 
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It worked in collaboration with Ngee Ann Polytechnic on internship programme for 
their graduating final year students from Diploma in Child Psychology and Early 
Education (special needs and early intervention track) cohort.  
 
Selected interns were given training in understanding dyslexia and techniques in 
teaching at-risk pre-schoolers with early literacy difficulties. Their teaching practice 
(practicum) was graded as part of internship criteria from the polytechnic. In 
addition, all interns need to work collaboratively to undertake the development and 
completion of a project deliverable for the Preschool Programme guided by the 
programme manager and team. 

OUTREACH AND ASSORTED ACTIVITIES 

Figure 6. Summary of outreach and assorted activities 
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SEED Institute approached Preschool Programme to host a Learning Journey for a 
cohort of their advance certificate students. SEED Institute is Singapore's first National 
Continuing Education and Training Centre (CET) for early childhood educators, 
including people who are interested to become preschool teachers. The Learning 
Journey went well and all were impressed. A second request was made for 
December 2015. It went successfully well, too. Participants found the interactive 
dyslexia awareness talk meaningful. The practical tips and strategies, relating 
directly to the relevant age group that the participants were working with, proved to 
be well-received.  
 
PROGRAMME EVALUATION DESIGN  
 
Research design framework 
 

 A Quantitative method was selected for this programme evaluation   
 It used a combination of experimental and survey design 

 
Research questions/research rationale 
 

 The aim of this report is to find out 
 i.  the effectiveness of the intervention Programme  
 ii.  the responsiveness of students to the programme 
 iii. are there any gaps within the programme that are not meeting  
     stakeholders’ need 

 
Rationale behind implementing research design   
 

 This survey design is chosen for its feasibility and robust results. 
 
Participants  
 

 213 pre-schoolers (K1s and K2s) were involved in this study. This sample 
size is not reflective of the programme’s actual total enrolment.  

 There were no control groups as it was of the view that it would not be 
ethical to deprive young children of the opportunity for intervention.  

 These children were all selected for early literacy intervention because 
of assorted learning difficulties associated with learning differences.  

 
Programme implementation/instruction  
 

 Brief description of the programme structure  
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The Preschool Programme offers a 2-hour weekly phonics based literacy 
intervention programme for students ages between 5 to 7 years old. The 
programme follows a carefully structured scope and sequence designed by 
the Preschool Programme Team. It takes on a multi-sensory approach guided 
by Orton-Gillingham principles and underpinned by sound early childhood 
pedagogies.  

 
Class size  
 
Intervention classes are conducted in groups of up to five students to an Educational 
Therapist. 
 
Data collection procedures  
 
Pre-test post-test  
 
 Description of the tests, how and why they were designed/chosen 

 
Both pre and post-test are exactly the same in content. The pre-test collects 
baseline information on the student’s initial literacy ability when he/she first 
commence intervention. The post-test measures the improvement, if any, made 
by the student. 
 
The test consists of five components. Namely, knowledge of the alphabet in 
both upper and lower case, phonogram knowledge in letter sound association 
(phonics), sight words, reading and spelling. These five areas are fundamental 
to literacy acquisition, as such, it is important for our Educational Therapist to 
know what-the-child-knows and in which aspect is the child floundering so that 
intervention can fill in the “gap”. 
 

 Implementation of the tests 
 

Tests may be implemented either individually, as a pair or group as 
appropriate to the teacher executing it.  

 
 When were the tests implemented? 
 

Pre-test is carried out during the student’s first official session. Post-test is 
carried at the end of the calendar year to measure response to intervention 
made by the student.  
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Findings  (Reporting only, no discussion)  
 
Pre-test post-test  
 
T-test (Paired Two Samples for Means) was used to measure student progress in the 
areas of alphabet knowledge, phonogram, learnt word knowledge (sight word), 
reading and spelling. Results of the t-test (p< .001) in tables 5.1 to 5.5 showed 
significant difference between the pre-test and post-test scores. Overall results, in the 
form of overall literacy gains, is shown in table 5.6. 
 
Table 5.1  Results of Paired Samples t-test comparing pre-test and post-test for 
alphabet knowledge 

*p<.001. 

 
Table 5.2  Results of Paired Samples t-test comparing pre-test and post-test for 
phonogram 

*p<.001. 

 
Table 5.3  Results of Paired Samples t-test comparing pre-test and post-test for learnt 
word knowledge 

*p<.001. 

Group N Mean SD df p 

Pre-test 213 46.93 23.82 212 <.001* 

Post-test 213 64.05 16.36     

Group N Mean SD df p 

Pre-test 213 16.47 8.47 212 <.001* 

Post-test 213 23.67 4.77     

Group N Mean SD df p 

Pre-test 213 13.32 15.14 212 <.001* 

Post-test 213 24.46 17.43     
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Table 5.4  Results of Paired Samples t-test comparing pre-test and post-test for 
reading 

*p<.001. 
 
 

Table 5.5  Results of Paired Samples t-test comparing pre-test and post-test for 
spelling 

*p<.001. 

 
 
Table 5.6  Results of Paired Samples t-test comparing pre-test and post-test for 
Overall Literacy Gains 

*p<.001. 

 
 
 
 
 
 
 

Group N Mean SD df p 

Pre-test 213 1.66 3.31 212 <.001* 

Post-test 213 7.33 5.39     

Group N Mean SD df p 

Pre-test 213 0.68 1.49 212 <.001* 

Post-test 213 4.53 4.53     

GROUP N MEAN SD DF P 

Pre-test 213 79.07 42.44 212 <.001* 

Post-test 213 124.04 40.13     
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Pre-test post-test  
 
Results of Paired Samples t-test comparing pre-test and post-test for: 
 
Alphabet knowledge 
This component comprises of the sequencing of the alphabet, and the writing of both 
upper and lower letters correctly.  Findings showed that there was a significant 
improvement in Alphabet Knowledge from pre-test (M= 46.93, SD = 23.82) to post-test 
(M = 64.05, SD = 16.36), t(212) = 9.81, p <.001* 
 
Phonogram Knowledge 
This component relates to letter-sound association.  Findings showed that there was 
a significant improvement in Phonogram Knowledge from pre-test (M= 16.47, SD = 
8.47) to post-test (M = 23.67, SD = 4.77), t(212) = 8.94, p <.001* 
 
Learnt Word Knowledge 
Learnt word, also commonly known as sight words, refers to phonetically irregular 
words.  Findings showed that there was a significant improvement in Learnt Word 
Knowledge from pre-test (M= 13.32, SD = 15.14) to post-test (M = 24.46, SD = 17.43), t
(212) = 7.78, p <.001* 
 
Reading 
Findings showed that there was a significant improvement in Reading from pre-test 
(M= 1.66, SD = 3.31) to post-test (M = 7.33, SD = 5.39), t(212) = 8.54, p <.001* 
 
Spelling 
Findings showed that there was a significant improvement in Spelling from pre-test 
(M= 0.68, SD = 1.49) to post-test (M = 4.53, SD = 4.53), t(212) = 1.28, p <.001* 
 
Overall literacy gain 
Findings showed that there was a significant improvement in Overall Literacy Gains 
from pre-test (M= 79.07, SD = 42.44) to post-test (M = 124.04, SD = 40.13), t(212) = 
5.16, p <.001* 
 
The results show that children were able to better identify letters of the alphabet, 
sequence and write them. They could sound out letters with greater ease in letter-to-
letter-sound association; that led to observable improvements in reading and 
spelling phonetically regular words, as reflected by the improvements found in their 
pre-post test scores for reading and spelling. 
 
It may be seen overall that there are striking results from all aspects of the 
programme tested.  This provides clear evidence of the effectiveness of the 
approach with 213 children. 
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Figure 7. Overview of student improvement from DAS Preschool Programme 
 
Other valuable information collected  
 
Feedback forms, in the form of a Likert scale, were given to students, parents and 
teachers to collect information on their perception of the preschool programme. 
 
STUDENT’S FEEDBACK  
  
170 (out of 287) complete student responses were tabulated and analysed. Students 
were asked seven questions listed as follows: 
 

1. How do you feel about coming to DAS Preschool Programme for 
classes? 

2. How easy is it for you to sequence the alphabet? 
3. How easy is it for you when you write (e.g. your name, copy writing)? 
4. How much do you enjoy doing “words-to-read”? 
5. How much do you enjoy doing “words-to-spell”? 
6. How much do you enjoy doing “card drill” (letter-sound review)? 
7. How easy is learning in school now or is it a “struggle” (i.e. I-don’t-know-

what-the-teacher-teaches)? 



Dyslexia Association of Singapore                 135 
www.das.org.sg  

Evaluation of SES Programmes 

They were asked to rate between “I love it” to “Angry” by circling the emoticon 
shown below. To interpret the data, each emoticon was given a point to it: 
 

 Five points were given to “I love it” 
 Four points were given to “Happy” 
 Three points were given to “Its’s ok (Neutral)” 
 One point was given to “Angry” 
 And two points were given to “Sad” 

 
 
 
 
 
 
 
 
 
 

Figure 8. Student feedback form – emoticons to help students make responses 
 

Figure 9.1 Average points from student’s feedback  
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Figure 9.2.  Breakdown of students’ response about coming to  
DAS Preschool Programme for classes 

Figure 9.3.  Breakdown of students’ response to doing letter sequencing 
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The points were tabulated and averaged up for each question. The data collected 
from the feedback form is presented in Figure 9.1 Data analysis shows that children 
were generally “Happy” as they undergo intervention in the Preschool Programme.  
In addition, they seem to feel that programme helped them with school.  
 
Per Figure 9.2, about 85% of the students were happy and love coming to class. 
Therefore, they were generally positive towards early literacy intervention. This 
optimism may possibly be one of the contributing factors to improved literacy scores 
found during pre-post tests. 
 
Figures 9.3 and 9.4 reflect the rudimentary early literacy skills that all kindergarten 
students are expected to possess or have acquired by the time they are K2.  
 
While some students have no difficulty with letter sequencing, many struggled. Figure 
9.3 showed that when it came to sequencing the alphabet, 70% of the student fell 
into the category of happy-and-loving-it, while 22% found it “quite-ok” (i.e. not awful) 
in having to do so. About 8% felt miserable (i.e. angry or sad) with this challenge. In 
short, most have now either acquired the skill to do so successfully and 
independently or are now positive and receptive to this challenge. 

Figure 9.4.  Breakdown of students’ response to tasks related to writing 
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Figure 9.4 suggests that about 95% of the students felt more positive (and abled) 
when it came to writing their own name onto given worksheets and copy-writing 
related tasks. This is encouraging as many students came into the programme 
having difficulty in this area. (Being able to write your own name, any time when 
called upon, is the expected norm in in mainstream preschool/kindergarten 
classrooms in Singapore.)   
 
Phonological deficits, the difficulty associated in decoding nonsense words using 
conventional phonetic rules, and in the association of sounds to letters, is a 
characteristic of dyslexia. Early literacy intervention in this area means explicitly 
working with children in these challenging areas. Figures 9.5 to 9.7 capture students’ 
“opinions” when it came to working with them on these challenging components.  
 
Collectively from the pie charts below, figures 9.5 to 9.7, suggest that students felt the 
direct positive difference early literacy intervention made to their learning. Perhaps 
this is one of the contributing factors towards the literacy gains found in our pre-post 
tests results (see tables 5.2, 5.4 to 5.6).   
 
 

Figure 9.5.  Breakdown of Student’s Feedback about how they felt about doing “words-to-read” 
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Figure 9.6.  Breakdown of Student’s Feedback about how they felt about doing “words-to-spell” 

Figure 9.7.  Breakdown of Student’s Feedback about doing “card drill” (letter-sound review) 
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Figure 9.8.  Breakdown of Student’s Feedback about going to school and learning in their 
mainstream classroom  

 
Based on figure 9.8, it would seem that children felt strongly about the positive 
impact and difference early literacy intervention made to young lives. (Let us hope 
that the support extended to them can be sustained beyond their time within our 
programme.) 
 
 
PARENTS’ FEEDBACK 
 
Parent feedback forms were given at the end of the semester to find out their 
perception of the Preschool Programme. Their valuable feedback allows the 
Preschool team to identify any concurrent issues and make improvements to better 
the programme. 142 completed responses were analysed. 
 
Parents were asked a total of nine questions, where they are given an option to rate 
between “Strongly Disagree” to “Strongly Agree”. Different points were awarded to 
each option for data analysis: 
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 Five points for Strongly Agree 
 Four points for Agree 
 Three points for Neutral 
 Two points for Disagree 
 And one point for Strongly Disagree 

Figure 10. Parent feedback form (extract)  

 
The points were tabulated and averaged up for each question. The data collected 
from the feedback form is presented in Figure 11  
 

Figure 11. Average points from parent’s feedback 
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The data presented in Figure 11 shows that parents had mostly seen an 
improvement in their child’s literacy abilities as they underwent intervention at DAS. 
However, despite parents seeing observable improvements in all aspects of literacy, 
an average score of only 3.85 was gathered from Question 6.  
 
According to analysis of parent responses to question 6 in figure 12, it would seem 
that 72.5% (agree and strongly) felt that there is improvement in this area while 24% 
remained neutral. Perhaps “neutral” meant “no comments”. As such, contributing to 
a lower average score shown in figure 11.  
 
Thus, more is needed to be done to address writing in the classroom (as inferred 
from Questions 6 on “I can see and/or my child’s school teacher(s) tells me that my 
child’s most significant/observable improvement is in writing – less laboriously as 
compared to before.”).  

 
Figure 12. Breakdown of Parents’ Feedback about regarding mainstream teachers’ feedback to 

parents on students’ improvement in the area of writing related tasks 
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TEACHER FEEDBACK FORM 
 
A teacher feedback form in the form of a Likert scale was given. In this form, 
teachers assessed the finer aspects in the classroom, such as the soft skills (e.g. self-
perception and self-esteem) of each child. Besides assessing students’ literacy 
abilities from the pre and post-assessments at DAS, the teacher’s feedback gives a 
broader perception of the child’s holistic well-being and development. Each question 
can be rated from one to ten, with one being the least and ten being the most.  
 
The points were tabulated and averaged up for each question. The data collected 
from the feedback form is presented in Figure 13. 
 

Figure 13. Average points from teacher feedback 

 
From Figure 13, an average score of 7.245 were reflected in the results. Despite 
favourable results, according to teachers’ collective perception in general, more can 
be done in the areas highlighted in questions 3 to 5, pertaining to progress of 
intervention efforts in the areas involving writing, sight word knowledge and reading. 
These will be areas that PP will need to continue to work on, identifying specific 
barriers to learning (Reid, 2013 p.32), coming up with solutions to remove these 
barriers, improving on learning outcomes/teacher satisfaction with students’ learning 
progress. However, these efforts must be carefully balanced, keeping in mind the 
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motto “as fast as we can, as slow as we must” – never forgetting that the child/
student is at the heart of all we do .  
 
CONCLUSIONS  
 
The findings from both Pre-test and Post-test suggest that intervention offered by the 
Preschool Programme is effective and students do respond to it. However, there may 
be a gap somewhere, be it in the curriculum and/or delivery resulting in an 
observably low and slow transfer of Alphabet Knowledge, Phonogram and Learnt 
Word Knowledge into Reading and Spelling ability .  This may reflect the difficulty 
that children have transferring their knowledge from one realm to another, so that 
they have the basics of alphabet etc as outlined here, they find this more difficult to 
apply in a real world setting such as reading and spelling.  Nevertheless, many 
children fail to acquire these basic grounding in order to develop their skills further, 
and the support offered by the PP team clearly facilitates improvement across all 
areas and provides a strong foundation for future learning. 
 
ONGOING ANALYSES 
 
Identification of the participants as dyslexic or non-dyslexic suggests a range of 
further analyses that can be undertaken in order to address some fundamental 
questions.  These include the following; is preschool intervention more or less 
effective for children with dyslexia than those without?  Much of the literature 
suggests that less specific problems respond  more easily to intervention.  Can we 
inoculate children at risk for dyslexia in the pre-school years by providing a 
structured and intensive support system designed to be fun, that can allow these 
children to build the basic blocks of their learning before they have an opportunity to 
fail?  The research that Angela Fawcett has conducted in South Wales with over 1000 
children suggests that this is indeed possible?  It is well known that girls have an 
early advantage in language development, so will the data show that there is a 
gender difference in response to intervention?  Finally, what is the effect of support 
over different time periods and can the optimum support period be identified from 
further analyses of this data?  This data will be presented in a second article on the 
effectiveness of preschool intervention in Singapore, to be submitted to an academic 
journal. 
 
FUTURE DIRECTIONS  
 
Children are at the heart of what we do. Their best interest must come first. Teachers 
and educators are the arms and legs that make success attainable. As such, there 
are two significant upcoming tasks in 2016. One, improving the quality of learning 
and effective teaching within the classrooms. Two, to offer better support to 
preschool teachers both within DAS and island wide outside of our own organisation. 
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WONG KAH LAI 

 

Thereby, gradually navigating the Preschool Programme into the position as being 
the nation’s leading early literacy intervention and resource centre for learning 
differences/difficulties.  
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The aim of the programme is to provide students with direct support to better 
equip them with the knowledge, skills, strategies and attitudes to cope with the 
demands of the English language syllabus in school. 

 

 

The SES English Exam Skills Programme (EESP) provides an extension to what 
students have been taught in the MOE-aided Literacy Programme (MAP) and 
helps to put the skills learnt into practical use in their examinations. In class, 
students will be exposed to various language related knowledge and strategies 
to determine their needs in learning the language. Skills covered in a lesson 
will be reinforced in subsequent lessons to ensure reinforcement of concepts 
taught. 
 
Components covered in the programme include: 
 

1. Grammar 

2. Comprehension 

3. Editing 

4. Synthesis & Transformation 
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BACKGROUND OF THE SES ENGLISH EXAM SKILLS PROGRAMME 
 
The English Exam Skills Programme (EESP) was established in 2013 with the goal of 
helping primary school students with dyslexia achieve in their school and Primary 
School Leaving Examinations (PSLE) – A high stakes examination every child in 
Singapore has to take that determines their entry to secondary schools.   
 
The EESP team started off evaluating examination needs of Singaporean primary 
school students with dyslexia by analysing past examination papers.  Through the 
analysis of these past papers, the team understands that students with dyslexia 
struggle with the Grammar, Editing, Synthesis and transformation, Cloze passage 
and Comprehension components of the PSLE paper.   
 
The EESP team strongly believes that some of these challenging components can be 
taught, and that primary school students with dyslexia can acquire necessary skills 
that can be translated into the PSLE paper. The team has thus designed and 
developed a set of curriculum to address some of these components of the PSLE 
paper.  
 
Careful considerations were taken into account in the development of the EESP 
ensuring that the curriculum adheres to the Orton Gillingham (OG) principles, that 
there is sufficient empirical evidence supporting the usefulness of concepts and skills 
taught and that students were able to transfer concepts and skills learned in their 
examination papers. A detailed description of the EESP curriculum processes and 
progress will be presented in the later sections of this report.  
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DESCRIPTION OF THE EESP 
 
The EESP consists of curriculum designed for Primary school students from Primary 3 
to Primary 6 in both Standard and Foundation streams. The Standard and 
Foundation streams are in accordance to the streams these students are placed in in 
their schools. Students in Primary 5 and 6 are placed into either the Standard or 
Foundation stream. Students in the Standard stream will take a Standard PSLE paper 
which is more challenging than the Foundation PSLE paper the students in the 
Foundation stream will take. Students enrolled in the EESP will be placed into classes 
according to streams. There are currently 3 different EESP streams: The Primary 3 
and 4 stream, the Primary 5 and 6 Foundation stream and the Primary 5 and 6 
Standard stream. For ease of reference, the 3 streams will be labelled as P3 and P4, 
Foundation, and Standard throughout this report. Topics covered in the EESP include 
Grammar, Editing, Synthesis and transformation and Comprehension. The distribution 
of topics covered in each stream is reflected in Table1.  
 
Table 1.  The 3 EESP streams and the distribution of topics covered 

 
The Standard and Foundation streams were first developed in 2013 focusing on 
topics, skills and answering techniques closer to the PSLE examination format. While 
students were observed to perform in both the Standard and Foundation streams, 
teachers noticed that students were lacking in prior knowledge in basic grammar, 
comprehension skills and spelling rules. The P3 and P4 streams were thus 
implemented focusing on building up the language foundations of students. The 
distribution of topics covered in each stream are presented in Table 1.  
 
All EESP lessons across streams adhere to the OG Principles. This means that lessons 
are multisensory, structured, progressive and emotionally sound. Lessons generally 
start off with an introduction of a skill or topic in an OG-based manner, and 
progresses toward application of skills taught into exam format question types. The 
EESP is thus a uniquely designed curriculum specifically catered for learners with 
dyslexia who are required to sit for the PSLE national examinations.  
 
EESP classes are categorised into terms. There are 4 terms each year, and each 
term consists of a 10 1hr lesson cycle. With reference to Table 1, 3 components are 

P3 and P4 Foundation Standard 

Grammar 
Editing 

Comprehension 

Synthesis and 
Transformation 

Editing 
Comprehension 

Synthesis and 
Transformation 

Editing 
Comprehension 
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taught within each term according to the stream each student is placed in. For 
example, a Primary 5 Standard student would be taught topics in Synthesis and 
Transformation, Editing and Comprehension each term. 
 
CURRICULUM DEVELOPMENT  
 
Curriculum development process 
 
The EESP curriculum developers used curriculum design processes adapted from 
Nation and Macalister (2010) and Richards (2001) as a guideline to ensure that the 
curriculum designed and administered is in line with the goals of the EESP. This 
involves an analysis of needs and situation of the EESP students and classroom, the 
planning of the goals and learning outcomes of the EESP, the curriculum and 
material design, the assessment of the progress of students in the programme and 
the evaluation of the EESP. An illustration of this curriculum design process is 
presented in Figure 1. 

Figure 1. Curriculum design processes for the EESP,  
adapted from Nation & Macalister (2010), and  Richards (2001) 
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Curriculum development progress  
 
At the end of 2015, the EESP team has completed the development and the 
consistent evaluation and amendments of one year and one term's worth of 
curriculum for the Standard stream and the Foundation stream. The team has also 
completed one year's worth of P3 and 4 curriculum. A complete cycle of the 
curriculum of all 3 streams would consist of three 2-year cycles. A clearer illustration 
of this curriculum development progress is presented in Table 2. 
 
Table 2. Curriculum development progress at the end of 2015 
 

 
Examples of curriculum  
 
As earlier mentioned, the selection and development of EESP topics adheres to the 
OG Principles. This means that lessons are taught in a very systematic and 
cumulative manner. Students are taught in small manageable steps with constant 
review and reinforcement of concepts. There should also be sufficient empirical 
evidence supporting the usefulness of concepts taught in the EESP. Examples of 
Synthesis and Transformation and Comprehension topics will be presented to show 
how the EESP curriculum adheres to the 2 mentioned guidelines.  
 
Direct and indirect speech is one of the topics covered in the Synthesis and 
transformation component. Direct and indirect speech lesson examples are 
extracted and presented in Figures 2 through to 5 to illustrate how lessons in the 
EESP adhere to the OG Principles. In the direct and indirect speech topic, students 
are required to change a sentence in a direct speech form to its indirect speech 
form. For example, (with reference to Figure 2.), an example of a direct speech 
would be "Roy said, “I bought the tickets to the match yesterday”." Its indirect speech 

  
Term1 
Year 1 

Term2 
Year 1 

Term 3 
Year 1 

Term 4 
Year 1 

Term1 
Year 2 

Term2 
Year 2 

Term 3 
Year 2 

Term 4 
Year 2 

Standard ✓ ✓ ✓ ✓ ✓       

Foundation ✓ ✓ ✓ ✓ ✓       

P3 and 4 ✓ ✓ ✓ ✓         
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form would be "Roy said that he had bought the tickets to the match the previous 
day."  Considering the several changes students have to make in writing a direct 
speech sentence in its indirect speech form, it is challenging for students with 
dyslexia to manage such Synthesis and transformation examination questions. These 
difficulties were evident and presented in Leong (2015) where an example of a 
students’ direct and indirect speech work was presented prior to the programme.  
  
The EESP team designed direct and indirect speech lessons to abide by the 
structured, sequential and cumulative OG-Principle. Instead of presenting the direct 
and indirect speech topic in one lesson, EESP teachers teach the topic over a period 
of 4 lessons, teaching one necessary change at a time.  
  
Figure 2 illustrates what was taught on the first of 4 lessons. Students were 
introduced to the direct speech and indirect speech topic, and informed about the 
several changes that must be made in order to change a sentence from a direct 
speech form to its indirect speech form. They however were not required to make 
any of these changes independently at this stage.  
 
 
Activity 2. Spot the Difference 
 

Identify the five differences between Direct and Indirect Speech.  

Circle them.  
 
 
 
 
  
 
 
 
 
 

Figure 2. Extract from a Synthesis and Transformation lesson  
(Direct and Indirect Speech 1)  

 
 
 
 
 
 
 

Direct Speech Indirect Speech 

Roy said, “I bought the tickets 

to the match yesterday”. 

Roy said that he had bought 

the tickets to the match the 

previous day. 
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Figure 3 illustrates what was taught in the second lesson. Students were only taught 
the changes in punctuation they will need to make. 
 
 

Identify and circle the punctuation changes then choose the correct 

transformation by ticking the correct option. 

Figure 3. Extract from a Synthesis and Transformation lesson  
(Direct and Indirect Speech 2)  

 
Figure 4 illustrates what was taught in the third lesson. Students were only taught the 
changes in verb tense they will need to make. 
 

Identify and underline the verb in each sentence then change it to the 

correct verb tense in the indirect speech form. 

Figure 4. Extract from a Synthesis and Transformation lesson  
(Direct and Indirect Speech 3)  

1. Nora said, “The 

kitten is four months 

old”. 

 Nora said, “the kitten was four months old. 
 Nora said that the kitten was four months old. 
 Nora said that, The kitten was four months old. 

        

2. Ben said, “Shaun 

took the keys to the 

car”. 

 Ben said that Shaun took the keys to the car. 
 Ben said that shaun took the keys to the car. 
 Ben said that, “Shaun took the keys to the car”. 

        

3. Father said, “The ice 

cream is melting”. 

 Father said that, “the ice cream was melting”. 

 Father said that The ice cream was melting. 

 Father said that the ice cream was melting. 

1. 
“I have been finding for my books since 

yesterday,” Velda said to me. 

  
__________________________ 

      

2. “He caught some grasshoppers just now,” 

said Kian Hong. 
  
__________________________ 

      

3. My grandfather told me, “They are building 

a new playground near our house”. 
  

  
__________________________ 
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Figure 5 illustrates what was taught in the fourth lesson. Students were only taught 
the changes in pronouns and time references they will need to make. 
 

Put a triangle around the pronouns and change them accordingly.  

Put a rectangle around the time references and change them 

accordingly.  

Figure 5. Extract from a Synthesis and Transformation lesson  
(Direct and Indirect Speech 4)  

 
In each of these lessons, students were given practice examples designed by the 
EESP team. These examples only require students to make changes that they had 
been taught. For example, on the second lesson (Figure 3), students only need to 
make changes in punctuation. However, on the third lesson (Figure 4), students will 
be required to complete activities that require them to make changes in punctuation 
and verb tense. At the end of the 4 lessons, students will be required to answer 
actual direct and indirect speech questions in the PSLE examination format. This 
structured, sequential and progressive structure of the direct and indirect speech 
lessons adheres to the OG-Principles.  
 
An example of a Comprehension lesson was also extracted and presented in Figure 
6. In this Comprehension lesson, students were taught how to identify personal 
pronouns and how to use reference tracking to annotate and draw links between 
personal pronouns and their respective nouns. Past research revealed that the 
teaching of reference tracking skills while reading comprehension passages can 
impact inference forming skills (Pretorius, 2005; Walter, 2004) and can also be a 
mechanism for coherence building (Gernsbacher, 1990, 1997). These suggest that 

1. “The red Mazda car is ours,” my 

neighbour said. 
My neighbour said that the red Mazda 

car was _______________. 

      
2. “Jerry took my pocket money,” 

Sally told her teacher 
Sally told her teacher that Jerry had 

taken __________ pocket money. 

1. “I am studying at the library 

now,” Tina said. 
Tina said that she was studying at the 

library _______________. 
      

2. “My mother is going to Australia 

next week,” John said. 
John said that his mother was going to 

Australia ______________________________. 
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students will understand comprehension texts better with the tracking of pronouns. 
Reference tracking of pronouns can also be useful since several PSLE questions also 
require students to identify who or what pronouns mentioned in texts refer to.  
 
 
 

Jake was tired. He was hungry too. Lauren and I brought some food. 

We knew Jake was hungry. 

 

 

 

“Those flowers look terrible! Please, will you water them,” said 

Grandmother. 

 

 

 

Students should approach their teachers for help when they are 

faced with problems. 

 
Figure 6. Extract from a Comprehension lesson (Personal Pronouns) 

 
 
EESP DUAL SPECIALISTS  
 
Teacher training for EESP dual specialisation 
 
Educational therapists have to be trained before embarking on their journey as EESP 
dual specialist teachers. A total of 6 educational therapists were trained between 
August and September 2015 over 5 sessions. The training programme was 
conducted in collaboration with DAS Academy. New EESP teachers were provided 
with the opportunities to understand the theoretical background of teaching EESP 
students, and were also provided with guidance on PSLE topics during the dual 
specialisation training. These educational therapists were selected from a list of 
applicants, and had to be teaching at the DAS for at least a year prior to their 
application.  
 
TEACHER INSETS 
 
On top of the initial dual specialisation training for new EESP teachers, all EESP 
teachers have to attend teacher training INSETS before the start of each term. In 
2015, 4 INSETS were conducted in December, March, June and September. During 
each session, EESP teachers will be given opportunities to share their experiences 
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and difficulties in their EESP classroom, updated on any latest administrative 
changes and briefed on topics that will be covered in the term to come.  
 
MANPOWER FOR EESP 
 
During the first 3 terms in 2015, there were a total of 12 EESP teachers. After the 
teacher training for dual specialisation in August 2015, there were a total of 18 EESP 
teachers across the 10 following centres - Bedok, Choa Chu Kang, Junction 8, Jurong 
Point, Parkway Parade, Queenstown, Rex House, Sengkang, Tampines, Woodlands.  
 
 
EESP STUDENTS  
 
EESP student enrolment  
 
In 2015, student enrolment was at its highest in Term 3. Student enrolment generally 
increased across the terms from 128 students in Term 1, to 156 in Term 2, and 162 in 
Term 3. Similar to previous years, student enrolment drops in Term 4 because all 
Primary 6 students will complete the EESP and sit for their PSLE paper after the end 
of Term 3. The student numbers across 2015 are presented in Table 3. 
 
Table 3.  Student numbers across 2015 

 
EESP bursary students  
 
Across 2015, a total of 66 students in the EESP were on bursary. Table 4. presents the 
distribution of these bursary students.  
 
Table 4.  Distribution of bursary students in 2015 

T1 2015 T2 2015 T3 2015 T4 2015 

128 156 162 86 

Bursary % 33% 50% 75% 90% 100% 

No. of 
students 

11 11 15 24 5 
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EVENTS  
 
The EESP team members were involved in several Tips Talks and in the International 
Dyslexia Association (IDA) conference in 2015. A report of these events will be 
presented in the next 2 sections.  
 
Tips Talks 
 
Four Tips Talk sessions titled "Helping your child manage English Language 
Examinations from Primary 3 to PSLE" were conducted in 2015. The dates, venues, 
and speakers of each Tips Talk are presented in Table 5. The Tips Talk sessions 
were sessions that targeted DAS parents interested to know more about the PSLE 
and the EESP. The sessions were conducted in a lecture style talk where parents 
have opportunities to learn and ask more about the EESP. About 10 to 20 parents 
were present for each of these sessions. Parents who attended these sessions found 
it informative and helpful. They understood the needs of their children and how we 
can help them a lot better after the sessions. Some decided to enrol their child in the 
EESP after these Tips Talk sessions.   
 
Table 5.  Tips Talk sessions across 2015 
 

 
IDA conference 
 
Representatives from the EESP team had the opportunity to represent the team and 
the DAS in presenting a poster at the IDA conference, which was held at the Texan 
Gaylord Resort and Convention Centre in Grapevine, Texas from October 28 to 31, 
2015. The poster presentation was on the study of the curriculum development 
processes and evaluation of the EESP in the year 2014. This study was published 
prior to the IDA conference by Leong (2015) in the Asia Pacific Journal of 
Developmental Differences (APJDD). 

Date Learning Centre Speaker 

5th February Sengkang Edmen Leong 

5th March Woodlands Edmen Leong 

4th November Choa Chu Kang Siti Asjamiah 

5th November Bishan Junction 8 Tuty Elfira 
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Several conference participants visited the EESP poster booth. Most of them were 
delighted to hear about the work the EESP is doing all the way back in Singapore 
and understood the difficulty students in the EESP face in doing well for their 
examinations. These visitors found value in the work the EESP team is doing.  
Programme evaluation design 
 
PROGRAMME EVALUATION DESIGN 
 
The evaluation of the EESP predominantly follows a pre-test - post-test experimental 
design framework. Pre-tests and post-tests were conducted every term from Terms 1 
to 3 in 2015 before and after a 10-lesson cycle respectively. In Term 4 2015, the EESP 
team had decided to conduct pre-tests and post-tests once every two terms. This was 
to provide an opportunity to evaluate the progress of students in the EESP over 2 
terms, checking for the retention of knowledge and skills acquired over a longer 
period of time. Thus only a pre-test was conducted in Term 4 2015. Its matching post-
test will be conducted in Term 1 2016. Since evaluation of progress will only be 
collected via pre-tests and post-tests once every 2 terms from Term 4 2015, EESP 
teachers had to conduct a feedback on their students' progress in Term 4 2015 to 
ensure that no valuable data will be lost at the end of that term. An illustration of this 
research framework is presented in Figure 7. 
 

Figure 7. Research design framework for 2015  
 
For a clearer understanding of the future direction in the EESP's research design, 
which was implemented at Term 4 2015, an illustration of the future research design 
framework is presented in Figure 8. Pre-test and post-test cycles start from Term 4 
because this is when the Primary 6 students leave the EESP after their PSLE, and 
when a new batch of students enrols in the programme. Pre-tests and post-tests will 
be conducted once every 2 terms, and EESP teachers will have to conduct a 
feedback on their students' progress every term throughout 2016.  

Term 1 2015 Term 2 2015 Term 3 2015 Term 4 2015 

Pre-test Post-test Pre-test Post-test Pre-test Post-test Pre-test   

↓ ↓ ↓ ↓ ↓ ↓ ↓   
10-lesson cycle 10-lesson cycle 10-lesson cycle 10-lesson cycle 

        
↑ 

        
Feedback 
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Figure 8. Future research design framework illustrating the change in data collection 

procedure. 
 
In summary, results presented in this report for year 2015 would consist of 3 sets of 
pre-test and post-test data (Term 1, 2 and 3 2015) and 1 set of teacher feedback  in 
the form of a survey (Term 4 2015). Results of this evaluation would thus be 
predominantly quantitative in nature.  
 
Research rationale 
 
The implementation of the above described research design was to ensure that the 
EESP is consistently reviewed and that the goals set for the EESP can be achieved. 
This consistent evaluation process that references the earlier mentioned curriculum 
development process adapted from Nation and Macalister (2010) and Richards 
(2001) assures students, teachers and other stakeholders the quality and the 
progress of the EESP. Evaluation of the results of the EESP also provides the EESP 
curriculum developers with a direction in their curriculum design, or suggests any 
possible changes that need to be in place should a particular goal or strategy not 
work.  
 
Strengths and weaknesses of research design 
 
With the implementation of this research design, EESP curriculum developers will be 
able to evaluate and improve in the curriculum and the current practices in the EESP. 
EESP teachers conducting the pre-tests and post-tests and the feedback forms would 
also have opportunities to reflect on the progress of their individual students. 
 
The current research framework for the pre-tests and post-tests however follows a 
pre-experimental research design. There are currently no control groups in place to 

Term 4 2015 Term 1 2016 Term 2 2016 Term 3 2016 

Pre-test   Post-test Pre-test     Post-test 

↓   ↓ ↓   ↓  
10-lesson cycle 10-lesson cycle 10-lesson cycle 10-lesson cycle 

 ↑  ↑  ↑ 
  

↑ 
        

Feedback Feedback Feedback Feedback 
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confirm that any success of the EESP observed via the pre-tests and post-tests are 
controlled for. Thus, the use of a control group in the EESP research design will be 
taken into consideration in the coming years. Students selected for the control group 
will students who participate in other DAS programmes to ensure that they are 
matched for hours of support to ensure that students are progressing not only 
because of the increased number of hours spent.  
 
Participants  
  
The participants of the EESP evaluation consist of a portion of students who are 
enrolled in the EESP. Most of the enrolled students were participants of this 
evaluation. Students who were not included in this study were students who were 
absent during the pre-test or post-test. There are 3 streams in the EESP, and results 
were collected across 4 terms in 2015. The number of participants for each stream 
across the 4 terms is presented in Table 6.  
 
Table 6. Number of participants across the 3 streams and 4 terms 

 
 
Data collection procedures  
 
Pre-test post-test  
 
Pre-tests and post-tests were administered at the start and end of each 10-week 
cycle each term to reveal possible positive impacts of the EESP curriculum on the 
students' progress in examination questions. Any significant improvements in the post
-tests would suggest the progress of students after each term. A total of 3 pre-tests 
and post-tests were conducted for each stream in 2015. Once in each term from 

Term\Stream Standard Foundation Primary3/4 

Term 1 2015 (Pre-post) 46 18 14 

Term 2 2015 (Pre-post) 57 13 27 

Term 3 2015 (Pre-post) 66 2 23 

Term 4 2015 (Feedback) 29 14 39 
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Terms 1 to 3. The pre-tests and post-tests were designed by the EESP team to contain 
questions that are related to topics covered within each term. These test items are 
similar to the PSLE exam format and tests for each student's ability to translate the 
skills acquired during EESP lessons within each term into examination questions. 
Since the specific contents of each term are different, a different set of pre-tests and 
post-tests are used each term. These tests also differ in difficultly and number of 
items and score depending on the EESP stream.  
 
 
TEACHER FEEDBACK OF STUDENTS' PROGRESS 
  
The teacher feedback of students' progress is a survey conducted by each EESP 
teacher at the end of Term 4 2015. This survey consists of 6 items on a 5 point Likert 
scale and one open ended item. The 6 items consists of two questions for each of 
the 3 components covered within each stream. The 2 questions require teachers to 
rate how well each of their students understood skills taught and how well each of 
their students were able to apply the skills taught into actual examination based 
questions. The open ended item consists of opportunities for teachers to write 
additional comments about the progress of each student. A copy of the teacher 
feedback of students' progress is presented in Figure 9. 
 
This teacher's feedback was conducted after the teachers complete their 10-week 
lesson cycle in Term 4 2015. Data collected from this survey will be able to evaluate 
each student's performance according to their teacher's perspectives.  
 
 
Findings  
 
Pre-test post-test  
 
The mean percentage score of pre-tests and post-tests conducted were tabulated 
across all streams and terms and illustrated in Figures 10 to 12. Figures presented 
showed that on an average, students generally perform better in their post-tests 
when compared to their pre-tests. Figures 10 and 12 showed that students in the 
Standard stream and the P3/4 stream performed poorer in both their pre-tests and 
post-tests in Term 3 2015 as compared to the earlier terms. This was due to tougher 
topics taught in both streams during that term. Despite these tough topics, students in 
these two streams were still able to improve significantly.  
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Figure 10. Comparison of pre-tests and post-test of Standard stream students 
 

Figure 11. Comparison of pre-tests and post-test of Foundation stream students 
 



Dyslexia Association of Singapore                 165 
www.das.org.sg  

Evaluation of SES Programmes 

Figure 12. Comparison of pre-tests and post-test of Primary 3/4 stream students 
 
 
The better performance in students' post-test scores had to be justified. Thus, a total 
of 8 t-tests were conducted to compare the pre-test and post-test results of the 
Standard, Foundation, and P3 and 4 stream from Terms 1, 2 and 3 in 2015. Results of 
these t-tests will be presented in the subsequent paragraphs and tables. No t-test 
was conducted for the Foundation students in Term 3 2015 since there were only 2 
students in this group. Their pre-tests and post-tests however will be briefly 
described. All t-tests conducted were paired samples t-tests.  
 
The first t-test was conducted comparing the pre-test and post-test scores of Standard 
students in Term 1 2015. The results of the t-test (p<.01) suggests that there is a 
significant difference between the pre-test and the post-test scores of this group of 
students.  
 
The second t-test was conducted comparing the pre-test and post-test scores of 
Foundation students in Term 1 2015. The results of the t-test (p<.01) suggests that 
there is a significant difference between the pre-test and the post-test scores of this 
group of students. 
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Table 7.  Results of Paired Samples t-test comparing pre-test and post-test scores of 
Standard students in Term 1 2015. 

***p<.001. 
 
Table 8.  Results of Paired Samples t-test comparing  pre-test and post-test scores of 
Foundation students in Term 1 2015. 

***p<.001. 
 
The third t-test was conducted comparing the pre-test and post-test scores of P3 and 
4 students in Term 1 2015. The results of the t-test (p = .17) suggests that there is no 
significant difference between the pre-test and the post-test scores of this group of 
students. A huge difference in the standard deviation scores are also reflected in 
Table 9. indicating a big difference in pre-test and post-test scores between these 
students. 
 
Table 9.  Results of Paired Samples t-test comparing  pre-test and post-test scores of 
P3 and 4 students in Term 1 2015. 

Group N Mean SD df p 

Pre-test 46 37.06522 14.6 45 <.001*** 

Post-test 46 
50.84786 

Students in 
Term 1 

9.99     

Group N Mean SD df p 

Pre-test 18 3.39 3.22 17 <.001*** 

Post-test 18 11.39 4.53     

Group N Mean SD df p 

Pre-test 14 9 3.49 13 .17 

Post-test 14 9.89 13.98     



Dyslexia Association of Singapore                 167 
www.das.org.sg  

Evaluation of SES Programmes 

The fourth t-test was conducted comparing the pre-test and post-test scores of 
Standard students in Term 2 2015. The results of the t-test (p<.01) suggests that there 
is a significant difference between the pre-test and the post-test scores of this group 
of students. 
 
Table 10.   Results of Paired Samples t-test comparing  pre-test and post-test scores 
of Standard students in Term 2 2015. 

***p<.001. 
 
The fifth t-test was conducted comparing the pre-test and post-test scores of 
Foundation students in Term 2 2015. The results of the t-test (p<.01) suggests that 
there is a significant difference between the pre-test and the post-test scores of this 
group of students. 
 
Table 11.  Results of Paired Samples t-test comparing  pre-test and post-test scores 
of Foundation students in Term 2 2015. 

***p<.001. 
 
The sixth t-test was conducted comparing the pre-test and post-test scores of P3 and 
4 students in Term 2 2015. The results of the t-test (p<.01) suggests that there is a 
significant difference between the pre-test and the post-test scores of this group of 
students. 
 
 
 
 

Group N Mean SD df p 

Pre-test 57 9.88 3.74 56 <.001*** 

Post-test 57 11.93 3.76     

Group N Mean SD df p 

Pre-test 13 4.15 1.28 12 <.001*** 

Post-test 13 13.77 6.60     
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Table 12.  Results of Paired Samples t-test comparing  pre-test and post-test scores 
of P3 and 4 students in Term 2 2015. 

***p<.001. 
 
The seventh t-test was conducted comparing the pre-test and post-test scores of 
Standard students in Term 3 2015. The results of the t-test (p<.01) suggests that there 
is a significant difference between the pre-test and the post-test scores of this group 
of students. 
 
Table 13.  Results of Paired Samples t-test comparing  pre-test and post-test scores 
of Standard students in Term 3 2015. 

***p<.001. 
 
No t-test was conducted to compare the pre-test and post-test scores of the 2 
Foundation students in Term 3 2015.However, their pre-tests and post-tests were also 
marked. These 2 students answered 6 and 11 items out of 29 items correctly in their 
pre-test. The same two students answered 14 and 18 items out of 29 items correctly 
in their post-test.  
 
The last t-test was conducted comparing the pre-test and post-test scores of P3 and 4 
students in Term 3 2015. The results of the t-test (p<.01) suggests that there is a 
significant difference between the pre-test and the post-test scores of this group of 
students. 
 
 
 

Group N Mean SD df p 

Pre-test 27 13 4.14 26 <.001*** 

Post-test 27 16.74 4.63     

Group N Mean SD df p 

Pre-test 66 6.47 4.29 65 <.001*** 

Post-test 66 10.02 4.57     
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Table 14.  Results of Paired Samples t-test comparing pre-test and post-test scores of 
P3 and 4 students in Term 3 2015. 

**p<.01. 
 
A summary of the all t-test results are presented in Table 15. Out of all t-test 
conducted, all provided significant results except the comparison between the pre-
test and post-test of Primary 3/4 students in Term 1 2015. No t-test was conducted for 
Foundation students in Term 3 2015.  
 
Table 15.  Summary of t-test results  

***p<.001, **p<.01 
 
 
TEACHER FEEDBACK OF STUDENTS' PROGRESS 
 
Results of the teacher feedback conducted in Term 4 2015 was consolidated. The 
averages of the teachers’ feedback of their students across the streams were 
recorded in Table 16. and presented in Figure 13.  
 
 
 
 
 
 

Group N Mean SD df p 

Pre-test 23 6.70 2.53 22 0.006** 

Post-test 23 7.83 1.99     

Term\Stream Standard Foundation P3 and 4 

Term 1 2015 (Pre-post) *** *** - 

Term 2 2015 (Pre-post) *** *** *** 

Term 3 2015 (Pre-post) *** N.A. ** 
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Figure 13. Results of average teacher feedback in Term 4 2015 
 
 
Legend for Table 16 and Figure 13 
 
*Items:  
 
Item 1:  Understanding of editing skills taught 
Item 2:  Application of editing skills taught 
Item 3:  Understanding of comprehension skills taught 
Item 4:  Application of comprehension skills taught 
Item 5:  Understanding of synthesis and transformation (standard or foundation) /  
            grammar (P3/4) skills taught 
Item 6:  Application of synthesis and transformation (standard or foundation) /  
            grammar (P3/4) skills taught 
 
*Score based on a scale of 0 to 4 where: 
 
0 = Require more time and reinforcement before understanding/being able to apply skills 
taught 
1 = Able to understand/apply some skills taught 
2 = Able to understand/apply half of the skills taught 
3 = Able to understand/apply most skills taught 
4 = Very familiar with (application of) all skills taught 
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Table 16.  Results of average teacher feedback in Term 4 2015 

 
Results from the feedback suggest that all of the students in the EESP were able to 
understand and apply at least half of the skills taught during Term 4 2015 since the 
average rating across all items for all components was above 2. It was also 
observable from the data that Foundation students were rated poorest followed by 
the P3 and 4 students and with Standard students performing best at understanding 
skills and applying skills taught. Lastly, the data revealed that all students performed 
better at understanding skills than at applying skills taught.  
 
Out of the 82 copies of teacher feedback collected, 45 comments of students were 
recorded in item 7 of the teacher feedback survey. These comments were carefully 
read to observe any underlying patterns on the teachers' comments of each 
student's progress. Relevant phrases used by teachers in their comments on item 7 
were consolidated and categorized into relevant categories for observation. These 
categories are presented in Table 17. together with the frequency of each comment 
observed  
 
Table 17.  Categories of comments observed in the teacher feedback survey 

  Item 1 Item 2 Item 3 Item 4 Item 5 Item 6 

Standard 3 2.5 3.1 2.5 3.1 2.5 

Foundation 2.6 2 2.7 2.1 2.6 2.3 

P3 and 4 3.3 2.7 3.1 2.6 2.7 2.4 

Positive comments observed Negative comments observed 

Comment Freq Comment Freq 

Independent/steady/improving 17 Reinforcement needed 5 

Understood concepts very well 12 Confused at times 3 

Strong in vocabulary knowledge 1 Short attention span/distracted 3 

Puts in a lot of effort 1 Careless 2 

    Slow/takes time to understand 2 

    Poor attendance 2 
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This feedback collected from Item 7 revealed that most of the comments from 
teachers were positive. It was mentioned 17 times that 17 different students were 
independently and steadily completing the work that they have been given. Twelve 
students were commended on understanding their concepts very well. Some 
negative comments were also observed with 5 comments on students needing 
reinforcement, 3 comments on students being confused during lessons, and 3 
comments on students showing signs of distraction.  
 
DATA ANALYSIS AND DISCUSSION  
 
Pre-test post-test  
 
Results from the t-tests of the pre-tests and post-tests as summarized in the earlier 
Table 15. and Figures 10 to 12 suggests that there was significant progress in 
students after the EESP across all terms.  This progress was also observed in the 2 
Foundation students who completed their pre-test and post-test in Term 3 2015. These 
reveal the effectiveness of the EESP in 2015.  This significant progress however was 
not observed in the Term 1 2015 P 3 and 4 pre-test and post-test when the P3 and 4 
stream was first introduced.  The difference in standard deviation scores observed in 
this t-test suggests that some P3 and 4 students benefited a lot more than others 
within this term.   
 
It was revealed that lessons designed for P3 and 4 students in Term 1 2015 were 
over ambitious. Students were required to remember too many concepts and skills 
within the term. The EESP team has since made amendments to the P3 and 4 
curriculum in accordance to the programme evaluation process (Figure 1). The 
significant improvements in the P3 and 4 results in Terms 2 and 3 suggest that the 
implementation of the programme evaluation process is valuable and necessary. 
Similar findings were established when the EESP was first implemented.  
 
The earlier programme evaluation conducted for an older group of children 
revealed that the approach we adopted when the programme first started was also 
too ambitious. The curriculum development team was later able to adapt the 
curriculum to something more suitable for the students. These processes reveal how 
the team was able to adapt their teaching approach based on the results to achieve 
greater success.   
 
Teacher Feedback of Students' Progress 
 
Results of the Teacher Feedback of Students' Progress suggests that teachers are 
confident of their students' progress in Term 4 2015. The weaker scores of 
Foundation students, average scores of P3 and 4 students, and better scores of 
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Standard students can be predicted since students in the Standard stream generally 
perform better both at school and in EESP classes. The reason behind P3 and 4 
students scoring between the Standard and Foundation students could be that the P3 
and 4 students consist of potential Standard and Foundation students that have not 
been streamed. This information collected confirms our need to manage the difficulty 
of the EESP curriculum specific to each stream.  
  
The results showing that students generally perform better at understanding skills 
than applying skills suggest the importance of moving students beyond 
understanding. While it is important to understand concepts, the PSLE paper requires 
that students are able to apply what they understand in a written script. Students will 
only be awarded with scores if they are able to apply what they understand in their 
examination paper.  
  
The comments of the teachers on students from the teacher feedback also provided 
very valuable information. The high frequency of comments emphasizing on the 
progress in students improving and showing independence reinforces the success in 
the EESP curriculum, it is however important to take note of how some students need 
more guidance and also help with managing their confusion and lack of 
concentration in the EESP classroom. These comments thus provide valuable 
information for improvements that could be in implemented in future terms.  
 
Other valuable information collected  
 
PSLE Results 2015 
 
The purpose of the EESP is to provide examination support for students at the DAS 
leading to their PSLE paper. Thus, it is important to have a record of how students 
who were in the EESP fare in their PSLE paper. In 2015, a total of 83 EESP students 
sat for the PSLE paper. Of the 83 students, 54 students reported their English grades. 
Fifty students reported their overall PSLE scores, and 54 students reported the 
secondary school streams they got into.  Students who sat for the PSLE would be 
given grades ranging from A* to U, A* being the best grade. These grades are 
calculated based on how these students fare in comparison to all PSLE candidates 
throughout Singapore in 2015.These grades would then play a role in the secondary 
school streams these students will get into. There are three typical secondary 
streams in secondary schools. The Express stream (Exp), the Normal Academic 
stream (NA), and the Normal Technical stream (NT). Exp being the most competitive 
and NT being the least. 
  
Out of the 54 students who reported their PSLE grades, 47 students were from the 
Standard stream. Most of these students got grades ranging from A to C, with one 
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student getting a D grade. Table 18. presents the distribution of grades of the 47 
Standard stream students. There were 7 Foundation stream students who reported 
their PSLE grades. Four of these students were graded G3, and 3 of them were 
graded G4 (Students in the Foundation stream are given grades, G1, G2, G3, G4 
and U; U being ungraded).  
 
Table 18.  EESP student grades for PSLE  

 
Of the 50 students who reported their overall PSLE scores, Standard stream students 
scored between 144 and 237 for their overall PSLE score. Foundation stream students 
scored between 117 and 136.  
 
Out of the 54 students who reported the secondary school streams they got into, all 
of the students were either in Exp , NA, or NT. Three of these students were given 
opportunities to take selective subjects in both Exp and NA. Table 19. presents the 
distribution of streams EESP students got into in their respective secondary schools.  
 
Table 19.  Secondary school streams of EESP students after 2015 PSLE  

 
CONCLUSIONS  
 
This report and its results describe the processes of the EESP in 2015, revealed its 
progress and success in providing students with skills necessary for their school 
examinations, records the Primary 6 students who completed the programme and 
progressed into secondary school, and provides curriculum developers with future 
directions in curriculum design and implementation for the EESP.  
 
 
 

Grade 
A*

(≥91) 
A  

(75-90) 
B  

(60-74) 
C  

(50-59) 
D  

(35-49) 
E  

(20-34) 
U 

(<20) 

No. of Students 0 6 12 28 1 0 0 

Sec. sch. stream Exp Exp/NA NA NT 

No. of Students 16 3 23 12 
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FUTURE DIRECTIONS  
  
The future directions of the EESP team include the completion of a 2-year curriculum 
cycle for Standard, Foundation and P3 and 4 streams. Upon the completion of these 
3 sets of curriculum, the team plans to work on improving the teaching processes in 
the EESP classroom. For this to be in place, the team will be looking into frequent 
EESP class observations and interview sessions with EESP teachers. The team also 
plans to improve on the current research design practices by providing a control 
group in future studies, implementing an iPad testing system and exploring possible 
qualitative research methods. These future plans would provide the EESP with more 
robust data for its programme evaluation. The integration of technology in testing 
provides students and teachers with more time for the delivery of the curriculum. 
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SES Maths Programme through the Essential Maths and Advanced Maths 
Curriculum, helps to bridge the gap between your child's ability and the 
mainstream syllabus by addressing areas they are weaker in and strengthening 
the students mathematical problem solving strategies through metacognition 
which involves thinking and understanding 
. 
This is done through a C-R-A (Concrete-Representational-Abstract) approach and 
Polya’s Four step process approach (1945): Understand the problem, Plan a 
strategy, Solve the sum and Check the workings. Every stage of learning ensures 
that the child links mathematical ideas in a progressive and cumulative way. The 
methodology applied constantly keeps in touch with the mainstream school math 
syllabus, with the aim of bridging the gap between the student's ability and 
mainstream syllabus. 
 

 

Students with dyslexia have specific areas of difficulty that can affect their 
mathematical performance such as poor short term and working memory, 
reversals in words and numbers, problem with sequencing and difficulty with 
reading word problems. These difficulties can impede a child's ability to 
understand concepts, do calculations and apply to what they have learnt to 
word problems. Some of the more common difficulties include counting forward 
and backward, understanding of number relationships, place value, times table 
facts and following multi-step calculations. 
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BACKGROUND OF SES MATHS PROGRAMME 
 
The SES Math Programme commenced with the Essential Math Programme which 
was officially launched in 2009, but work on its development started much earlier. 
The curriculum was developed by a team of experienced educational therapists who 
were passionate about teaching mathematics. The rationale behind this programme 
was due to requests from parents for a dyslexia-friendly mathematics intervention for 
their children. Parents cited that their children had problems understanding 
mathematics concepts in school, performing mathematics algorithms and procedures 
accurately, experienced difficulty with retrieving math facts quickly and solving word 
problems. These issues can be attributed to their dyslexia (Jordan, Wylie, & Muthern, 
2010; Träff & Passolunghi, 2015). This programme was thus developed to address 
this need.  
 
The SES Maths curriculum which is also evidence based, serves to meet the diverse 
needs of our learners. The Maths curriculum depending on the entry level of the 
students initially focuses on concept mastery and understanding through the Essential 
Maths Curriculum. As the student progresses on the curriculum the focus then shifts to 
teaching the understanding of Advanced problem solving using heuristics at Primary 
5 & 6 through the newly developed and trailed Advanced Maths Curriculum in 2015.  
 
The SES Maths Programme takes into consideration the specific areas of difficulty 
that students with dyslexia would experience, which can affect their mathematical 
performance such as poor short term and working memory, reversals in words and 
numbers, problem with sequencing and difficulty with reading word problems. 
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These difficulties can impede a child's ability to understand concepts and to carry 
out mathematical procedures accurately. Some difficulties students with dyslexia face 
in mathematics include counting on and counting back, understanding number 
relationships, place value, times table facts and following multi-step calculations.   
 
RESEARCH ON DYSLEXIA AND MATHS LEARNING DIFFICULTIES:  
 
In the extract from Yeo, R., Bunn, T., Abdullah, A., Bte Shukri, S. A. & Oehlers-Jaen, A. 
(2015) Evaluating the progress of dyslexic children on a small-group maths 
intervention programme. Asia-Pacific Journal of Developmental Differences, 2(2), 144-
157.  
 
We had reviewed research data on Dyslexia and Maths Learning Difficulties and it 
suggests that estimates of the prevalence of dyslexia vary, depending on the 
definitions and statistical cut-off points used, but 3-6% of the general population is 
perhaps a conservative estimate (Hulme & Snowling, 2009, p38).  
 
Estimates for dyscalculia, or maths learning difficulties also vary and are less widely 
agreed. Shalev's research (Gross-Tsur, Manor & Shalev, 1996) in an Israeli context 
suggests 5-7% of the population, and studies in other countries (eg Lewis, Hitch & 
Walker, 1994, in the UK) suggest a similar range. Research on co-morbidities 
between these and other learning difficulties now strongly suggests that, far from the 
expected rate of co-occurrence of 0.3% (5% x 6%), the actual prevalence of children 
with both difficulties is much higher, perhaps 3%.  
  
The SES Math Programme caters to this need and as at December 2015 supports 
266 dyslexic children to cope with their learning difficulties and to maximise their 
true potential.  
  
ENROLMENT 
  
The SES Maths Programme in 2015 saw an increase in student enrolment within the 
year from 181 students in January 2014, to 266 students in December 2014, who 
received support for their Maths difficulties, in addition to receiving DAS MAP 
remediation classes for Dyslexia. This suggests continued growth and expansion for 
2016 as the waitlist in December 2015 was at 50 students.  
 
Bursary for SES Maths Students  
 
Due to financial constraints, some families are unable to afford the non-subsidised 
Maths Programme, even though they require support additional support in Maths.  
The Maths Bursary therefore helps to support students who require further financial 
assistance.   
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SES Maths is pleased with the results for 2015 which has shown that 57% of students 
which is 155 of the 266 students on the SES Maths programme have benefitted from 
receiving up to 100% bursary based on means testing.  Students and parents have 
shown their appreciation and good progress through thank you letters to the Maths 
team of Specialists.   
  

  

January 
2015 

Term 1 
Week 1 

December  
2015 

Term 4  
Week 10 

January 
2014 

Term 1  
Week 1 

December  
2014 

Term 4  
Week 10 

Number of students 181 266 94 209 

Number of students on the 
waitlist 

28 50 68 30 

Number of trained therapists 34 37 18 34 

Number of currently 
practicing therapists 

27 23 12 27 

Number of Learning Centres 
with Maths resource provision 

12 12 12 12 

MATHS PRACTICUM - 2015 
(PCC--Professional Certificate 
Course in Numeracy Support) 

 1     

Number of Workshops  4  5 5 

Number of Maths Insets for 
Dual Specialists 

 4 4 3 

Number of TIPS Talks 
Conducted 

 4 3 4 

Table 1.  Statistical Information on the SES Maths Programme 
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DAS through its fundraising efforts will continue in 2016 to raise funds for the SES 
Maths programme so that more students are able to benefit from form Maths 
remediation.   
 
Table 2 Statistics on the SES Maths Bursary 2014 

 
 
OVERVIEW OF THE SES MATHS PROGRAMME 
 
Programme Description 
 
The SES Maths Programme, is recommended for students with dyslexia who have 
specific areas of difficulty that can affect their mathematical performance such as 
poor short term and working memory, reversals in words and numbers, problem with 
sequencing and difficulty with reading word problems. 
 
The methodology applied, constantly keeps in touch with the national maths 
syllabus, with the aim of bridging the gap between the student's ability and 
mainstream syllabus by addressing areas they are weaker in.   
 
In 2015, the main curriculum adopted in the Maths programme is the Essential Maths 
Curriculum. 
 
The teaching methodology for the Essential Maths Curriculum is based on the needs 

  End Dec 2015 End Dec 2014 

Enrolment as at Term 4 Week 266 209 

No of bursary approved 

Maths 167 100 

Value of bursary 

Maths $229,070 $114,003 

Budget $237,898 $ 160,500 

Utilised 96% 71% 

% of Maths students receiving Bursary 57% 50% 
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of the child, with a strong emphasis on concept-
building, addressing areas of skill deficit. The teaching 
methodology incorporates the principles of the Orton-
Gillingham approach which have been shown to be 
effective in helping students with dyslexia when it 
comes to learning. These principles are language 
based; cognitive; structured, sequential and 
cumulative; simultaneously multisensory; diagnostic-
prescriptive; and to work according to the students’ 
pace and readiness (emotionally sound). 
 
The topics covered in the Essential Maths curriculum 

include the four operations of whole numbers (addition, subtraction, multiplication, 
division), measurement (length, mass, volume, time), geometry, fractions, decimals, 
percentage and ratio.  
 
 
Differentiation in teaching approaches 
 
The Essential Math Curriculum is unique in that it is able to cater to the needs of the 
diverse group of students coming through our doors. It reinforces foundational 
concepts that would address the needs of our students who had more severe 
difficulties with mathematics to build number sense. 
 
These concepts included counting forwards and backwards, skip counting, number 
bonds, and alternative strategies for remembering the times tables. As some of 
these concepts overlapped with the content covered in the Essential Maths 
curriculum,  
 
The teaching approaches and resources for existing concepts are also expanded to 
enable us to better support the needs of the students in the average band and those 
who are slightly weaker. 
 
This integration allows for flexibility for the Maths teachers to incorporate elements 
that are relevant and developmentally appropriate for the students, supporting them 
in the mainstream curriculum.  This enhances the current Essential Maths Programme 
in terms of scope, reliability and expertise. 
 
 
 
 
 

ESSENTIAL 

MATHS 
FOCUS ON 

CONCEPT 

MASTERY AND 

UNDERSTANDING 
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Figure 1. Concrete-Representational-Abstract (C-R-A) approach 

The DAS Essential Maths Curriculum is carried out 

Figure 2.  Polya’s Four step process approach (1945) 
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ESSENTIAL MATHS PROGRAMME (CURRICULUM) 
 
Theoretical Framework & Teaching Approaches 
  
Teaching progresses in developmental stages: 
 

1. Concrete Stage – use of tangible manipulatives 
 

2. Representation Stage – use of pictures and 2D drawings 
 

3.   Abstract Reasoning Stage – use of symbols and word problems 
  

Every stage of learning ensures that the student links mathematical ideas in a 
progressive and cumulative way. The teaching methodology is multisensory in its 
delivery and allows students to gain hands on experience with maths concepts.  It is 
imperative that a student is equipped with foundational maths skills, such as basic 
computation, in order to progress toward higher order mathematical thinking.  
  
Through the approach adopted on the Essential Maths Curriculum, , we aim to 
strengthen their foundations for confidence in higher-level maths, and thereby bridge 
the gap between the student’s maths abilities and the demands of the school 
mathematics syllabus. Our students are also taught to solve problems using Polya's 
Four Step Process approach - understand the problem, plan a strategy, solve the 
sum and check the workings. 
 
 
TOPICS COVERED IN THE ESSENTIAL MATHS CURRICULUM:   
 
Primary 1 to Primary 6  

 
ENTRY CRITERIA 
 
The entry criteria is monitored and reviewed based on student results in school 
exams as well as the profiles of students.  

 Four operations of Whole 
Numbers (Addition, Subtraction, 
Multiplication & Division) 

 Time 
 Fractions 
 Decimals 

 Geometry 
 Ratio 
 Percentage 
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Primary Entry Criteria 
 

1. Primary School students (P1 to P6) 
2. Current or ex-student of DAS with a valid diagnosis of Dyslexia.  
3. Students scoring the following grade on their most recent exam paper: 

P1 to P4:   Below 50% 
P5 to P6 (Standard): Below 59% 
P5 to P6 (Foundation): Open to all foundation students  

 
Exit Criteria 
 
Students should be expected to:  
 

1. Score at least 80% on the programme’s annual performance test which is 
conducted in Term 4.  

2. Consistently achieve at least 60% in school exams for at least 3 
consecutive terms.  

3. Students leave the programme at the end of the P6 year. 
 
 
THE SES MATHS 2015  
 
PROGRAMME EVALUATION  
 
Through the annual evaluation exercise we conduct it is hoped, we would both 
measure progress reliably and at the same time be a guide to teaching priorities 
across topics. It is our intention that through this annual exercise the Maths division is 
able to respond to the learning needs of our students facing Maths difficulties. At the 
same time we can be reflective and be ready to change the way we evaluate our 
students in order to achieve positive intervention results.  
 
DESIGN RESEARCH FRAMEWORK 
 
This is a quantitative study to measure the effectiveness of our instruction, specifically 
the Essential Maths curriculum, on our students’ procedural knowledge in 
mathematics. The Essential Maths curriculum is currently the main curriculum used in 
the DAS Maths programme since it started in 2009. In this study, procedural 
knowledge is operationalised as how accurately students are able to execute 
mathematical operations in a structured and sequential manner (e.g. how to do long 
division)”. This study also looks at students’ ability to solve closed routine word 
problems. Closed routine word problems are content-specific, and they usually have 
only 1 correct answer, which can be derived using a fixed number of ways from the 
data provided in the question. 
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The research on dyslexia and mathematical difficulties has consistently shown that 
students with dyslexia struggle with specific aspects of mathematics, such as 
arithmetic fact fluency, multi-digit operations and problem solving. This is largely 
attributed to the poor phonological processing that is characteristic of dyslexia (De 
Smedt & Boets, 2010; Dirks, Spyer, & de Sonneville, 2008; Evans, Flowers, Napoliello, 
Olulade, & Eden, 2014). The study by De Smedt & Boets (2010) showed that adults 
with dyslexia not only retrieved fewer facts from memory, they also took longer to do 
so and to perform single digit arithmetic questions even after speed of digit 
identification was controlled for. 
 
Interestingly, different types of arithmetic tasks affect people with dyslexia differently. 
When children with dyslexia were asked to perform multiplication tasks (which 
involve fact retrieval) and subtraction tasks (which involve quantity-based procedural 
strategies), they performed more poorly in the multiplication tasks (Boets & De 
Smedt, 2010). This is because these two types of tasks activate different parts of the 
brain (Boets & De Smedt, 2010; Evans et al., 2014). Tasks that require fact retrieval 
utilize the left perisylvian language areas, which are under-activated in people with 
dyslexia. In contrast, tasks involving quantity-based procedures involve the 
intraparietal sulcus, which is intact for people with dyslexia. Since phonological 
awareness make use of the same areas involved in fact retrieval, a strong link 
between phonological awareness and arithmetic fact retrieval has been established. 
It can thus be concluded that people with dyslexia would find mathematical tasks 
involving fact retrieval such as multiplication to be difficult. 
 
Problem solving is another area that people with dyslexia struggle with. At the 
primary school level, mathematics problems are usually presented in the form of 
word problems. In order to solve word problems, the solver must first be able to 
read and comprehend what the problem is about, transform his or her 
understanding of the text into a mathematical model, select and carry out a strategy 
to solve the problem, and finally encode the final answer in a mathematically 
acceptable manner (Clarkson, 1991).  
 
There are two main reasons why people with dyslexia would struggle with such an 
activity. First of all, people with dyslexia usually find it difficult to read because of 
their condition. The difficulty experienced is positively correlated with the severity of 
their condition. Secondly, word problems are often loaded with key information 
which are essential for solving the problem. Being able to decode and understand 
what the context of the problem is about requires a lot of work on the working 
memory, which is a weakness for many people with dyslexia. Therefore, even if they 
are able to read, the students may not have an accurate understanding of what they 
are reading. Due to the difficulties they face in reading and comprehending the 
question, problem solving becomes a tedious and tiring activity. 
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Besides obtaining students’ scores on mathematical knowledge, it is also important  
to note how students’ beliefs about mathematics affect their behaviour towards 
mathematics. Current research about the relationship between attitudes towards 
mathematics and mathematics performance has produced inconsistent findings (Fan, 
Quek, Zhu, Yeo, Pereira-Mendoza & Lee, 2005; Ma & Kishor, 1997). However, 
information about students’ attitudes can provide useful insights about how students 
behave when they have to do mathematics. Models of attitudes in social psychology 
suggest that attitudes consist of three inter-connected components: affect, behaviour 
and cognition. When people have a positive affect towards a particular event (e.g. 
mathematics), they tend to engage in it more and think positively about it. On the 
other hand, people who have a negative emotional response towards the same 
event will tend to avoid it and think negatively about it.  
 
People’s attitudes are usually not set in stone, and they can be reframed through 
experiencing the event differently. Based on this train of thought, we hypothesize that 
students showing a more positive attitude towards mathematics would enjoy 
mathematics more, show a willingness to engage in it and demonstrate positive 
thinking about the subject, while the opposite is true for students showing a less 
positive attitude towards mathematics. 
 
The current study utilizes a repeated measures design. We collected students’ scores 
on a formal paper and pen assessment (Yeo, Bunn, Abdullah, Bte Shukri & Oehlers- 
Jaen, 2015), as well as their responses on an attitudinal survey twice within a six- 
month period. This report will focus on the results of students’ mathematical 
performance in the written task. The results of students’ attitudes will be shared in a 
subsequent study.  
 
We did not consider the use of a true experimental design, which would include a 
control group, as there were logistic constraints in assessing the students prior to the 
start of intervention. Having an equivalent control group would also mean delaying 
the placement of students who need our intervention, which is considered unethical. 
Thus in this study, the participants act as their own controls where their post-test 
performance is compared against their pre-test scores. 
 
Participants 
 
The participants selected for this study are students who have been on the 
programme for at least six months. The rationale for this specification is to allow 
students sufficient time to benefit from the programme so that their scores would be 
a more accurate reflection of the effects of the intervention. Since they are existing 
students on the programme, they share a general profile of having a diagnosis of 
dyslexia, and have experienced a pattern of failure in school examinations. A total 
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Figure 3. Breakdown of participants by grade levels 

of 75 participants took part in this study. The chart below shows the breakdown of 
the students by their grade levels. 
 
This study was compulsory for all students on the programme, and parents were 
informed that the purpose of testing was to evaluate their child’s progress on the 
programme. The test results formed part of the student’s progress report, and were 
shared with his/her parents during a parent-teacher meeting. 
 
Programme implementation and instruction 
 
Prior to the start of the programme, the areas of strengths and weaknesses in 
conceptual and procedural knowledge are assessed through their performance on 
an in-house designed profiling test or their school test papers. Using the analysis, 
students are placed into classes of similar ability.  
 
The class sizes range between 2 to 4 students, and they occur once a week. 
Currently, the math programme is offered in all 13 learning centres at the DAS. The 
distribution of currently practicing math dual- specialists can be found in Table 3 on 
the following page. 
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Table 3. Distribution of Currently Practicing Math Dual-Specialists 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
Based on the analysis of students’ needs, the teacher decides what concept to teach 
in each lesson. A typical lesson would begin with a review of a concept taught 
previously (about 10-15mins), followed by the introduction of a new concept (20mins), 
and application of consolidated skills into word problems (20mins). The teachers are 
given flexibility and choice to decide how they would want to review concepts. 
 
Examples of the strategies used are games, performance tasks, and worksheets.  
Each new concept was introduced using the concrete-representational-abstract 
approach. The teacher could demonstrate what the concept meant by using 
appropriate concrete manipulatives that are provided within the learning centre and 
equivalent pictorial representations.  
 
Each learning centre is equipped with a wide range of concrete manipulatives that 
teachers and students could use for learning. Examples of such resources include 

Learning Centres 
Number of Currently Practicing  

Math Dual-Specialists 

Ang Mo Kio 1 

Bedok 2 

Bishan 3 

Choa Chu Kang 1 

Chinatown Point 1 

Jurong Point 2 

Parkway Parade 2 

Queenstown 2 

Rex House 0 

Sengkang 4 

Tampines 2 

Woodlands 3 

Yishun 1 
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base-ten linking blocks, magnetic fraction tiles and geoboards. Some learning 
centres are also equipped with technological tools such as SMART boards and iPads 
which teachers could use to present content or to get students to practice their 
learning. 
 
After demonstrating the concept, teachers could arrange for students to practice the 
concept in groups or individually with guidance. Once the teacher is certain that the 
student has grasped the concept, individual work is provided for the student to 
demonstrate his or her understanding and skills at the abstract stage. 
 
The Polya’s 4-step problem solving (Polya, 2004) is introduced explicitly to the 
students during the problem-solving segment of the lesson. Students are first shown 
how to solve an example question using the four stages Understand, Plan, Solve and 
Check. It should be noted that although the problem solving stages here are 
explained sequentially, problem-solving is usually iterative, requiring students to work 
back and forth through the stages before they can arrive at a solution. 
 
In the Understand stage, students are taught how to read the problem intentionally, 
by asking themselves questions on who is involved in the question and what the 
question is about. Students are also taught how to annotate the questions to keep 
track of important names, number relationships and what the question wants. 
 
In the Plan stage, students are guided as to what they can do with the information 
from the question. Most of the time, students will be required to demonstrate their 
understanding of the question using a pictorial representation (e.g. model drawing). 
These pictorial representations act as an external sketchpad which helps students to 
make sense of the question without relying too heavily on their working memory. It 
may also help to bring out information that was implicitly stated in the question, 
which may not be obvious to the solver had he/she not drawn the diagram. From the 
diagram, students would be able to generate a plan on how they would move 
forward to solve the problem. 
 
This leads them to the third stage, Solve. In this stage, students carry out their plans 
and evaluate their success in solving the problem. They are also required to check 
back and forth to ensure that they have carried out their plan as how they intended. 
 
Finally, once they have arrived at a solution, they are required to Check that their 
solutions make sense in light of the context of the problem, that their answers are 
accurate using strategies such as working backwards or using a different strategy to 
solve the problem. Students are also encouraged to check that they have transferred 
numbers accurately from the question to their working steps, in their calculations, 
and in between working steps. 
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Once teachers have demonstrated the problem-solving stages with the students 
using one question, they provide students with similar practice questions for them to 
apply the same thinking process. Typically, about 2 to 3 questions are covered within      
this section. 
 
Data collection procedures  
 
Instrument 
 
The Dyslexia Association of Singapore Annual Testing Maths Programme (DASAT-MP) 
 
The DASAT-MP was a tool designed by the DAS Math team in 2013 to evaluate 
students’ ability to perform mathematical computations and apply skills taught to 
simple routine word problems. The tool was a comprehensive set of topical tests that 
covered calculation questions and word problems separately within each topic. They 
were designed with reference to the 2007 national primary mathematics syllabus 
and the topics included in the tool were addition, subtraction, multiplication and 
division of whole numbers; fractions; geometry; decimals; percentage; and ratio. 
More information about the tool could be found in Yeo et al.’s paper (2015). 
 
FINDINGS 
 
Results on the DASAT-MP 
 
The data on the DASAT-MP was analysed using a paired samples t-test for each 
grade level. Only topics that were covered at the particular grade level were 
included for analysis. The tables and graphs on the following pages summarises the 
quantitative analysis of the scores by grade levels. 
 
DISCUSSION 
 
The trend in the data shows that across all levels, students generally performed 
better at the post-test than at the pre-test. However, many of the improvements in the 
post-test were not statistically significant, especially at the lower levels (i.e. from 
primary one to primary three). One reason could be because at the lower levels, 
students are only beginning to learn about the basic fundamentals of mathematics. 
Studies have shown that people with dyslexia need more revision and repeated 
exposure to a concept as compared to a person without dyslexia before they can 
fully grasp it. 
 
At the P3 level, students were shown to perform more poorly for fractions at the  
post- test level. This is because of the long duration between which they are first 
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  Pre-test Post-test 

Topics 

N Mean SD Mean SD 

Addition 1 15.0 N.A. 92.3 N.A. 

Subtraction 1 55.6 N.A. 66.7 N.A. 

Multiplication 1 65.6 N.A. 100 N.A. 

Division 1 100 N.A. 100 N.A. 

Time 1 100 N.A. 85.0 N.A. 

Geometry 1 100 N.A. 100 N.A. 

Table 4.  Progress of P1 student across the topics 

Figure 4. Progress of P1 student across the topics. 



194                      Dyslexia Association of Singapore 
 www.das.org.sg 

DAS Handbook 2016 

    Pre-test    Post-test  

Topics N Mean SD Mean SD df p 

Addition 9 80.6 11.8 82.9 11.4 8 .743 

Subtraction 9 76.7 9.2 78.7 16.2 8 .706 

Multiplication 9 67.4 34.4 84.9 14.0 8 .067 

Division 9 37.1 39.3 58.3 27.6 8 .115 

Time 9 57.4  23.9 68.3 27.0 8 .055 

Fractions 9 64.2 36.7 69.2 29.5 8 .700 

Geometry 9 92.0 12.2 80.6 19.1 8 .055 

Note.* p < .05 

Table 5.  Progress of P2 students across the topics 

Figure 5. Progress of P2 students across the topics. 
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   Pre-test    Post-test 

Topics N Mean SD Mean SD  df p 

Addition 11 90.2 10.9 91.5   9.5 10 .563 

Subtraction 11 86.0 15.6 86.4 14.1 10 .953 

Multiplication 11 90.9 13.6 89.7 13.1 10 .733 

Division 11 64.8 25.8 77.6 19.0 10 .018* 

Time 11 66.4 26.8 74.6 18.5 10 .203 

Fractions 11 62.6 18.7 40.8 37.5 10 .057 

Geometry 11 80.9 19.7 48.1 40.4 10 .019* 

Note.* p < .05 

Table 6. Progress of P3 students across the topics  

Figure 6. Progress of P3 students across the topics.  
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   Pre-test    Post-test 

Topics N Mean SD Mean SD  df p 

Addition 26 85.4 13.5 87.4 13.9 25 .575 

Subtraction 26 81.7 18.7 90.7 16.1 25 .042* 

Multiplication 26 81.8 17.8 77.5 11.8 25 .240 

Division 26 69.2 22.4 77.8 24.2 25 .040* 

Time 26 77.5 14.8 91.6 20.0 25 .006* 

Fractions 26 48.6 30.5 73.4 26.8 25 .000** 

Geometry 26 51.6 35.8 91.7 6.4 25 .000** 

Decimals 26 36.6 31.0 52.2 35.8 25 .028* 

Table 7. Progress of P4 students across the topics  

Figure 7. Progress of P4 students across the topics  

Note.* p < .05, **p <.001  
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   Pre-test    Post-test 

Topics N Mean SD Mean SD  df p 

Addition 8 72.3 14.5 86.7 10.1 7 .085 

Subtraction 8 74.6 10.4 86.5 13.3 7 .029* 

Multiplication 8 80.9 16.8 68.4 10.4 7 .146 

Division 8 66.0 17.4 77.0 14.8 7 .101 

Time 8 86.3 15.5 94.2 8.1 7 .190 

Fractions 8 57.4 18.9 86.3 12.8 7 .017* 

Geometry 8 89.4 9.6 94.4 8.2 7 .268 

Decimals 8 65.1 27.6 82.8 14.6 7 .147 

Note.* p < .05,  

Table 8. Progress of P5F students across the topics  

Figure 8. Progress of P5F students across the topics.  
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   Pre-test    Post-test 

Topics N Mean SD Mean SD df p 

Addition 20 93.2 7.8 93.0 9.5 19 .953 

Subtraction 20 84.2 14.5 94.6 8.2 19 .026* 

Multiplication 20 80.3 14.5 90.6 9.8 19 .005* 

Division 20 73.5 23.5 85.4 18.2 19 .054 

Time 20 90.5 22.0 97.9 4.7 19 .109 

Fractions 20 74.1 25.9 84.8 15.5 19 .045* 

Geometry 20 87.9 22.4 96.8 6.5 19 .069 

Decimals 20 63.2 32.7 91.0 7.6 19 .001** 

Percentage 20 45.0 26.8 70.5 28.4 19 .004* 

Ratio  20 43.3 38.2 38.8 42.6 19 .521 

Table 9. Progress of P5S students across the topics  

Figure 9. Progress of P5S students across the topics. 

Note.* p < .05, **p <.001  
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introduced to fractions in P2 and when the topic is revisited in P3. P2 is the year 
when students are first introduced to the idea of fractions. In P2, students are 
introduced to the concept that fractions comprise of equal parts of a whole. Multiple 
concrete representations are used to illustrate this, allowing students to see that the 
idea of “equal parts” and “whole” are important when talking about fractions. 
Fractions are also presented in a pictorial form, allowing students to visualize clearly 
the relationship between the concrete manipulatives, pictorial representation and 
the abstract symbol of fractions. 
 
At the P2 level, students are required to express parts of a whole as a proper 
fraction, to compare and order unit fractions (one part of the whole), as well as to 
add and subtract like fractions (i.e. fractions with the same denominator). At P3 level, 
students are required to build on their knowledge in P2 to perform more 
complicated procedures such as making equivalent fractions, changing fractions to 
their simplest form, adding and subtracting unlike fractions, and comparing and 
ordering unlike fractions. Based on the locally-published textbook series My Pals Are 
Here, the topic of fractions is usually taught in the second part of the year for both 
P2 and P3. Since students with dyslexia forget easily, students would have forgotten 
what they have learned in the previous year if the concepts were not revisited 
frequently. 
 
Therefore, before introducing new fraction concepts at P3, teachers should consider 
revising the fraction concepts at P2 first to ensure students’ conceptual 
understanding of fractions at the foundational level. They should also make an effort 
to draw out the connections between similar topics (e.g. division and fractions), so 
that students will not see Maths as a compartmentalized subject where the parts are 
distinct from each other. 
 
A consistent finding from the scores of the P4 and P5F students show that students 
performed more poorly on the topic of multiplication at the post-test. An investigation 
into the primary school mathematics curriculum revealed that this drop could 
possibly be attributed to students’ weaknesses in mastering the multi-digit 
multiplication concept which is currently introduced at primary four. Multi-digit 
multiplication using the traditional algorithm requires not just the retrieval of 
multiplication facts, but requires the solver to perform multi-step procedures while 
holding on to the multiple in one’s head in order to add on any number that may 
have been carried over from a previous computation. 
 
This is highly strenuous on the limited working memory of an individual with dyslexia 
and is in line with current research that shows that students with dyslexia have 
difficulties with arithmetic fact retrieval (Vukovic, Lesaux, & Siegel, 2010). Furthermore, 
current methods to teach multiplication still heavily rely on arithmetic fact retrieval, 
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which is difficult for people with dyslexia. In addition, despite the variety of 
approaches developed to teach multi-digit multiplication, the number of steps 
needed to reach the final solution still requires many steps and is taxing on the 
working memory. Therefore, future research should look into alternative ways of 
helping students with dyslexia retrieve their multiplication facts without the need for 
verbal memory, perhaps tapping into other modes of learning such as using visuals. 
 
There is also a need to help students break down the task of long multiplication into 
smaller manageable steps, so that it is less taxing on the working memory. However, 
with that said, teachers should learn to be more open in accepting alternative 
strategies that would enable the student to reach the same answer. This would 
encourage students to be more willing to accept and use strategies that are non- 
traditional but are helpful for them to complete mathematical tasks that are difficult 
for them such as long multiplication. 
 
Through this study, the researchers have come to a better understanding of our 
students’ needs and have identified some areas to improve our pedagogy. In 
closing, we would also like to highlight areas which we could improve on in terms of  
research design. Firstly, while the current tests do provide us with students’ 
mathematical performance in the various topics, it is too time consuming to conduct 
on a regular basis. It currently takes between one to two hours to administer the test, 
depending on the child’s level, and this is usually done during lesson time. In 
addition, since marking is done manually, it takes up more of the teachers’ 
administrative time which could be put to better use. Therefore, we are looking to 
develop a test that would allow us to measure procedural knowledge and problem 
solving skills in a shorter period. 
 
Secondly, the current tests do not explicitly evaluate students’ conceptual 
understanding. A better way to test this would be to use alternative assessment 
methods such as journaling, which would require students to express their 
understanding of math concepts in words and pictures. Given that the student with 
dyslexia has problems with spelling and writing, perhaps we could explore 
alternative modes such as having them express verbally, through drawing or by 
making a physical model of their understanding of math concepts. Students’ 
conceptual understanding could then be evaluated using a rubric. The advantages 
of such an approach are that they are non-threatening and teachers would be able 
to clearly identify the areas that students show misconceptions in, and tackle them 
effectively. 
 
Thirdly, the current design is subject to many sources of error. Given that multiple 
teachers are involved and that students may be taught different topics depending on 
the class they are in, there is a chance that students may be tested on topics they 
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have not been taught, even at the post-test level. It is also possible that perhaps 
students have been taught a particular topic, but they were only assessed at a later 
stage, where retrieval would come in as a confounding variable. Therefore, to 
prevent such sources of error from contaminating the data, our recommendation 
would be for teachers to conduct a pre-test of a particular topic just before they start 
on that topic, and conduct a post-test of that topic only after they have completed it. 
This would give a clearer indication of the effectiveness of the teaching for that 
particular topic. 
 
In addition, in order to increase the validity of our analysis, we are currently 
exploring the use of a control group. These students would be students with dyslexia, 
but are not on the Math programme. These students will be students who will benefit 
from an additional hour at the DAS, but are already attending another SES 
programme (e.g. Chinese or English Exam Skills). The students will not be receiving 
intervention, but only the pre-test and the post-test so that we can evaluate the 
impact of our Maths support as compared to school support, other tuition and 
normal maturation. 
 
Finally, we are also looking to explore the effectiveness of our programme on non- 
dyslexic students in 2017, who show difficulties in the area of mathematics. 
 
 
PROGRAMME DEVELOPMENT FOR 2016:  
 
THE ADVANCED MATHS CURRICULUM  
TRIAL 2015 & ADVANCED MATHS  
 
The new Advanced Maths Curriculum was developed and 
trailed over 20 weeks in Term 2 2015 (the results of which 
are detailed in this report). 
 
Objective of the Advanced Maths Curriculum 
 
As the student progresses on the Essential Maths curriculum, 
the focus shifts to solving word problems using heuristics. 
The Advanced Maths curriculum was specially designed to 
address the learning needs of the P5 and P6 Standard 
Maths students in solving word problems by teaching them 
problem-solving heuristics to solve complex word problems 
systematically and logically integrating POLYA's 4-step 
processes with C-R-A and the Orton Gillinham principles. 
 

ADVANCED 

MATHS 

CURRICULUM 

FOCUS ON 

SOLVING 

WORD 

PROBLEMS 

USING 

HEURISTICS 
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Who are the students in the Advanced Maths Curriculum? 
  
DAS students taking P5 and P6 Standard Mathematics in school, who have good 
computational skills and a firm understanding of concepts related to P5 and P6 
Standard Maths topics on Whole Numbers, Fractions, Decimals, Percentage, Ratio 
and Algebra. This is demonstrated by their performance in the Multiple Choice 
Questions and Short Answer questions of Paper 1 of the exam paper. Students who 
have difficulty comprehending and solving the complex word problems are suitable 
for the programme.  
  
Objectives of the Advanced Maths curriculum 
  
The focus of the Teaching Approaches in the Advanced Maths Curriculum is aimed 
at promoting higher level thinking skills in students by exposing them to a variety of 
routine and non-routine problem types. The Advanced Maths Programme is not a 
preparation course for the Primary School Leaving Exam (PSLE).  
 
Results from the Pre and Post Tests trial conducted for the Advanced Maths 
Curriculum Terms 2-3 2015 (20 weeks) 
 
P6 ADVANCED MATHS 
 
Comparison between P6 Pre-test and Post test scores Terms 2-3 2015 (20 weeks)  
 
Analyses: A total of 13 P6 students preparing for their PSLE in Standard Maths 
participated in the pilot run. The students were from Bishan, Parkway Parade and 
Yisun Learning Centres.  At the start of the Advanced Maths Programme, the students 
did a 30-minute Pre-test.  After 20 weeks of intervention they sat for the post test.  The 
results as shown in Figure 10, showed marked progress thus providing evidence that 
the programme had indeed benefitted the students in the trial run.   
 
P5 ADVANCED MATHS 
 
Comparison between P5 Pre-test and Post test scores P5 - Term 4 2015 (10 weeks)  
 
Analysis: 18 P5 students from Bishan, Sengkang, Tampines, Jurong Point, Woodlands 
and Yishun were recommended by their Maths EdTs to participate in the pilot run of 
the Advanced Maths Programme in Term 4, 2015. Results from the pre and post test 
indicated that progress was made after 10 weeks of intervention as seen in the bar 
chart in Figure 11.  
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Figure 11. P5 Advanced Maths- Comparison between P5 Pre-test and Post Test scores 

Figure 10.  P6 Advanced Maths – Comparison between P6 Pre-test and Post Test scores 
Term 2-3-2015 (20 weeks) 
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Performance in school for Primary 5 Standard students 
 
In order to ensure the selection of suitable students for the Advanced Maths a further 
random sample of 26 P5 Standard students’ final year school exam results were 
collected at the end of 2015. However, only 22 score were taken into account. This is 
done mainly to analyse the average scores for students who were able to join the 
new Advanced Maths Programme. From the data, we found that 72.7% of our 
students in the Primary 5 Standard cohort in 2015 attained a pass of D grade and 
above. Out of that, half scored a C grade and above. However, about 9% of that 
whole cohort scored an ‘Ungraded Grade’ and had to take Foundation Maths in 
Primary 6.  
 
Overall, this is quite a positive set of data as most of our students began the 
programme with failing scores but managed to improve or maintain their scores in 
the P5 level which is much harder than when they were in primary 4. On the other 
hand, this gives us an opportunity to relook into how we can further support students 
who are already passing as well those who are in the lower 10% of the group.  
 
 
 

Figure 12. Primary 5 Standard End –of- Year- Exam Scores 2015 
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FUTURE DEVELOPMENTS FOR THE ADVANCED MATHS CURRICULUM 
 
In 2016, The Advanced Maths Curriculum will enter the soft launch stage of the Pilot 
run. The official launch of the Advanced Maths Programme is planned to take off in 
Term 4 2016. 
 
Rationale for the soft launch-  
 

a) Further refinement and enhancement of the teaching and testing 
materials - Teaching Approaches, Student Worksheets and Mastery 
Reviews  
 

b) Training for all Maths EdTs on content, pedagogy and delivery of the 
Advanced Maths curriculum.  
 

c) Trial with a larger pool of suitable students. 
 

d)  Fix standard entry criteria for future students to come on the Advanced 
Maths Curriculum. 

 
PSLE Results: Analysis of the PSLE scores (2015) 
 
For 2015 the Maths Core team conducted an analysis of the PSLE 2015 results. The 
purpose of this analysis was to look into the results our Primary 6 students achieved 
at the Primary School Leaving Examination after receiving Maths remediation. At the 
same time as the Maths expands to introduce the Advanced Maths Programme, 
information on the results of the PSLE was critical. Based on their Primary 4 results, 
students are streamed into Primary 5 Standard (Higher Ability) or Primary 5 
Foundation Stream (Lower Ability). At Primary 5 again based again on their final 
exam result a student from the foundation stream may be able to move to the 
standard stream in a  particular subject. They may also take English or Mathematics 
at the Standard or Foundation level.   
 
We were however unable to differentiate between standard and foundation for this 
year as the data received was just for the total group of 78 students who sat for their 
PSLE exams. We managed to get data on 38 students of the results from our 
teachers who filled in the scores on the excel spreadsheet.  
 
It is most encouraging however to note that 31 of the 38 students who responded 
passed their Maths PSLE, when they were previously fairing poorly. 
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Figure 7. PSLE Maths Students 2015 

Figure 8: Standard Math Bands  
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Attendance of P6 students on the Maths programme 
 
25 out of 28 students showed regular attendance for Maths classes. Of the 25 who 
were regular attendees, 5 were not promoted (80% accuracy). Of the 3 who were not 
regular, only 2 were not promoted. (66.67% accuracy). This suggests that attendance 
although strong, is not a significant predictor of whether student will be promoted to 
secondary level. 
 
Duration on the programme 
 
 The logistic regression analysis shows that the variable duration could not 

further enhance the accuracy of the prediction of whether student will be 
promoted  

  The relationship between duration and grade was positive but not significant 
(r = .110, p = .585)  

 Duration is not a significant predictor of whether student will be promoted to 
secondary level.  

 There is a significant relationship between Annual Test scores and PSLE 
grades (r=.601, p <.05). 

 

Figure 9. Breakdown of scores on Foundation Maths 
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Results for the Foundation stream:  
 
Possible factors for the results of the sample size of 10 students suggest that the 
following reasons compounded to the 75% pass rate as compared to the Standard 
students who achieved a 100% pass rate. It is also noted that of the 7 foundation 
students with U grades, 6 have only been on the SES Maths programme for 10 
months or less. 
 
Other factors that may have also contributed could be:  
 

 Poor attendance 
 How long the student has been on the programme 
 Cognitive ability of the students – relationship with Annual Testing scores 

and the PSLE results could be further explored.  
 Difficulty of the exam paper 

 
 
QUALITY ASSURANCE: MATHS 2015 
  
Objective 
 
To ensure that teaching follows the scope and sequence and teaching approaches 
as outlined in the DAS Maths Curriculum and meets the standards as defined by the 
Quality Assurance Marking Rubric, there are observations which are conducted once 
a year.  Maths Dual Specialists who had been teaching Maths for at least a year 
submitted videos of their recorded Maths lessons. These were observed by the 
Maths Core Team members and graded for Quality Assurance. 
 
Findings from the QA 14/15 audit:  
 
In our annual QA Audits 14/15 the following results were found for our  Maths Dual 
Specialists 
 

 Teaching was not consistent across levels.  
 Teaching methodologies / concepts taught were inconsistent. 
 Terminology used was different.  
 There is therefore inconsistent delivery amongst the current 23 actively 

teaching Maths Dual Specialists.  
 
It is our attention with QA to ensure that all our Maths Dual Specialists have the 
background teaching pedagogy and are enabled to support our DAS (SES Maths 
students) attending MOE schools.   
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EVIDENCE-LED IMPROVEMENTS TO THE DAS MATHS PROGRAMME 
 
Anaberta Oehlers-Jaen, Rebecca Yeo, Siti Aishah Bte Shukri and Aishah Abdullah 
 
Dyslexia Association of Singapore  
 

Abstract 
 
A case study on The Teaching of Maths to Students with Dyslexia: A 
Teachers' Perspective by authors Muhamad, Walker and Rosenblatt, 
drafted in 2015 and published in the Asia Pacific Journal of 
Developmental Differences, Vol. 3, No. 2, 2016, looked at the 
perceptions of three DAS Maths teachers and how they viewed the 
teaching process. 
 
Four main challenges for Mathematics teachers emerged from the 
analysis of the qualitative structured interviews that were conducted in 
the research by Muhamad et al. Namely, inadequate training, content 
area language  barriers, cognitive style implications and their impact on 
maths learning, and addressing and remediating students’ anxiety 
towards learning maths and the impact on their self-esteem. Of interest 
to the Maths team in particular was “inadequate training” which was 
cited as one of the challenges faced by the teachers interviewed. This 
paper therefore aims to highlight the training pathways for DAS Maths 
Teachers which are currently in place since Muhamad et al., (2016), 
conducted the case study and teacher interviews in 2014. 
 
Keywords: maths, dyslexia, teacher training 

 
 
We would not hesitate to agree with Muhamad, Walker and Rosenblatt (2016), that 
teacher training and support are important aspects of professional development. 
However, it is especially important for teachers working with our profile of students 
with co-morbidities to understand the connection between mathematics difficulties 
their students face and dyslexia which are often overlooked. The learning needs of 
students with dyslexia are often unmet in the regular mathematics classrooms 
(Malmer, 2000). This is we believe the most challenging aspect which our teachers 
face and the task of the Maths team in supporting the Maths teachers with the 
necessary tools to assist their students to bridge the gaps in their understanding of 
Maths concepts. 
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Teacher Feedback on their training needs: 
 
In April 2016, the Maths team conducted a survey for all our Maths teachers in order 
to understand their views towards training, their students’ confidence, and their 
challenges. 
 
Findings from the 2016 Maths teacher survey: 
 
No of participants: 24 DAS Maths Dual Specialists who were actively teaching Maths 
classes. They varied in terms of teaching experience, and length of service as an 
Educational Therapist at DAS. 
 
Q1. How sufficient is your training? 
 
Training can of course always be improved but it appears that most Maths teachers 
are happy with what they have received or are currently receiving. 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
Q2. What additional training do you think would help you become more 
competent in teaching Maths? 
 
For this question the replies were coded: 
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Marshall Cavendish Training 
 
The Marshall Cavendish Course was mentioned as benefiting: 
 

“Courses like the Marshall Cavendish is great” 
 
Others cited training by topics and methodology such as the Marshall Cavendish 
course whereby the course is topical. 
 
Heuristics 
 
Further information on Heuristics and differentiated instruction and structured 
teaching approach, came up several times. One participant indicated more sharing 
of information amongst other teachers. Understanding the processes 
 
Q3. How do you think Mathematics should be taught? (Give a specific example 
to illustrate) 
 
CRA Approach 
 
Adopting the CRA Approach was the response for almost 19 out of the 24 
participants. 
 

“I believe that Mathematics should be taught with the CRA approach. In that 
sense, students are able to slowly progress to the abstract stage.” 

 
From the survey the teachers are clearly strongly in favour of the CRA approach, 
which they see as applying multi-sensory teaching through the use of manipulative. 
 
The other responses were looking at working on problem sums with increasing 
difficulty and teaching of the concepts. 
 
Q4. Do you believe your students’ difficulties in maths have any impact on their 
confidence in doing maths? 
 
This question confirms that teachers have a very strong belief that confidence is 
affected by difficulties that children experience in Maths 
 
Q5. What are the challenges you face when teaching maths? 
 
This question was very helpful in pointing to the problems of differentiation when 
teaching even in small groups of students. 
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Figure 5. Challenges in teaching Maths 
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Finding resources and lesson planning are also important but do have the same 
priority as how to differentiate. This might be a focus for further training. 
 
Most of the participants responded that they had insufficient time to conduct the 
lessons as the students pass was slow and that 1 hour was insufficient and 
suggested 2 hours instead. 
 
Lesson Planning 
 
Some participants wanted to have more support in lesson planning. 
 

“What to include or what not to include in each component of the lesson plan” 
 
Differentiated Instruction 
 
Teaching the students strategies and differentiated instruction, in catering to the 
different learning styles and needs of their students was another theme. 
 
Language of Maths 
 

“How to teach the language aspect of Maths especially for the lower primary” 
“The teaching problem sums featured several times and model drawing”  

 
 
TEACHER TRAINING: 2015 
 
Maths Practicum 
 
Selected DAS Educational Therapists are required to attend the Certificate in 
Dyscalculia and Numeracy (delivered by the DAS Academy) and the Maths 
Practicum and Mentoring (by the Maths Core Team). All of our Maths Dual Specialist  
have been teaching on our DAS Main Literacy Programme for at least a year.  
The Maths practicum aims to equip the Educational Therapists with practical hands-
on skills to plan and teach essential maths concepts to students with numeracy 
difficulties integrating the Gillingham principles (Gillingham and Stillman, 1997) with 
the CRA approach and Polya’s four step processes (Polya, 1945) in supporting 
students with Maths learning difficulties. 
 
As at December 2015 the DAS has trained 34 Educational therapists. We currently 
have 27 teachers who are practicing. 
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MATHS PRACTICUM - 2015  
(PCC--Professional Certificate Course in Numeracy Support) 
 
A total of 3 DAS Educational Therapists (EdT) in Term 2, 2015, Wks 2 - 6, were trained 
to become Maths Dual Specialists.  
  
Objective 
 

 To train the selected, confirmed Educational Therapists with at least one 
year experience in teaching MAP to become Maths Dual Specialists to 
facilitate the increasing number of students who had been enrolled to 
be placed into classes and be provided with the right instruction so as 
to benefit effectively from our remediation programme. 

 To equip the EdTs with practical hands-on skills to plan and teach 
essential maths concepts to students with numeracy difficulties 
integrating the ELA principles and the CRA approach.      

Procedure  
 
Each Trainee EdT is assigned to an experienced Maths supervisor EdT preferably at 
the same centre. Training is for a period of 5 weeks after which the trained EdT is 
ready to teach Maths classes.  
 
Training Pathways: 2016/17 
 
The SES Maths programme which started in 2009, is very much curriculum based, 
supporting DAS students with Dyslexia with persistent Maths difficulties. Our current 
programme is well received and has shown improvement rates by our students who 
attend classes of a minimum of 6 months (Yeo et.al., 2015; Bunn, 2014).   
 
It was felt however that enhancements toward Maths Dual Specialists Professional 
Development could still be made for the benefit of our dyslexic students. As the 
programme enrolment grows and more Dual Specialists are required, attention to 
Quality Assurance is vital.   
 
Key areas that have been identified:  
 

 A customised training programme to meet the needs of Maths Dual 
Specialists teachers from Dyslexia Association of Singapore (DAS). 

 Training that enhances their teaching practice and up-grade their 
content knowledge in primary Mathematics so that they can help 
students to improve their learning.  

 The approach should be based on the teaching approaches and 



Dyslexia Association of Singapore                 215 
www.das.org.sg  

Evaluation of SES Programmes 

methodologies adopted and practised widely in Singapore public 
schools.  

 To ensure the consistency and continuous improvement of content 
delivery and development. 

 To provide continuous long-term support for our EdTs in the area of 
lesson planning, delivery and classroom management 

 
Proposed Future Professional Development for Maths Dual Specialists 2016/17: 
 

 SES Maths has proposed for all our Maths EdTs to be trained by 
Marshall Cavendish for a 120-hour credit course that leads to the 
Professional Certificate in Mathematics Teaching (Primary) to fill in the 
gap to their current curriculum content knowledge.  

 
Proposed Maths Training Pathway for DAS Maths Dual Specialists 2016/17 

DUAL SPECIALIST TEACHER TRAINING PATHWAY 

Certificate in Numeracy & Dyscalculia 
by DAS Academy for all Maths Dual 
Specialist 
 
  Start Teaching 

 PCC run by the Maths Core Team  
(5 weeks of mentoring) 

 Compulsory Insets 
 Annual Testing 
 Quality Assurance Audits 

ENHANCED TRAINING PATHWAY: 2016 

Certificate in Numeracy & Dyscalculia 
by DAS Academy 
 
  Start Teaching 

 PCC run by the Maths Core Team  
(5 weeks of mentoring) 

 Compulsory Insets 
 Annual Testing 
 Quality Assurance Audits 

Certificate in Mathematics Teaching 
(Primary) by Marshall Cavendish 
 
Run:  (April 2016 to March 2017) 

 120 hours / 1 year of training.  
(Max 40 participants) 

Specialist Certificate in Mathematics 
Teaching (Primary) for Core Team 
Members & selected Dual specialists by 
Marshall Cavendish (January 2018) 

 60 hours of training 
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1. Improve teacher competency and competence.  Maths Dual Specialists 
are to be trained to deliver / P1 - P6 topics based on the current 
syllabus / requirements by MOE.   

2. Training to be provided by a leading Maths Training & Maths Publisher, 
Marshall Cavendish leading to the Professional Certificate in 
Mathematics Teaching (Primary). The certification will commence 14th 
April 2016 and will be completed by 1st March 2017. 

3. Applying these learned approaches to the SES Maths teaching Model 
and Framework adopting the CRA Approach / Polya’s 4 Step / OG 
Principles will enhance the Quality Assurance which SES Maths considers 
key performance indicators.  

 
QUALITY ASSURANCE AUDITS: ESSENTIAL MATHS 2014 & 2015  
  
Objective:  
  
To ensure that teaching follows the scope and sequence and teaching approaches 
as outlined in the DAS Maths Curriculum and meets the standards as defined by the 
Quality Assurance Marking Rubric, there are observations which are conducted once 
a year.   
  
In 2014, Quality Assurance observations were conducted for the Maths Dual 
Specialists. The observers comprised of at least two Maths Core Team members so 
as to have inter-rater reliability. This is to ensure consistent ratings and to minimise 
any bias that may be present.    
 
The DAS Maths programme which is very much a curriculum based programme, 
supports DAS students with Dyslexia with persistent Maths difficulties who are 
attending Ministry of Education schools. Our current programme is well received and 
has shown improvement rates by our students who attend classes of a minimum of 6 
months (Yeo et al, 2015; Bunn et al., 2014).   
 
Maths Teacher’s Training 
 
Key areas for teacher training that have been identified through the Quality 
Assurance following the DAS Maths Evaluation reports in the 2014 and 2015 DAS 
Handbook. (Bunn et al., 2014; Yeo et al., 2015a) 
  
A customised training programme and pathway to meet the needs of Maths Dual 
Specialists teachers, from the Dyslexia Association of Singapore (DAS) was then 
identified as a key initiative in order to level up all the teacher’s Maths teaching 
skills and knowledge of the syllabus.  
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Teacher Training 2015 
  
At the end of 2015 we had 27 trained and practicing Maths Dual Specialists who 
would have attended the Certificate in Dyscalculia and Numeracy from the DAS 
Academy as well as the Professional Certificate in Numeracy Support conducted by 
the Maths Core Team.  
  
Rationale of the Professional Certificate in Numeracy Support  
  

1. To train the selected, confirmed Educational Therapists with at least one 
year experience in teaching MAP to become Maths Dual Specialists to 
facilitate the increasing number of students who had been enrolled to 
be placed into classes and to be provided with the right teaching 
instruction on Maths procedures so as to effectively the students from 
our remediation programme.  
 

2. To equip the Educational Therapists with practical hands-on skills to 
plan and teach essential maths concepts to students with numeracy 
difficulties integrating the Essential Literacy Approach (ELA) principles 
and the CRA approach.  
 

3. Each Trainee Educational Therapist is assigned to an experienced 
Maths Supervisor Educational Therapist preferably at the same centre. 
Training is for a period of 5 weeks after which the trained Educational 
Therapist is ready to teach Maths classes. 

  
Findings from the Annual Quality Assurance Audits 2014 / 2015 
 
It is our intention with Quality Assurance (QA) to ensure that all our Maths Dual 
Specialists have the background teaching pedagogy and are enabled to support 
our DAS Maths students attending MOE schools. The following were some of the 
findings which the Maths team noted during the annual QA Audit.  
 

1. Teaching was not consistent across levels.  
 

2. Teaching methodologies / concepts taught were inconsistent. 
 

3. Mathematics terminology used was different.  
 

4. There is therefore inconsistent delivery amongst the current 25 actively 
teaching Maths Dual Specialists.  
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Main training targets which were identified for Maths Teachers 
 

1. Training that enhances their teaching practice and up-grade their 
content knowledge in primary Mathematics so that they can help 
students to improve their learning.  
 

2. The approach should be based on the teaching approaches and 
methodologies adopted and practiced widely in Singapore public 
schools.  
 

3. To ensure the consistency and continuous improvement of content 
delivery and development. 
 

4. To provide continuous long-term support for our Educational Therapists 
in the area of lesson planning, delivery and classroom management 

 
Timeline: 
 
The Maths team then identified that training should be provided by leading Maths 
Training & Maths Publisher, Marshall Cavendish who have the resources and 
knowledge of the Ministry of Education (MOE) curriculum and teaching pedagogy.  
 
All of our Maths Educational therapists are to be trained by Marshall Cavendish for 
the 120-hour credit course. The Educational therapists will receive the Professional 
Certificate in Mathematics Teaching (Primary). The certification which commenced on 
the 14 April 2016 will be completed by 1 March 2017.  
 
Rationale for the enhancement to the Maths Training Pathway 
 
The Professional Certificate in Mathematics Teacher (Primary) aims to fill in the gap 
to their current curriculum content knowledge and level up the knowledge for all our 
Maths Dual Specialists.  The Marshall Cavendish Certificate in Mathematics Teaching 
(Primary) will also better prepare the teachers to teach our students on the 
upcoming Advanced Maths Programme which will be launched in Term 4, 2016.   
 
The Advanced Maths Programme is a programme catered to address the learning 
needs of the Primary 5 and Primary 6 Standard Maths students who are struggling 
with the more complex word problems by teaching them appropriate problem-
solving heuristics. 
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Improve teacher competency and competence.   
  
Maths Dual Specialists through the certification are to be trained to deliver / Primary 
1 – Primary 6 topics based on the current syllabus / requirements by Ministry of 
Education (MOE).  Maths teachers through applying these new post training teaching 
approaches and strategies which are aligned to the current mainstream curriculum 
will allow for the better teaching of the DAS Maths teaching Model and Framework.   
 
It is our aim therefore, through enhancements of the DAS Maths teacher training 
pathway we endeavour to bridge the gap between mainstream mathematics 
classrooms and small group Maths remediation at the DAS.  
 
IN SUMMARY AND FUTURE DIRECTIONS  
  
For 2016, the Maths Core team have identified a comprehensive training programme 
for our maths teachers. The Maths teachers training pathway is in line with the DAS 
commitment to provide continued teachers’ professional development.  
  
In summary, the Certificate in Mathematics Teaching (Primary) by Marshall 
Cavendish will be the highlight for the 2016 teacher training that will enable our 
teachers who support students on our DAS Maths programme to deliver a higher 
quality of teaching and adopting the teaching practice aligned with MOE Maths 
curriculum.  
  
Through the enhanced training provided for our Maths teachers it is our intention 
that through the research based teaching of the CRA approach and Polya’s four step 
processes adopted at DAS Essential Maths, we will strengthen our student’s 
foundation for confidence in higher-level maths, and thereby bridge the gap 
between the student’s maths abilities and the demands of the school mathematics 
syllabus so that all Dyslexic students may have the opportunity to achieve in both 
Literacy and Numeracy.   
 
Through our Programme Evaluation we will continue to work on further 
enhancements that will meets the needs of our ever-changing population.  
We would like to thank Muhamad et al.; (2016), for the invaluable feedback on the 
support required by teachers, especially those who may not be trained school 
teachers. This allows for us to take a closer look at the Professional development of 
our teachers and share our enhancements to the training pathway.  
 
Refer to: Appendix C: Survey and Interview with the DAS Math teachers 
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TEACHER INSETS: 2015 

 
REFLECTION ON OUTREACH EFFORTS 
 
2015 has been a year for raising awareness for our maths programme to our own 
DAS staff, parents and the Ministry of Education, as well as exploring the needs of 
the maths programme.  
 
One of the highlights for 2015 was the invitation by the Ministry of Education Maths 
Curriculum planning and Development team lead by Dr. Ridzuan to share on our SES 
Maths services at the DAS and at the same time, and in turn they shared with the 
Maths core team recent changes in the Singapore maths syllabus as well as the 
direction that the curriculum was headed. This was significant as it signalled that 
MOE has taken notice of the support given to students with Maths learning difficulties 
at the DAS and wanted to learn more about how we support these students. For the 
full list of outreach events, refer to Appendix B. Reflection on INSETS & Teacher 
Training:  
 
Additional insets for the Advanced Maths Training and Technology have been 
planned to supplement the robust training plan that has been identified for our 
Maths teachers. As compared to previous years, we only have about 1 or 2 insets a 
year for our teachers and in 2015, we have increased that to 4 a year. At the same 
time, we have been keeping in close contact with all our teachers through frequent 
dissemination of information online as well as acquiring their feedback.  
Subsequently, we have also redesigned our training plan for our teachers from a 
‘touch and go’ approach  to insets to providing more in depth training for 2016 
onwards through more focused insets.   

Date Title Speaker 

14/10/15 Maths Annual Testing/PTC  Siti Aishah and Rebecca Yeo 

30/9/2015 
NIE Training: Some Model Drawing 
Techniques for Ratio and Proportion 

NIE trainer 

2/9/2015 
Sharing of maths strategies for lower-
functioning students 

Siti Aishah, Tarsheeni Rajoo, 
Rebecca Yeo & Sok Yin Ho 

11/3/2015 Steve Chinn’s test and Resources 
Tim Bunn, Aishah Abdullah 
(Albel) and Siti Aishah 



Dyslexia Association of Singapore                 221 
www.das.org.sg  

Evaluation of SES Programmes 

FUTURE DIRECTIONS IN MATHS TRAINING 
 
For 2016, the Maths Core team has identified a comprehensive training programme 
for our maths teachers. This plan is in line with the DAS focus on teachers’ 
professional development.  
 
In summary, the Certificate in Mathematics Teaching (Primary) by Marshall 
Cavendish will be the highlight for 2016 teacher training that will enable our 
teachers who support students on our SES Maths programme to deliver a higher 
quality of teaching adopting the teaching practice aligned with MOE schools. At the 
same time integrating the evidence based CRA and Poly's 4 step processes that are 
the key elements of the maths programme. Hence, this will encompass most of our 
teacher insets for the whole year as it will cover the relevant content knowledge as 
well as pedagogical content knowledge which they require.  
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APPENDIX A: 
 
Development stages of the Advanced Maths Curriculum 
 
1. Extensive Research on Word problem type concepts covered in P5/P6 Standard 
Maths in mainstream  
 
School syllabus was carried out by the Advanced Maths team at the initial stage of 
planning.  
 
Research Materials -  
 

a) A variety of school used textbooks and workbooks eg. 'My Pals are Here' 
b) Students' school prepared worksheets 
c) Students' school exam papers 
d) Maths Guide Books  

 
2. The selected concepts for the Planned Advanced Maths Curriculum are:  
The concepts are further subdivided under the P5/ P6 levels. 

 
3. Selection of heuristics- About 11 problem solving techniques were identified 
and included in the teaching Approaches:  
 
Act it Out, Draw a model- Part-Whole/Before After, Make a systematic list, Draw a 
diagram, Look for a pattern, Guess and Check, Work backwards, Simplify the 
problem, Restate the problem, Units x Value. 
 
4. Design of the Teaching Approaches -  
 
The Teaching Approach for each concept is elucidated comprehensively in a guide 
for direct, explicit teaching by the EdT to deliver the heuristics of the concept 
effectively (refer to Appendix A).  
 

 Equal, Remainder  
 Transfer, Proportions 
 Simultaneous 
 Repeated Identity 
 Simultaneous 
 Volume 
 Excess and Shortage 

 Rate 
 Algebra 
 Average 
 Constant Difference 
 Sets 
 Penalty Charge 
 Union and Intersection.  
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5. Learning, Practice and Testing 
 
The try-share-learn-apply approach was designed to teach students how to solve 
closed-ended process problems such as those found in the curriculum. Teachers first 
present a problem to students and provide them with the opportunity to attempt the 
problem on their own (Try stage). Subsequently, students are given the opportunity to 
share their solutions to their peers, as well as their thinking processes as they were 
solving the problem (Share stage). After each sharing, their classmates and the 
teacher could ask questions to clarify doubts if any surface. Following this, the 
teacher will also share his/her approach to solve the problem, which is also stated 
in the teaching approach.  
 
At this stage, the teacher demonstrates positive problem solving behaviours such as 
making annotations, thinking aloud, and checking the solution. The teacher may also 
draw out similarities and differences between his/her solution and the students’ 
solutions, and explain the validity of the solution (Learn stage). Now, the students are 
ready to apply their learning to solve similar problems. Students are given a booklet 
of about 5 word problems to work out as practice (Apply stage).  
 
To ensure that the programme is cumulative, the last word problem is done the 
following week as a review of the approach that was taught in the previous week. 
This is followed by a Mastery test on that concept taught. When the students 
demonstrate that they have achieved mastery of the concept, another concept will 
be introduced to them.  
 
Students' performance in the Mastery reviews forms the basis of their semestral PTC 
report. 
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APPENDIX B: EVENTS / TIPS TALKS WORKSHOPS / SEMINARS  

  Date Name of Event Trainers Feedback/Remarks Crowd 

1. 5/3/2015 
Discovery of 
Fraction Word 
Problems 

Shuyi Tam 
Better understanding of 
how to explain to my 
child. 

20 

2. 13/5/2015 
MOE Sharing of 
Maths Curriculum 
with CPDD 

Core 
Maths 
Team 

Beneficial with new things 
learnt from both parties. 

  

3. 3/6/2015 
Skills for Math 
Problem Solving 
(Standard) – (REX) 

Albel 
Abdullah & 
Nur Alia 

I can write my working on 
the whiteboard and I feel 
like I can teach other 
kids. 
Now I like to do problem 
sums.  

10 

4. 5/6/2015 
Breaking the Code 
in Word Problems 
(CCK) 

Rebecca 
Yeo 

  20 

5. 6/6/2015 
SES MATH Talk for 
DAS Open House 
(BJ8) 

Siti Aishah 
Useful information and 
tips given. 

10 

6. 25/6/2015 
Let’s Learn Maths 
Through Real Life 
Examples! (TPN) 

Samunn   15 

7. 8/7/2015 SES Inset day 
Core 
Maths 
Team 

Colleagues have a better 
understanding of what is 
the SES Maths 
programme is all about 
and is more confident to 
share about the 
programme to the public. 

Staff 

8. 8/9/2015 DAS Education Day 
Core 
Maths 
Team 

9. 20/10/2015 

Strategies to help 
your child with 
confusing maths 
concepts  (WDL)  

Albel 
Abdullah 

  17 

10. 26/11/2015 

Fun with heuristics 
to solve 
challenging Maths 
Word Problems 
(BJ8) 

Albel 
Abdullah 
and Siti 
Aishah 

The workshop is fun. 
The sums are easy to do. 

15 
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APPENDIX C:  
 
Survey and Interview with the DAS Math teachers 
 
SURVEY ON MATH TEACHING AT DAS 
 
1) How sufficient is your training in equipping you to teach your learners? * 
 
  Sufficient   Can be improved   Insufficient 
 
2) What additional training do you think would help you become more competent in 
teaching Maths? * 
 
———————————————————————————————————————————————————————— 
 
3) How do you think Mathematics should be taught? (Give a specific example to 
illustrate) * 
 
———————————————————————————————————————————————————————— 
 
4) Do you believe your students’ difficulties in maths have any impact on their 
confidence in doing maths? * 
 
  Yes    No    Unsure 
 
5) What are the challenges you face when teaching maths? (You can tick more than 
one) * 
 
  Lesson planning      Differentiated teaching 
 
  Classroom management    Differentiated teaching 
 
  Resources (e.g. manipulatives)   Other 
 
 
6) If you answered "other" in Q 5, please state what other challenges you face when 
teaching maths. 
 
—————————————————————————————————————————————————————————- 
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APPENDIX D: 
 
PARENT AND STUDENT FEEDBACK:  
 
(All the names of both parents and students have been anonymized) 
 
Parent and student of Rebecca Yeo: Maths Dual Specialist & Core Team member:  
 

Dear Teacher Rebecca 
Thank you for teaching my son, Lee Chong Jun in the Maths programme.  He has 
shown improvement during in past few months. I am glad that my son had passed 
his CA2 paper.  You are a good, patience and reliable teacher.  We truly appreciate 
your hard work and guidance that coach my son well. 
Thank you very much. 
Patricia Teo 
Parent of Student, Lee Chong Jun 
 
Dear Teacher 
Thank you for teaching me in Maths. I am happy to enjoy being in your class.  
It is fun and interesting during the class.  Your explanation is clear and let me 
understand easily.   
Thank you teacher Rebecca 
Student, Lee Chong Jun 

 
Students of Maths Dual Specialist: Siti Mariam Binte Daud 
 

“I wish Math lessons do not have 'Time' but I like to learn in DAS because it makes 
it easy.” 
“I think we should have exams at DAS so we could be better and get sweets.  
“I like it because it's fun.” 
“I like the teacher and the classmates and the class is awesome. The teacher is 
kind and the teacher teach very well. And her advice helps.” 

 
Parent and Students of Aishah Abdullah (Albel) Lead Educational Therapist and 
Maths Specialist 
 

Dear Ms Albel, 
 
I wish to take this opportunity to thank you for your effort, care and guidance 
given to my son Daniel Toh during the last one term. 
 
This year, Daniel has experienced a tremendous improvement in his math exam 
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scoring 71/100 as compared to before usually obtaining about 50/100. 
 
Your partnership helps us a lot, as you have given additional effort and time to 
coach him to improve patiently. 
 
Once again, we thank you and DAS for providing a good environment for my son 
to progress.  Wishing you a good term break to rest and rejuvenate. 
 
We look forward to create more success with you next year.  
 
Best Regards 
 
Mr Toh (Maths Parent) 
 
 
P6 Student 
 
“Before I came to DAS Maths class,  I used to score 7 out of 100 marks and I got a 
U grade. When I joined DAS for Maths , I have improved quickly.  At SA1, I got 39 
marks. At Prelim, I have achieved 53 marks. I hope to get better marks in PSLE this 
year.  Thank you DAS for your help.” 
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Educational Psychology assessments usually consist of 1-3 sessions with the 
psychologist working with the child. What is done and how much is needed 
depends on the age of the child, the purposes of the assessment and the kinds of 
strengths and weaknesses the child has. The aim is to start with the concerns 
about learning or behaviour expressed by parents, teachers or sometimes the 
child and to try to provide sympathetic but objective information about the child's 
background abilities and current academic skills, and then evaluate whether 
there are serious difficulties and how great are the problems for the child, the 
patents and any teachers and tutors involved. Psychologists try to provide advice 
about the best curriculum options (if there are any) and then about how teachers, 
tutors, parents and the child them self can help the child most effectively. Usually 
this is a "snapshot" at a particular time, but the psychologist will learn more 
about the history of help to the child from parents and teachers, and in some 
cases future goals can be set (for tutors, for example) which can then be 
monitored to see if progress is at the expected rate.  

 Specific Learning Differences 
 Dyslexia and Dyspraxia 
 Dyscalculia and Dysgraphia 
 Attention Deficit (Hyperactivity) Disorder 
 Asperger’s Syndrome 
 Psychological and Behavioural concerns 
 Childhood development issues 
 Autism Spectrum Disorders 
 Non-Verbal difficulties 
 Auditory and Sensory issues  
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ABSTRACT 
 
Educational Psychology assessments usually consist of 1-3 sessions with the 
psychologist working with the child. What is done and how much is needed depends 
on the age of the child, the purposes of the assessment and the kinds of strengths 
and weaknesses the child has. The aim is to start with the concerns about learning 
or behaviour expressed by parents, teachers or sometimes the child and to try to 
provide sympathetic but objective information about the child's background abilities 
and current academic skills, and then evaluate whether there are serious difficulties 
and how great are the problems for the child, the patents and any teachers and 
tutors involved. Psychologists try to provide advice about the best curriculum options 
(if there are any) and then about how teachers, tutors, parents and the child them 
self can help the child most effectively. Usually this is a "snapshot" at a particular 
time, but the psychologist will learn more about the history of help to the child from 
parents and teachers, and in some cases future goals can be set (for tutors, for 
example) which can then be monitored to see if progress is at the expected rate.   
 
 
SES PSYCHO-EDUCATIONAL ASSESSMENTS  
 
The main aim of this annual report 2015/16, is to provide information on the profile 
of students assessed, the demand patterns and to allow feedback from the work 
and clients seen by our resident Consulting SES Educational psychologist Dr. Tim 
Bunn.  
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Since April 2014, all psycho-educational assessments conducted in Singapore have 
come under the purview of SES Assessments (Specialized Educational Services 
division) which is aimed at supporting both Dyslexic and the non-dyslexic population 
through providing a comprehensive range of psycho-educational assessments.  
SES Educational registered psychologists in their professional capacity are able to 
diagnose a range of Specific Learning Differences such as:  
 

 Specific Learning Differences  
 Dyslexia and Dyspraxia  
 Dyscalculia and Dysgraphia  
 Attention Deficit (Hyperactivity) Disorder  
 Asperger’s Syndrome  
 Psychological and Behavioural concerns  
 Childhood development issues  
 Autism Spectrum Disorders  
 Non-Verbal difficulties  
 Auditory and Sensory issues  

 
WHY PSYCHO-EDUCATIONAL ASSESSMENTS? 
 
Psycho-Educational assessments have a number of important functions: a 
comprehensive assessment report will contain detailed practical recommendations 
for parents and educators involved in supporting the child’s education. Early 
identification and early intervention of learning differences is vital for the child’s well-
being and educational progress.  
 
However, not all assessment work is best seen as diagnostic. The aim is often to 
evaluate progress or to pinpoint in what areas (if any) further interventions are 
needed. A very important aim is always to provide a positive experience for the 
child: this means leaving the child with a realistic but hopeful view of what they can 
do to help themselves further improve in learning. Among the recommendations are 
often those for exam accommodations. There are a range of guidelines on exam 
accommodations internationally, and many universities now have their own 
guidelines. The psychologist needs to check the specific guidelines required for each 
assessment.  
 
SES Educational Psychologists produce professional, comprehensive and easy to 
understand reports for parents. The reports are recognised and accepted by 
institutions and educators world-wide. SES Educational psychologists are 
professionals who have extensive experience assessing people with behavioural, 
developmental and psychological issues that lead to learning differences. As of 
March 2016, SES Assessments has one Chartered Educational Psychologist Dr. Tim 
Bunn  
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MAIN TARGET GROUP AND STATISTICS 
 
The market which SES psycho-assessments support are primarily students from the 
International schools both in Singapore and the region, at the same time 
Singaporeans who are looking for a comprehensive psycho-educational assessment. 
Most recently and interestingly in 2015 there have been requests from adults 
requesting for full psychological assessment. This will be discussed later.  
 
Profile of SES Assessments:  April  2015 to March 2016 
 
Statistics 

 
ANALYSIS OF REFERRALS: 
 
For the period April 2015 to March 2016, we saw students from an equal proportion 
of both the International and Ministry of Education School, schools coming through 
for SES psychological assessments conducted by our Consulting Educational 
psychologist Dr. Tim Bunn. Reasons for the referrals were for exam accommodations, 
ADHD, ADD, Dyslexia, Literacy issues, Dyscalculia, Autism etc.  
 
A pattern of repeat referrals for our comprehensive psycho-assessment coming from 
the International schools such as, in particular Marlborough College (Malaysia), SJI 
International, Canadian International, Australian School, Tanglin School, United 
World College UWSEA, Global Indian, Overseas Family School, ACS Barker Road, 
Chatsworth International, Nexus International School, NPS International Ministry of 

SES Psychological Assessments 

Total No of Assessments 2015/16 2014/15 

No Psychological Assessments 76 68 

Assessments for  International Students 32% 38% 

Assessments for students attending MOE 
Schools 

34% 30% 

Assessments  for Adults 22% 17% 

Assessments  coming from Overseas 12% 15% 
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Education Schools suggests that through intentional school visits with head of 
department and learning support, and talks, have led to the international schools 
recommending their students for SES Assessments. This positive outcome is one that 
was engineered deliberately as International school have referral lists of 
recommended providers for both psychological assessments and intervention.   
 
REASONS FOR CHOOSING SES ASSESSMENTS 
 
Students requiring a more comprehensive psycho-assessment primarily through the 
recommendation of the class teacher or learning support formed the majority of 
referrals received. In addition, we have also increasingly seen more students with 
greater special needs, including some intellectually disabled and autistic students. 
We also see some students where parents are specifically seeking maths/dyscalculia 
assessment. Occasionally we also see children with a specific focus on attention 
issues, where a diagnosis of ADHD may be needed, and where a previous 
assessment by the DAS MAP Admissions psychologists has suggested such a 
possibility but had not been able to confirm the suggestion were also then 
recommended for an SES Assessment.  
 
OVERSEAS CLIENTS:  
 
Overseas clients continued to come to Singapore specifically for an SES Assessment 
as the reason being given was that their home country did not have qualified 
Educational psychologists.  At the same time the stigma of a Specific Learning 
Difference were also cited for one of the reasons for seeking an overseas 
assessment.  In total we had 9 overseas clients 
 
ADULT ASSESSMENTS 
 
Over the period 2015/16, the number of post-17 Adults who were assessed have 
increased..  This comprised of a mixed group of clients who were seeking a psycho-
educational assessments. We saw a total of 17 Adults.  
 
PROFILE OF POST-17 ADULTS 
 
They are generally two major categories of clients.  
 
1. Students in Further Education (FE)  and in  Higher Education (HE) 
2. Working Adults 
 
The main reason for the referrals for the Adult assessments which were in FE / HE 
was due to requests for an update assessment for exam accommodations. The 
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second group of Adult assessments want to gain a better understanding of their 
psychological profile which may be helpful for their current or future employers. 
 
 
FUTURE DEVELOPMENTS 
 
A significant development for SES Assessment will be in 2017, when it will fall under 
the purview of the new DAS Unified Admissions Division. This is with the view to meet 
the needs of parents for a one stop assessment to integrate and expand the number 
of psychologists who provide this service, so as to include registered psychologists 
from the DAS Admissions division who currently conduct psychological assessment 
predominantly for Singaporean students attending the MOE schools who require a 
diagnosis of Dyslexia for eligibility onto the main DAS remediation programme.  
Through this integration of a one stop assessment we would then be in a better 
position to provide support to a larger and wider group of preschoolers, students 
and post-17 adults who have specific learning differences from both the International 
and the Singaporean school communities 
 
Another development we will be working on as adult assessments have increased 
would be the outreach and engagement with Further Education and Higher 
Education institutions. This is an untapped and potential market so that provision can 
be provided to students with Specific Learning Differences who could benefit from 
accommodations during examinations through a comprehensive SES psycho-
educational assessment.   
 
 
SES ASSESSMENT SERVICE 2016:  
 
Perspective by Dr. Tim Bunn (Consulting Chartered Educational Psychologist) 
The SES Assessment service has continued as outlined in this year report. There 
remains only one full-time psychologist, who sees all children and adults referred to 
SES Assessments at the DAS for the reasons outlined earlier by our Programme 
Director Anaberta Oehlers.  
 
Referrals include  
 

 Adults who are in full-time employment, 
 Adults joining a new degree or Diploma course who may need exam 

accommodations and additional support, either in Singapore or abroad, 
 Young people at Polytechnics or ITE, 
 Non-Singaporeans children attending Ministry schools here, young 

people being educated at home, 



238                      Dyslexia Association of Singapore 
 www.das.org.sg 

DAS Handbook 2016 

 Some Singaporeans wanting more open-ended assessments (eg where 
Attention Deficits or Autism Disorders are suspected) 

 Some Singaporeans wanting assessments done immediately who cannot 
wait for a regular DAS assessment. 

 
There continue to be assessments of children in International Schools, of many 
nationalities, and a few from International Schools outside Singapore who have 
heard our service is of high quality. ( Please refer to earlier statistics) 
 
We now have regular referrals from several International schools, who seem to have 
placed SES Assessments at the top of their referral lists. 
 
The volume of business remains steady usually enabling the psychologist to exceed 
the minimum target on a 3 monthly average basis. Indeed, wait time has grown a 
little since last year. Our skilled and friendly administrative officer, Ms Jawahir Ally, 
sometimes has to go to considerable lengths to schedule in all the requests within 
the very varied time-scales our parents seek. 
 
The kinds of assessment also continue to grow gently. There have been some 
children from Special Schools in Singapore or from a mainstream school with a 
Hearing Impaired Unit this year.  
 
There continues to be steady requests for maths assessment. The psychologist is 
attending the Marshall Cavendish Singapore Maths Teaching course, which is 
extremely helpful in clarifying some features of the curriculum and always helps in 
understanding the children’s learning difficulties better. It is also comforting to 
discover that even considerably younger colleagues teaching maths at DAS find 
some word problems baffling at first. The psychologist is in the process of analysing 
data with DAS Maths team colleagues from a survey using the Chinn tests, and some 
attitude questionnaires. He also hopes to produce a test based on Chinn’s ideas 
which compares maths calculation efficiency with word problem solving at different 
age levels. 
 
Literacy assessment has benefited from the purchase of several new test kits. The 
Kaufman Test of Educational Achievement, Third Edition (KTEA™-3) has proved 
particularly helpful in some cases, by providing alternate ways of assessing writing 
and reading comprehension, but others (such as the Test of Written Language 4 
(TOWL-4) are also helpful. A new Diagnostic Test of Word Reading Processes looks 
promising for younger readers, and the Adult Reading Test 2nd edition from the UK 
may be very helpful for College and University level students. 
 
Perhaps the most prominent new strand in many assessments has been the use of 
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Southampton Emotional Literacy Scales (SELS), followed by a graphical presentation 
of the agreements and differences between raters, as a guide to the emotional and 
social aspects of learning. More recently, the rather long BRIEF questionnaires were 
closely examined and 3 questionnaires for parents, teacher and student have been 
trialled using the same format at SELS (4 point scales). They can also be displayed in 
graphs. BRIEF is about executive functioning: the main themes are Initiating work or 
homework, Persisting with it, Organizing time and equipment, Concentrating and 
avoiding distractions and Planning what needs to be done. These were the main 
parts of BRIEF but it seemed helpful to take them out of a problem-oriented context 
and ask about how the student behaved at home and at school. There is some 
overlap between SELS and these executive functioning themes, which serves as a 
kind of measure of consistency. If a parent might want to consider using medication, 
then we still need to use Conners3 forms but not very many parents choose this 
option in Singapore. 
 
This greater focus on learning behaviours and feelings helps to broaden the basis of 
the assessment and also helps to bring the student’s point of view into the equation. 
 
Looking forward, a merger into a Unified Admissions Team of psychologists is 
expected. Hopefully the larger team will be able to continue the current work and 
provide open-ended assessments to more children and families. 
 
For reference of the examples recent assessments and consultation the psychologist 
has  included in anonymized form in the appendix: 
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APPENDIX 1 : ANONOMIZED SAMPLE REPORT : MOHAMAD ALEM 
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APPENDIX 2 : ANONOMIZED SAMPLE REPORT : JOHN ADAMS  
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APPENDIX 3 : ANONOMIZED SAMPLE CONSULTATION  REPORT : XU YI 
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Specialised Educational Services (SES) has a team of specialist tutors who have 
extensive experience in supporting students with specific learning differences 
and other learning needs. 
 
Specialist Tutoring is tailored based on the profile of the child obtained from our 
multi-disciplinary team of educational psychologists, speech and language 
therapists, occupational therapist, and in consultation with parents and 
educators.  Tutoring has an individualised problem solving approach where skills 
focused include: 
 

 Literacy, Numeracy, Oracy, & Writing Skills 
 Individual Curriculum support 
 Study skills and Exam preparation 
 Behaviour and Social support 

 

Our tutors are experienced in the international, private and public school 
systems; they have an understanding of the curriculum and the demands that 
today’s education systems place on your child. They listen with sensitivity to the 
concerns that parents have and provide a total solution with an Individualised 
Education Plan to support their child's needs. Regular verbal feedback is 
provided at the end of each tuition session. Informal assessments on progress is 
made to monitor and track your child's progress. We strive to empower 
successful learning and nurture each individual child to achieve their full 
potential.  
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OVERVIEW OF THE SES SPECIALIST TUTORING PROGRAMME  
  
Specialist Tutoring is an individualised programme offered by DAS International a 
wholly owned subsidiary of the Dyslexia Association of Singapore. Specialist Tutoring 
aims to support both the International and Ministry of Education students, under the 
specialist tutoring one to one program.  Background information on the 
demographics and student profile on the services provided by Specialist tutoring is 
important in the understanding of the range of students supported by Specialist 
tutoring of whom the majority have Specific Learning Differences (SpLd).  
 
A Case study on one of our Specialist tutoring students is included in this annual 
report on Specialist tutoring which describes and gives insights into the programme. 
We aim to show that through the Individualised Education Plan, progress monitoring 
through pre and post test, for our students, we are able to evaluate the effectiveness 
of Specialist Tutoring. Finally in consultation with our Educational psychologist, 
communication with namely the school’s learning support and parents are important 
factors that contribute to the successful remediation provided through Specialist 
tutoring in supporting our students. This process which we have adapted from 
Bronfenbrenners’ Ecological Framework (1970) therefore defines and differentiates 
Specialist tutoring from other group or one to one remediation programmes.  
 
An introduction to the proposed Online Specialist Tutoring service trial which was 
conducted over 10 weeks in Term 4 (September) 2015 will also be discussed in this 
report. Recommendations therefore for improving the overall quality and level of 
service and outreach for our students  and our stakeholders, on Specialist tutoring is 
ultimately the aim of the annual report.  
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PROGRAMME DESCRIPTION  
 
Specialist tutoring adopts a problem solving approach through the development of 
an individualised programme that aims to bridge the gaps in the child’s learning. At 
the same time, Specialist Tutoring believes in working closely with schools and 
parents thereby creating a loop and an open channel for communication, whereby 
the schools and parents know there is support for their child in the area of Specialist 
Tutoring and intervention. Specialist Tutoring also provides educational programs 
and other individual support services for individuals with specific learning difficulties  
  
The aim of Specialist Tutoring is to effectively support the development of each child. 
Each child is seen as an active, competent learner, especially children who have 
Specific learning differences (SpLd), wanting and in need of a value added 
programme / specialist support.   
 
Specialist tutoring is individually tailored, based on the profile of the child obtained 
both externally through previous psychological reports or through our in-house 
psycho-educational assessments, and in consultation with parents and educators. In 
order to further support the learning needs of our more challenged students who 
may have difficulty entering International schools in Singapore SES Specialist tutoring 
also offers Intensive Specialist Tutoring programme which is an intensive remediation 
programme for children who are experiencing difficulties and gaps in learning.   
 
MEASUREMENT OF PROGRESS:   
 
A student’s progress for Specialist tutoring is measured in the following ways:  
 

1. Formative and Summative informal assessments to determine progress 
from topic to topic.  
 

2. An Individual Education Plan based on a 10 week cycle is developed 
and results from the Formative Assessment as well as the students 
current psychological report if available forms the basis for the IEP. 
  

3. An informal Summative Assessment at the end of the 10 week cycle is 
again carried out.   
 

4. This would then form the basis of the Summative Assessment and the 
next set of IEP’s   
 

5. Standardised assessments, such as the YARC, TOWRE and the WRAT are 
administered every 6 months to determine overall progress.   
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SPECIALIST TUTORING  
 
Reasons for Students to attend Specialist Tutoring  
 

 It is a challenge for some students to find a place, particularly in the 
International schools.  

  Specialist Tutoring provides an interim as well as continued support for 
students.  

 Some schools have no provision for students with learning differences.   
 Students are unable to keep up with the curriculum.  
 Students require additional support for Literacy, Maths, and Exam Skills.   

 
PROFILE OF SPECIALIST TEACHERS  
 
Our Specialist tutors are experienced in the international, private and public school 
systems. At the same time the team of specialist tutors also have extensive 
experience in supporting students with specific learning difficulties.  All our 
Specialists teachers are highly trained in their area of expertise with a formal 
degree and professional qualifications in Specific Learning Differences some up to 
the Masters level.  They have an understanding of the curriculum and the demands 
that today’s education systems place on the child. They aim to provide a total 
solution with an Individualised Education Plan (IEP) to support each child's needs.   
In addition ongoing Professional Development for our Specialist Teachers was 
formalised in March 2016 with the introduction of a new training pathway to meet 
the diverse needs of students on Specialist tutoring.  
  
TRAINING PATHWAY—SPECIALIST TEACHERS (2016) 
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Their job scope within Specialist tutoring requires:  
 

 Regular verbal feedback is provided at the end of each tuition session.   
 Conducting informal assessments pre/ post test for progress monitoring.  
 The tuition is skills focused. 
  Develop and sharing the Individual Education Plan (IEP) with the parent. 
 Teachers are required to adopt a problem solving approach.   
  Initial consultations and ongoing verbal or via email / telephone 

feedback  
 Discussions with student’s learning support with parent approval are 

encouraged.  
 Progress reports are provided for parents.   

 
APPROACH TO TEACHING  
 
The teaching approaches in the Specialist Tutoring Literacy Programme are 
influenced by the DAS remediation programme, and we have adopted the "The 
Essential Literacy Approach (ELA)" as a guide in supporting students particularly 
those with dyslexia who struggle with reading, spelling, and/or writing, in a 
multilingual Singapore and within the International School community.  
 
The areas which are covered include:  
 

 Phonics Awareness and Phonics Instruction  
 Reading Comprehension  
 Reading Fluency 
 Vocabulary  
 Writing  

 
Originally based, on the principles of the Orton-Gillingham approach, which are 
language based, cognitive, structured, sequential and cumulative, simultaneously 
multisensory, diagnostic Prescriptive and emotionally sound.  ELA is a multisensory 
structured language approach that teaches the structure of the English language at 
the level of sounds, syllables, meaningful word parts, sentences and paragraph 
organisation introduced to the students depending on the level of the student.  
 
It contains the critical building blocks of literacy that have been identified by the 
National Institute of Child Health and Human Development.  
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MANPOWER:   
 
Headcount of Specialist Teachers as at March 2015  
 

1. Full time Specialist Teacher 
2. DAS Senior Educational teachers who are considered Dual Specialists as 

they teach on more than one programme.  
3. Sessional teacher (Teaching and paid per hour) 

 
ENROLMENT AND STUDENT PROFILE:  

 
The average enrolment in April 2015 to March 2016 was at 50 students as compared 
to 55 in the previous year. The range of students who attended Specialist tutoring in 
2014/15 included the following: 60% Singaporean (MOE) Students and 40% 
International School Students.   

SES Specialist Tutoring 

  
International 

School Students 

Ministry of 
Education (MOE) 
School Students 

Average Number 
of Students 

2015/16 60% 40% 52 

2014/15 40% 60% 55 

Source of Referrals for Specialist Tutoring 

 April 2014 to March 2015 April  2015 to March 2016 

Source of Referrals % of No's Referred % of No's Referred 

Media / Internet 9% 10% 

Teachers 30% 30% 

Friends, Relatives & Parents 35% 35% 

Awareness Talk 1 % 1% 

Private Clinics 5% 4% 

Internal Referral DAS 20% 20% 

Total Referrals 100% 100% 
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The information on the referrals for Specialist tutoring suggests that Friends / Relatives 
and parents and teachers are the primary sources who are recommending students 
for ST. This is a good trend as compared to 13% for 2014 as this indicates that there is 
word of mouth through satisfied clients.  Outreach efforts into the International schools 
through ongoing meetings and sharing with the heads of department and learning 
support have helped to initiate referrals for specialist tutoring. We have seen now 
consistent referrals coming through from the Canadian International School / Anglo 
Chinese School , Marlborough College (Malaysia) / SJI International / Global Indian 
International / Tanglin Trust. Singaporeans have also increased in their referrals for 
ST. Currently nearly half of the enrolment comes from MOE students.  
 
 
OUTREACH/ INFORMATION SHARING 
 
In total 14 outreach efforts with the International Schools through ongoing meetings 
and awareness talks and sharing with the heads of department and learning support 
were conducted from April 2015 to March 2016.  These outreach efforts will continue 
for 2016/17 with a concerted effort through providing more direct awareness talks on 
to Specific Learning Differences in particular Dyslexia.  
 
 

International Schools 
Awareness 

Talk 
Information 

Sharing 

Meeting with 
Learning 
Support 

Global Indian (East)    

Global Indian (West)    

Marlborough College    

SJI International    

ACS International    

Canadian International School    

Tanglin School    

United World College    

ACS Barker Road    
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ONLINE SPECIALIST TUTORING REPORT ON TRIAL 
 
Research on online Specialist Tutoring is not found in abundance as this service 
occupies a niche market particularly as the target group for this trail are students 
with Dyslexia. At Specialist tutoring we wanted to explore the possibility of extending 
the one to one service on an online platform. Jane Dupree (2008 p35-36) who is an 
advocate for Online Specialist tutoring mentions that given that current students are 
“IT Natives” (p35) and find this form of delivery “normal” unlike adults who are “ IT 
immigrants” who may consider this tuition as second best (p35). Her experience in 
providing this service is however encouraging and positive for novices to this form of 
Specialist tutoring. She cites the following pros for a web-based video tuition:  
 
For the students: 
 

 Relaxed in their own environment 
 No travel time 
 Utilised technology they are comfortable with 
 Allows them control of their own learning 
 Accessibility – They will sometimes Skype you ask you a question whilst 

doing their homework 
 Develops self-assessment skills 
 Develop keyboard and technology skills alongside literacy, numeracy, 

and study skills 
 
For the teacher:  
 

 There appears to be no difference in the relationships with students that 
develop remotely or face to face 

 There appears to be no difference in  the development of skills 
 Evidence is easily saved and recorded 

 
Weakness of using web-based tuition 
 

 At busy times of the day, the call can drop out 
 Younger children are dependent on parents IT skills 
 For some students the relationship needs to be developed face to face 

first 
 Parents can interrupt and disturb the student teacher relationship 

 
Abstract from Broadening Access to Specialist Dyslexia Tuition using Freely Available 
Web Based Video Tools (June Dupree Dyslexia Review Summer 2008 Volume 19 p35-
36) 
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Rationale for the Online Specialist tutoring Trial:  
 
To provide a global online teaching platform to students requiring literacy support 
through an Online Specialist tutoring service:  
 

1. After overseas Assessments : To students requiring further literacy 
support 

2. Wider outreach to areas that may not have a structured programme and 
may have difficulties accessing support.  

3. After intensive ST Tutoring: A follow up service. 
4. Current DAS / International students who may require further online 

support during term time or school holiday periods.  
 
Hypothesised Benefits 
 

1. It saves travel time. 
2. The child works in the comfort and security of their home. 
3. Online tutoring provides greater flexibility in the range of tutors and times 

available. 
4. In some cases online tutoring can be conducted during school time or 

part of a home school curriculum. 
5. The virtual classroom application lets the child and teacher speak 

naturally to each other and work through lessons together. 
6. You can keep the same tutor if you relocate within the state, interstate or 

even overseas. 
7. Technical support can be provided by trained tutors 
8. Parents are also part of the learning and therefore learn strategies that 

help to support their children. 
 
 
Trial: (10 weeks (October to December in Term 4 2015) 
 
Objectives: :  
 

1. To explore the possibilities of Online Specialist 
2. To explore the limitations of Online Specialist tutoring  
3. To gather teacher feedback on the trail 
4. Gather parent feedback 
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Senior Educational Therapists conducting the trial:  
 

1. Anaberta Oehlers-Jaen: Programme Director / Head of DAS International 
& Senior Educational Therapist) 

2. Nicole Chua: Senior Educational Therapist 
 
Participants / Profile:  
 

1. Casandra Teo:   Age  9 years: Dyslexic (On a 3 month break from school 
in New Zealand where her family are based so as  to have remediation 
at the DAS Main Literacy Programme) 

2. Isabella Santos:  Age  9 years: Dyslexic (Spanish national : ESL learner 
who was new to Singapore having arrived in July 2015 to Singapore with 
her family)  

 
Online Resources used during the trail:  
 

1. Google Hang out:  
2. Skype 
3. Web Cam / Headphone with attached microphones 

 
Main Concerns of the trail: 
 

1. Wifi connectivity 
2. Technical support / headphones / web camera 
3. Both users must be able to use it.  
4. Costing (Competitiveness : Average price is at USD$50 for 55 mins. / 

USD$25 for 25 mins. 
5. Physical teaching vs online (pros and cons to research) 

 
Teaching Resources 
 

1. Skype or Google chat 
2. Lap-top 
3. Microphones 

 
Curriculum Content:  
 

1. Online OG Card Deck 
2. Scope and sequence 
3. Reading / Writing / Spelling 
4. Teacher designed worksheets 
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REFLECTIONS BY THERAPIST FOR ONLINE TUTORING: 
 
Student:  Casandra Teo 
By: Anaberta Oehlers-Jaen 
 
Did you find that your student benefitted from online tutoring:  
 
I spoke with both Casandra and her dad Mr Tommy Teo and I was encouraged by 
the feedback which I received. He mentioned that the lessons supported Casandra’s 
current learning needs and reinforced the concepts learned at the DAS MAP classes. 
I had observed Casandra at DAS MAP classes and spoke at length to Hakimah her 
DAS Edt who shared her lesson plans.  
 
What was the most positive outcome? 
 
It was interesting to observe Casandra and myself learning to engage in this 
platform of teaching and learning. We built a good rapport by the end of the 10 
sessions.  
 
Which type of student do you think would most benefit?  
 
Students from age 9 years would benefit as the ability to stay on task and be 
focussed is important. Unlike face to face interaction the ST online teacher needs to 
be able to engage the student. A younger child may be more easily distracted. As it 
was I found that 40 to 45 minutes was the maximum duration. It was tiring for both 
the student and the teacher.  
 
What challenges did you face? 
 
I faced at almost all lessons internet connection issues. This was not good for 
teaching as the student would need to be redirected again to the task once 
connection was restored. On one occasion the connection was impossible, we 
conducted the lesson through the skype just using the voice and no video. This was 
the biggest challenge and not the actual teaching and it was disruptive to the 
overall lesson and motivation for Casandra to resume the sessions once connection 
was restored.  
 
Do you think there is a potential for this service?  
 
Yes I find that if we are able to get a clear connection the benefit to the student is 
as good as one to one face interaction and teaching. We would then be able to 
reach out to students who would be  unable due to geographical, time etc., 
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constraints to get the support needed to improve and overcome their learning 
difficulties particularly in literacy and comprehension.  
 
How much do you think parents are willing to pay per session?  
 
Based on the feedback I asked Mr Teo, he mentioned around $70 per session. 
Further market investigation from similar service providers have been looked at. 
Please refer.  
 
How could we improve this service 
 
If we want to provide this service then we should have a dedicated platform, 
payment / along with online progress monitoring and reading resources.  
 
Were the sessions interactive and what were some of the resources used? 
 
Yes I provided Casandra with lessons prior to the sessions her father Mr Teo could 
download and Cassandra was prepared for the lesson. During the sessions, I 
provided some interesting activities that also required having time for independent 
work, so that the session was broken up and not too intense.  
 
What feedback did the parent provide? 
 
Overall the feedback was good. Please refer to Mr Teo’s feedback.  
 
Did the student enjoy the lesson?  
 
Yes I would ask the student after each lesson if she enjoyed the lesson.  
 
 
REFLECTIONS FOR ONLINE TUTORING FOR CASANDRA BY MR. TOMMY  
(Casandra’s father) 
 
Did you find that Casandra benefited from online tutoring? 
 
Yes. 
 
What was the most positive outcome. 
 
It reinforced the learning’s she had with Halimah her DAS therapist on the Main 
Literacy Programme.  It also helps her confidence in reading. 
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What challenges did she face with online tutoring? 
 
Casandra looked forward to the sessions on most occasions except for once when 
she was physically tired.  I believe the important thing was that she felt very 
comfortable with you and she did not feel any pressure to perform or do something 
she could not do.  
 
Do you think there is a potential for this service? 
 
 That's a hard question because it is still better having face to face contact. But in 
places where direct face to face tutoring is not possible or where it is very costly 
then video conferencing sessions could be the alternative solution. 
 
How much do you think parents are willing to pay per session? 
 
Not sure. It would have to cost less than face to face sessions.  In NZ, the SPELD 
sessions cost $50 per hour for 1:1 tutoring.  
 
How could we improve this service? 
 
We need to ensure the video links work well or it could get very frustrating.  I also 
think it would be better if we had at least two sessions per week or maybe three.  
Even now with her once a week SPELD sessions, I don't get the sense that Isabelle is 
learning as much as she did in Singapore where she had the twice weekly meetings 
with Halimah together with the sessions she had with you toward the end of the 
term.  I think there is an optimal intensity or frequency of sessions.  Not sure if it's 
twice, thrice or more per week.  But definitely not just once a week. Mm.. 
 
Were the sessions interactive and relevant? 
 
Yes.  I could see that Casandra was pretty engaged in the sessions.  
 
Was the therapist interaction with Casandra good? 
 
Yes. Definitely. 
 
Would you consider online tutoring for Casandra?  
 
I would if there is a planned curriculum and if I can afford it.  By planned curriculum I 
mean a syllabus or curriculum that is published based on what Casandra needs and 
what tutoring steps or topics will be covered to help her overcome her special need.  
The biggest difficulty I face which I think most parents face is coming to grips with 
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dyslexia, understanding Casandra’s condition and what she needs to overcome.   
We had the benefit of a psychological assessment done on her but I must say a lot 
of what was written was quite difficult for me to understand.  In this regard I 
appreciate the time you took to observe her sessions with Halimah to assess where 
she is and then to build on what she knows. I felt that the personalisation of the 
tutoring sessions is very important to make this work. 
 
Further notes from Mr Tommy Teo:  
 
Date: Wed, Mar 30, 2016 at 8:03 PM 
Subject: Re: Online Tutoring Report for Casandra Teo 
To: Ana berta Oehlers-Jaen <anaberta@das.org.sg> 
 
Hi Ana berta, 
 
First let me thank you for all the help you and the team at DAS gave my daughter.   I 
believe the time spent by Halimah, yourself and the speech therapist was invaluable 
to Casandra’s development.  She has been back in school here since Feb.  I had an 
IEP with her Pastoral teacher, lead teacher and the special needs teacher here and 
showed them the report on what Isabelle was taught in Singapore. They were visibly 
impressed by the systematic approach that DAS uses and the detailed report that 
Halimah wrote on her progress. Isabelle has started her weekly SPELD 1:1 tutoring 
as well. 
 
I am praying and hoping that she will grow in confidence and that she'll build up her 
confidence and be able to read and write beautifully one day.  I recognise that it 
will be a life long challenge for her.  
 
I've put my comments below in response to your questions.   I hope they help and let 
me know how else I could provide feedback. 
 
Best Regards, 
Tommy 
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REFLECTIONS BY THERAPIST FOR ONLINE TUTORING 
 
Student: Isabella Santos 
By: Nicole Chua 
 
Did you find that your student benefitted from online tutoring? 
 
Isabelle is a grade 2 student from an International School whose difficulty lies mostly 
in reading and spelling.  Her poor literacy also stemmed from her ESL background 
as her family speaks Spanish.  For that reason, I found that online tutoring becomes 
difficult as her understanding of the language is not firm enough to grasp 
instructions.  Also, we were limited by hardware as the family work mostly on Mac 
equipments which did not respond very well to Skype or Google chat.  In the end, 
the lesson was conducted on a 9 inch Samsung tab.  It made it difficult for her to see 
what I was doing or pointing to her and also hard to hear each other.  Together with 
English not being the strongest language, her mom had to explain to her most of the 
time what is expected of her.  She could not see what I wrote on the whiteboard so I 
have to write on a piece of paper and show it to the camera.  The lesson was quite 
tedious.  I lost her attention very quickly and she becomes tired. 
 
What was the most positive outcome? 
 
It allows parents to learn how to teach their child as they could record the session or 
sit beside their child and learn together.   
 
Which type of student do you think would most benefit?  
 
Students who understand English well as speaking over cameras can be quite hard 
to hear and without body language, we depend solely on what we hear and not 
what we see.  Online tutoring can be very taxing on the brain as you need to focus 
intently.  For this reason, it is more suitable for older children from 10 year old 
onwards.  Both the teacher’s and the student’s internet connections needs to be 
stable. 
 
What challenges did you face? 
 
The biggest challenge is to incorporate multi-sensory aspects to each lesson and 
maintaining her attention.  Due to language barrier, I have to try to read her 
expressions to check her understanding.  If not her mom would flag up to me when 
her daughter is having difficulties.  To liven up the lesson, I have to make more effort 
to be lively and loud and choose my words carefully to ensure she understood me. 
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Do you think there is a potential for this service?  
 
Yes, with good infrastructure set up on both teacher’s and student’s locations. 
 
How much do you think parents are willing to pay per session?  
 
$60 an hour 
 
How could we improve this service? 
 
There could be training for the teachers who are doing this service.   They need to 
see how other practitioners are making this work.   There needs to be initial 
investment for this service.  We need to loan equipment's (e.g. Schools in Australia 
allow students from their school to bring back school’s iPad) if need be or provide a 
list of hardware and software requirements to potential students so they can benefit 
as much as they can from these sessions.  .   
 
Were the sessions interactive and what were some of the resources used? 
 
I tried my best to make it as interactive as possible through short varied activities.  
Due to the limited hardware on the student’s side, it was not possible for me to 
incorporate applications or interactive board into it.  Resources were mostly 
coloured markers and coloured papers. 
 
What feedback did the parent provide? 
 
Her mother felt that the lesson was good but her daughter spaced out very quickly.  
After 30 minutes of lesson, she becomes very tired.   However, the mother felt that 
she learnt a lot from my lesson and she was able to use the strategies that I used in 
my lesson to help her daughter.  Her mother always reinforced what was taught, 
with the help of my worksheets and resources provided during the lesson or via 
email.   
 
Did the student enjoy the lesson?  
 
I hope so. 
 
 
 
 
 
 



296                      Dyslexia Association of Singapore 
 www.das.org.sg 

DAS Handbook 2016 

REFLECTIONS FOR ONLINE TUTORING FOR ISABELLE BY MRS LUCIDA SANTOS 
(Isabelle’s mother) 
 
Did you find that Isabelle benefited from online tutoring? 
 
YES 
 
What was the most positive outcome? 
 
The reinforcement  
 
What challenges did she face with online tutoring? 
 
KEEPING ATTENTION 
 
Do you think there is a potential for this service? 
 
YES WITHOUT DOUBT  
 
How much do you think parents are willing to pay per session? 
 
$50 
 
How could we improve this service 
 
I think a previous test should be done to know the level of the child. 
 
Were the sessions interactive and relevant? 
 
Yes 
 
Was the therapist interaction with Isabelle good? 
 
Yes 
 
Would you consider online tutoring for Isabelle?  
 
Yes 
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Online Specialist Tutoring Trial Time Line  

 
Isabella Santos 

(Grade 2)  
Casandra Teo  

(Primary 2)  

Online Specialists Tutors  Nicole Chua  Anaberta Oehlers-Jaen 

Trial Start Term 4  
Week 5  
12th September 2015  

Twice weekly  
45 mins 8 weeks 
Total 8 sessions  

Twice weekly  
45 mins x 5 weeks 
Total 10 sessions 

End Date Term 4 2016  Week 12 

Post Trial Write up  
Completed 

31st March 2016  

Online Platforms used  Google Chat /  Skype 

Resources  Wacom Intuos Pen and  
Touch Medium Tablet (CTH680) x 1   

Headsets x 2 each 

Notes on lessons  Planned IEP: 
 

 Reading  
 Spelling  
 Syllabication  
 Sight words  
 Vocabulary 

Started with MAP Term 4  
at BDK Week 1 to Week 
10:  
Duration:  
20 hours Twice Weekly 
MAP Edt: Share Lesson 
plans on Google 
 
Week 6 Term 4 starts 
Online Tutoring :  
Curriculum / IEP:  
Followed closely with MAP 
lessons to reinforce the 
concepts taught by the 
MAP Edt  
 
Exchanged feedback with  
MAP Edt.  

SUMMARY OF THE ONLINE TUTORING TRIAL TIMELINE:  
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SUMMARY AND RECOMMENDATIONS FOR ONLINE SPECIALIST TUTORING:  
 
Conducting the Online Specialist tutoring was an interesting and rewarding project, 
though at times a challenging exercise for the most experienced of therapists. 
However both Nicole and I the author and senior therapist conducting the trial and 
feedback from both the parents are positive that there is potential to develop this 
programme. The students whom we conducted the trial with, Cassandra and 
Isabelle, were lovely girls who tried their best to stay attentive despite disruptions at 
times due to poor internet connections. We will be conducting a second trial in 2016 
to fine tune some of the procedure and manage both student, parent and teacher 
expectations. Some of the recommendations include:  
 

 Establish a secure network and platform 
 Ensure that student have headphone 
 Multi-sensory experience 
 Lessons that are of maximum duration of 45 minutes 
 Pre-test / Post Tests 
 Worksheets to be given in advance so that student is prepared 
 Parent involvement to be controlled 
 To charge a competitive fee for the service thereby getting more of a 

commitment 
 IEP to be shared with the parents 
 Further market research on Online tutoring 
 Planned launch in April 2018 

 
 
SPECIALIST TUTORING CASE STUDY 
 
Students’ Name:  YZ    
Educational Level: Grade 6 
DOB  (March.2002) 
Commencing 15th April 2015 
 
Student YZ’s mum Emily approached the DAS in April 2015 for Specialist tutoring for 
her son who was 13 years then and in grade 5.  The family had just moved from 
New Zealand.  They are Australian but of middle eastern decent.  YZ was 
underachieving at school and mum was concerned about his progress. The author, 
Anaberta Oehlers-Jaen, who is also the Programme Director for Specialist tutoring 
initiated a meeting with Emily to learn more about her son.  YZ also attended the 
meeting. The student YZ did not have a psychological report and mum who is also a 
trained teacher was not keen on a full psychological assessment, preferring instead 
to start intervention instead and not wanting to “label” her son, but preferring to 
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adopt more of an RTI (Response to Intervention) approach. Specialist tutoring does 
not require a diagnosis of Dyslexia, although most of the students we see have a 
Specific Learning difficulty.  
 
At the same time providing a Progress Monitoring or Curriculum based assessment 
type seemed appropriate for YZ.  For reading measurement, oral reading fluency 
on grade-level passages in which the student is expected to be proficient by year’s 
end constitutes the CBM score.  Oral reading fluency is a quick, reliable measure 
that correlates highly with reading comprehension (Deno, 1985).  This actually was 
proven correct as we can see from the pre/post test scores.  
 
The majority of students on Specialist tutoring do have psychological reports, 
however YZ did not. I decided to then do a case study on YZ so as to ascertain the 
effectiveness of Specialist tutoring without a formal diagnosis of a SpLD.  
 
Pre-tests and Post Tests were conducted by our Educational psychologist Dr Tim 
Bunn and I sat through the literacy tests so as to gain a better understanding of the 
process as I wanted to support our Specialist Teachers better through a deeper 
understanding of the value in providing both Formative and Summative tests. This 
was also with a view to enable an Individual Education Plan for the student.  
 
Dr. Tim briefed YZ’s assigned Specialist teacher Ms Gladys Wee and there started 
an initial twice weekly session followed by weekly classes which were then 
delivered for 20 sessions. I had also initiated  a meeting with the learning support in 
order that Gladys may have a better understanding of her student. The meeting at 
the school was well received as all parties had a clearer understanding of YZ and 
his literacy needs. The school also provided the pre and post tests which they had 
conducted for YZ which Dr Tim Bunn had summarised.  
 
A summary of the following Appendix follows: 
 
Appendix 1: Pre-test 
Appendix 2: IEP 
Appendix 3: Progress Report 
Appendix 4: Post-test 
Appendix 5: Parent Communication 
 
Conclusion 
 
YZ has improved significantly in his literacy since starting Specialist tutoring under 
Ms Gladys Wee. Upon commencement, he did not have a formal diagnosis of 
Dyslexia. Improvements in most areas of his literacy have been noted by both the 
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school he attends and the DAS after completing the Pre & Post tests. Most 
importantly YZ has gained in confidence and shows interest in reading and 
continues to show gains in his spelling.  In the post test analysis by Dr. Tim Bunn he 
points out:  
 
“I have seen two GL assessment reports from Australian International School (AIS), 
from March 2015 and June 2016. His scores on word reading, reading rate, 
comprehension and fluency had all increased by around 20 points, to an average of 
around 90, which shows substantial progress” He goes on to point out “YZ has made 
progress in all areas, with the possible exception of reading comprehension”. 
Research has shown that students whose teachers used CBM to monitor academic 
progress and to make adjustments in instructional programs when necessary 
significantly outperformed comparable students whose teachers did not use CBM 
(Fuchs, Deno, & Mirkin, 1984; Stecker & Fuchs, 2000). 
 
The information we have gathered through the formalised Post Test, Specialist 
teacher Gladys’s Progress report and the schools reports, places us in a better 
position to support YZ his next set of literacy goals.  Through Specialist tutoring at 
the DAS, we are able start the APIE cycle again in providing an IEP that monitors 
progress and stays relevant to the changing learning needs of the student.   
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APPENDIX 1: PRETEST / LITERACY ASSESSMENT 
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APPENDIX 2 : IEP—INDIVIDUAL EDUCATION PLAN 
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APPENDIX 3 : PROGRESS REPORT 
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APPENDIX 4 : POST TEST/ PROGRESS IN LITERACY SKILLS 
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APPENDIX 5 PARENT COMMUNICATION AND FEEDBACK 
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The aim of the programme is to develop literacy, communication and presentation skills 
and boost the self-esteem of learners with dyslexia. Drama can be that powerful tool to 
help increase the self-esteem and confidence of students with learning differences. 
  

  
Using drama activities, students get opportunities to enhance their persuasiveness and 
confidence in communication. Students are given the freedom to express themselves 
freely, using their imagination and creativity. Other vital communication skills that are 
fostered in the class setting includes listening and concentration. Activities ranging from 
role-playing to stage performances require students to understand the fundamentals of 
stage directions, character dialogues, music and light cues. To stage a production 
necessitates the child to understand and interpret the script, process the script in-depth. 
This allows them to work on the working memory and processing speed. 
  
Class sizes are kept to a maximum of 10 students per class and are conducted once a 
week, 1.5 hours per session. 
  
The SDA programme consists of 4 different modules catering to 3 age groups 
 

 Drama, Music and Movement for ages 5-6 years 
 Creative Drama Programme for ages 7-8 years 
 Literacy Through Drama for ages 9-13 years 

 
At the end of each module, parents will be invited to watch the progress of the children. 
This will also help in giving our students the experience and exposure of performance 
making. A certificate of participation and progress report will be given to students upon 
completion of each module. 
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BACKGROUND OF THE SES SPEECH AND DRAMA ARTS PROGRAMME 
 
We at the Dyslexia Association of Singapore (DAS) recognise Speech and Drama 
Arts as an effective means of developing our students’ talents and self-confidence, 
which in turn can lead to a more positive self-concept for a student. Our goal is to 
provide an outlet for students to express themselves, their inner feelings and 
emotions and to demonstrate their talents in a fun and artistic way. 
 
The two main focus of our Speech and Drama Arts Programme is to develop our 
students’ language skills such as reading, writing, speaking and listening through our 
structured curriculum.  The next is to use drama techniques to enhance the social-
emotional development of our students.  
 

“The current demands of society require additional skills from children, such as 
being socially and emotionally competent, in order to adapt themselves to the 
complex demands of growth and development.” (Payton et.al,2000) 

 
THE PROGRAMME AND ITS OBJECTIVES – Language and Literacy Development 
 
Understanding the background and characteristics of our dyslexic students has 
allowed the team to develop a programme that would enhance their learning 
journey and discover their potentials. 
 
Develop Literacy Skills  
 
Through Drama, language learning is now an interactive and participatory process 
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that engages learners emotionally and playfully (Winston, 2012). According to 
Winston (2012), Drama is a multimodal form of pedagogy that engages students' 
interest at different level of entry. A multimodal form which combines visual, aural, 
verbal and kinaesthetic language allows students to retain a particular learning 
experience firmly in their minds (Chang, 2012). Also, the 'malleability' of the learning 
process enable teachers to swiftly respond and adapt to any student's comments, 
questions or ideas (Chang, 2012). 
 
The presence of other co-occurring difficulties in children with dyslexia such as 
dyspraxia, dyscalculia attention deficit hyperactivity disorder (ADHD), social, 
emotional and behavioural disorder (SEBD) and specific language difficulties worsen 
the already complex process of learning language (Everatt, Week and Brooks,2008; 
Thomson, 2009).  Chang (2012) suggested the playful nature of Drama is 
advantageous in preparing students to express their thoughts and learn to take risks.  
Drama, being a multimodal pedagogy, uses props, body language, facial 
expressions, sounds and images along with words to convey meaning (Palechourou 
and Winston, 2012). Within the drama experience, our students are given the 
opportunity to draw and make meaning not only from their spoken language but 
also the physical context combined with visual and aural cues. Hence, our goal is to 
provide an outlet for our students with dyslexia to use language in a fun, creative 
and engaging setting. 
 
Develop effective communication and presentation skills 
 
The majority of our students have difficulties in expressing or communicating their 
thoughts. Our objective is to enhance persuasive and confident communication with 
our students with dyslexia. Some of the activities in our drama classes will help our 
students to enunciate words clearly and effectively to convey their intended 
message.  For example, activities such as role-play provide stimulation in learning 
conversational interactions.  Such activities will be a platform for learners to express 
themselves freely with the use of language while incorporating imaginative skills. In 
this way, our students would be able to make human sense of communicative acts, 
how they would present themselves to support the words they had used (Winston, 
2012). 
 
Enhance students' listening and concentration skills 
 
Ranging from classroom lessons such as role plays to stage performances, students 
are required to understand the fundamental of stage directions, character dialogues, 
music and light cues. Hence listening and concentration skills are vital for an actor. 
Thus, our drama programme will, with no doubt help such dyslexic students.  
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THE PROGRAMME AND ITS OBJECTIVES – Social-Emotional Development 
 
Identify their inner strengths and hidden talents to boost self-esteem 
 

Undermining a child by destroying their self-esteem will have a significant 
effect on their potential to learn and their success in life. Dyslexic children 
need to feel supported in order to succeed. (Eadon, 2005) 
 

Dyslexia does not only affect the academic component of learning – literacy, but 
also emotional well-being of a student (Eadon, 2005; Thomson, 2009). Thomson 
asserted that if children with dyslexia could overcome the "I am dyslexic and I can't 
do it" attitude, then it would increase their self-esteem and determination to succeed. 
Therefore, Drama is a powerful tool for building self-confidence, which in turn can 
lead to a more positive self-concept for our students (Eadon, 2005; Winston, 2012). 
 
Drama for Personal Growth 
 
Putting language into action will give the students an opportunity to become 
physically and linguistically part of the story by assuming the role of the characters 
and imagining they are facing similar problems (Palechorou and Winston, 2012). 
Other than building rapport among students and teachers through activities, we 
create opportunities for students to: 

 discover their strengths and weaknesses,  
 re-consider their thoughts, attitudes and their feelings in the light of 

shared experience with their peers. 
 learn to work together, to cooperate, to contribute, and to listen to and 

accept the viewpoints and contributions of others.  
 to be team-oriented  

 
CURRICULUM DEVELOPMENT 
 
Under the Speech and Drama Arts programme, there are 3 individual modular 
based programmes catering to different age groups.  
 

1. Drama, Music and Movement for ages 5-6 years 
2. Creative Drama Programme for ages 7-8 years 
3. Literacy Through Drama for ages 9-13 years 

 
With a whole range of highly interactive and enriching modules, the SDA team 
developed 4 concrete modules for the Creative Drama programme in the year 2014. 
In 2015, the team continued to develop a new curriculum - "Literacy Through Drama" 
to meet the changing needs of our students in the upper primary.  
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Descriptions of the various modules are as follows: 
 
CREATIVE DRAMA CURRICULUM  
 
DESCRIPTION OF THE 4 MODULES  
 
Module 1:  Exploring Voice and Emotions Through Coral Reading  
This module provides an opportunity for students to develop fluency through reading 
of poems, using vocal and physical expression.  Students will learn how to perform a 
choral reading text in 4 different styles such as Refrain, Antiphonal, Line-a-child and 
Unison. The main emphasis will be on learning how to express one's feelings through 
body language and developing speaking skills such as projection, clarity, expression 
and speaking in harmony which are needed in Choral Speaking Presentations 
 
Module 2: Dramatic Storytelling  
Our story telling program is designed to give students the chance to develop ways 
to tell stories in an interesting and exciting way using, masks, pictures and props. 
Based on a given story, students will learn how to create character voices, express 
emotions, facial expressions, body movements, eye contact with audience and most 
importantly, performance discipline. 
 
Module 3: Role-Play and Improvisation 
Role play is the basis of all dramatic activity.  In this module, students are 
encouraged to step  into another character's shoes using improvisation techniques 
that promote creative expression,  physicalizing of thoughts, collaboration and 
teamwork. During the drama lesson, this can be used to great effect, challenging 
children to develop a more sensitive understanding of a variety of viewpoints whilst 
sharpening their language and movement skills.  It helps children to acquire social 
skills, problem solving skills and also provide opportunities to be imaginative and 
creative.  
 
Module 4: Playbuilding Towards Performance 
In this module students will create a short performance from practically nothing.  
Ideas are generated from issues, events, pictures, poems and themes.  What they 
start out as and what the ideas finally become is part of the playbuilding process.  
In the process, students will select a starting point and move on to a lot of 
discussion, brainstorming and even some improvisation. They will find the spine by 
collating the information as a group and work o n scenes and physically act them 
out.   Finally, students will reflect on their performance both individually and as a 
group. The process in the playbuilding skills allows students to experiment, discuss, 
collaborate, refine, choose and evaluate. 
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LITERACY THROUGH DRAMA CURRICULUM  
 
DESCRIPTION OF THE 4 MODULES  
 
Module 1: Let Idioms And Phrases Do The Talking - Idioms And Phrases 
In this module, students explore the use of idioms and phrases in the English 
language. Through drama tools such as dialogues, tableaux, story crafting and 
reader’s theatre, students learn to make meaning and apply idioms and phrases in 
appropriate areas of language usage. 
 
Module 2: Between The Lines - Comprehension 
Comprehension implies understanding a given article. In this module, through the 
exploration of various stimuli such as posters, articles, poems and story passages, 
students learn the art of constructing thought processes to read between the lines 
and make meaning. 
 
Module 3: Tricks Of The Trade - Vocabulary And Oral Communication 
In language usage, choosing the right word and using the right tense play an 
integral part. In this module, students actively learn the nuances of using vocabulary 
and grammar effectively through drama games and activities.  
 
Module 4:  Get The Show On The Road - Scripting A Play 
The last module for this year, is a culmination of all the literacy skills acquired 
through the year. 
 
Students apply their language skills to create and deliver an original story through 
forms of drama. 
 
CURRICULUM DEVELOPMENT PLANS FOR THE YEAR 2016 
 
At the end of 2015, the team decided to develop a new curriculum - "Drama, Music 
and Movement” that will greatly benefit the younger ones in preschool.  
 
Drama with Music and Movement is our specialised programme for preschool 
children to listen, move, play, have fun and interact with peers through drama and 
music. The programme fosters imagination and aims to offer rich sensory 
experiences that aid in the cognitive, emotional, creative and physical development 
of children. 
 
During the programme, children will engage in activities which illustrate the 
connection between movement, spatial and kinaesthetic awareness, helping them to 
improve balance, coordination, concentration and self-esteem. 
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Besides being “fun” for most children, kinaesthetic activities can help young learners, 
especially English language learners, develop decoding skills, fluency, vocabulary, 
syntactic knowledge, discourse knowledge, and metacognitive thinking (Sun, 2003). 
Teaching language skills through drama and movement gives children a context for 
listening and meaningful language production, provides opportunities for reading 
and writing development (Chauhan, 2004) 
 
The team planned the 4 modules to be covered in 1 year. 
 
DRAMA, MUSIC AND MOVEMENT (K1-K2) 
 
MODULE 1:  Move to the Theme 
MODULE 2:  Stories In Movement 
MODULE 3:  Show What You Know 
MODULE 4:  I Can Act! 
 
APPROACH TO TEACHING 
 
This specialised programme is planned such that students participate in both guided 
and self-directed activities that will engage them kinaesthetically and cognitively. The 
activities facilitated during lessons encourage affective aspects of reading and 
literacy while offering multiple opportunities for meaningful communication, social 
interaction, discussion and feedback. 
 
The curriculum and lesson deliveries are influenced by Multiple Intelligence (MI) 
Theory that has a profound impact on thinking and practice in drama education and 
the Orton-Gillingham (OG) approach which is practiced by our Educational Therapist 
in ELA teaching. The SDA programme combines both approaches.  The table below 
shows how we use the MI theory in our speech and drama classroom activities.   
 
Multiple Intelligence (MI) Theory 
 
According to Howard Gardner , the father of Multiple Intelligences suggested every 
learner possesses many intelligences despite the learner being more responsive to 
visual cues or kinaesthetic approaches (Baldwin and Fleming, 2003). The table 
below gives an overview how Drama, as a teaching and learning medium, utilises 
and develops multiple intelligences in our students. 
 
In ideal multiple intelligences instruction, rich experiences and collaboration provide 
a context for students to become aware of their own intelligence profiles, to develop 
self-regulation, and to participate more actively in their own learning. (Moran, 
Kornhaber and Gardner, 2006) 
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Gardner's Theory of Multiple Intelligences provides a theoretical foundation for 
recognising the different abilities and talents of students (Gardner, 2003; Pearson, 
2001). This theory acknowledges that while all students may not be verbally or 
mathematically gifted, children may have an expertise in other areas, such as music, 
spatial relations, or interpersonal knowledge (Moran et.al., 2006; Baldwin and 
Fleming, 2003). Approaching and assessing learning in this manner allows a wider 
range of students to successfully participate in classroom learning.  
 

 
 

INTELLIGENCE TYPE: VERBAL-LINGUISTIC  

Learns Best Through Type of drama activity 

Reading, Listening, And Seeing 
Words, Speaking, Writing, 
Discussing and Debating 

 Thought-tracking and monologue 
 Extended dialogue 
 Writing short poems 
 Explaining ideas to the group 
 Using different language registers 

INTELLIGENCE TYPE: LOGICAL-MATHEMATICAL  

Learns Best Through Type of drama activity 

Working with Patterns and 
Relationships, Classifying, 
Categorizing, Working with the 
Abstract 

 Thinking and planning the use of space 
 Sequencing of scenes 
 Implications of the actions of characters 
 Dividing into groups for working 
 Using and planning lighting for scenes 

INTELLIGENCE TYPE: MUSICAL  

Learns Best Through Type of drama activity 

Picking up sounds, Rhythm, 
Melody, Singing, Listening to 
music 

 Responding to music to create 
atmosphere for a scene, 

 Keeping up a tempo/rhythm in 
synchronised work, 

 Awareness of vocal pitch and tone 
 Working on a sequence of movements to 

keep time with the music/rhythm for a 
synchronised sequence.  
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INTELLIGENCE TYPE: INTRAPERSONAL 

Learns Best Through Type of drama activity 

Doing Self-Paced 
Projects, Reflecting, 
Understanding 
Strength and 
Weaknesses and 
Setting Goals 

 In groups being able to point out how they respond 
to a stimulus prior to working with it, 

 As individuals expressing the inner motivations of 
themselves in relation to a character. 

Example: Who has felt like this character at any time in 
their life? 
During planning – ‘I think the character might be feeling… 
because I would feel….’ 

INTELLIGENCE TYPE: INTERPERSONAL  

Learns Best Through Type of drama activity 

Sharing, Comparing, 
Relating, Interviewing,  
Co-operating, 
Organising and 
Leading 

 Recognising and responding to the situations and 
stimulus of drama through awareness of moods, 
atmospheres, feelings, and with an awareness of 
facial expression, body language in both the 
actuality of the group and in the drama process 

 Show how this character would enter the situation. 
 Able to see the signs of the character when asked - 

How did you know that the character was scared 
even though he was smiling?  

INTELLIGENCE TYPE: BODILY –KINAESTHETIC - SPATIAL  

Learns Best Through  Type of drama activity 

Touching, Moving, 
Processing Knowledge 
Through Bodily 
Sensations, Dancing, 
Acting and Using Tools 

 Physical abilities – holding postures, creating a 
variety of gestures, balancing, moving in a variety 
of sequences and styles, using mime 

 Using space, creating groupings, diagrams of set 
designs, use of colour for costumes and sets, use of 
lighting effects for the space, using a variety of 
levels/rostra blocks 

E.g. Still-image work holding a posture/gesture, 
Walking and moving in the manner of an old person 
answering the door. Draw the set from above showing the 
exits and where the chairs need to be placed for the 
character to remain important to the audience. Decide on 
which elements of the set need to be in the spotlight to 
show the character’s monologue. 
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Orton-Gillingham Approach 
 
Language based – Exposure to different texts in order to enhance students’ 
appreciation of English language through Drama. 
 
Cognitive – the activities are crafted to engage their cognition eg. creative story 
writing, roleplay, improvisation, memorising scripts, rehearsing and performing with 
movements and cues  
 
Structured, Sequential and Cumulative – includes direct and explicit instruction and 
has different range of difficulty level for all activities  
 
Simultaneous multi-sensory - engage through stage and hand props, presentation of 
skills through multiple senses, eg. Using visual and aural cues 
 
Diagnostic prescriptive – Drama Instructors regularly assess students’ abilities and 
adapt activities according to the class dynamics. 
 
Emotionally sound – Drama Instructors are trained in the special needs field who 
have a better understanding of our students needs and strengths. 
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Ms Muzdalifah Hamzah  
Senior Educational Therapist and Drama Instructor  
 
Muzdalifah is a Senior Educational Therapist Dyslexia 
Association of Singapore (DAS) and her students range from 
primary and secondary school levels. She has obtained a 
Diploma of Educational Studies - Speech & Drama awarded by 
The College of Teachers, United Kingdom.  
 
Apart from her passion working with children, she has a keen 
interest in Drama Arts. She started participating and competing 
in performing arts since her early school years. She believes the 
Speech and Drama Arts programme will greatly benefit our DAS 
students in developing their self-esteem, confidence level and 
will transform them into children with irrepressible curiosity for 
learning as they take on the journey to believe more in 
themselves. 
 
Ms Amrit Kaur Gill 
Senior Educational Therapist and Drama Instructor 
 
Prior to joining the Dyslexia Association of Singapore (DAS), 
Amrit was a Speech and Drama Instructor where she taught 
speech and drama, storytelling, oral communication and also 
confidence building courses to students from the upper and 
lower primary at the mainstream schools. In addition to teaching 
drama, she also has experience in staging student 
performances. 
  
Amrit Kaur Gill is currently a Senior Educational Therapist at the 
DAS. She works with children on a wide spectrum from primary 
to secondary level, where she encompasses them with literacy 
skills using the Essential Literacy approach (ELA).  She is also 
one of our Speech and Drama Arts (SDA) Instructors and 
contributing member of the SDA Programme. Together with the 
team, she took the main responsibility in developing our Literacy 
through Drama programme. 
  
Amrit has obtained a bachelor degree in Mass Communication.  
She has also obtained a Diploma in Educational Studies (Speech 
and Drama), awarded by College of Teachers, UK and current 
pursuing a Certificate course in Music & Movement awarded by 
the same educational institute. 
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Ms Shobana Vikiraman  
Educational Therapist and Drama Instructor @ DAS Bedok 
 
 
Shobana Vikiraman  is a Educational Therapist and Drama 
Instructor with the DAS and her students range from primary and 
secondary school levels. She has obtained a Diploma in 
Educational Therapy and a professional certificate in Speech 
and Drama Arts. Apart from her passion working with children, 
she has a keen interest in Drama Arts. She started out as a 
member in Poly Stage Factor ( Drama Club) during her time at 
Ngee Ann Polytechnic. Her passion and desire to contribute 
more to the performing arts allowed to her to be recognised and 
she was chosen to serve as a Vice President of Poly Stage Factor 
in 2009.  She have been involved in quite a number of theatre 
productions since then.  She is  thrilled to share this passion with 
our students here at the DAS.  She wishes to ignite the passion 
within each child and allow them to realise their true potential. 
Shobana is also a member of Register of Educational Therapists 
Asia (RETA). 
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MANPOWER FOR SPEECH AND DRAMA ARTS PROGRAMME IN 2015 
 

 
 

Drama 
Instructors 

Centres 
for  

SDA 
Classes 

Centre 
Based 

At 
Designation Programmes Taught 

Muzdalifah 
Hamzah 

Bishan Sengkang 

Core Team 
Member & 

Dual 
Specialist 

Drama, Music and Movement (in 
Term 4), Creative Drama and 
Literacy Through Drama (T1 – 
T4) 

Amrit Kaur 
Gill 

Tampines 
and Bedok 

Bedok 

Contributing 
Member & 

Dual 
Specialist 

Drama, Music and Movement 
class (in Term 4) 
Creative Drama and Literacy 
Through Drama (T1 – T4) 

Shobana 
Vikiraman 

Bedok Bedok 
Dual 

Specialist 
Creative Drama and Literacy 
Through Drama (T1 – T4) 

Mathana 
Subas 

Jurong 
Point 

Jurong 
Point 

Dual 
Specialist 

Creative Drama and Literacy 
Through Drama (T1 – T4) 

Corinne 
Ang 

Nil Senkang 
Dual 

Specialist 

Creative Drama Workshops in 
June 2015 
Creative Drama Workshop in 
Nov 2015 at Eunos Primary 
School  

Shaun 
Lim 

Nil Bishan 
Dual 

Specialist 

Creative Drama Workshops in 
June 2015 
Creative Drama Workshop in 
Nov 2015 at Eunos Primary 
School  

Farhana 
Muliadi 

Nil 
Chua  

Chu Kang 
Dual 

Specialist 
Creative Drama Workshop in 
June 2015  
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TEACHER QUALIFICATION AND TRAINING PATHWAY 
 

ABOUT PROFESSIONAL CERTIFICATE COURSE (PCC) TRAINING  
 
The PCC was designed for the Educational Therapists (EdT’s) who wish to complete a 
dual-specialisation in Speech and Drama Arts. The course provides the knowledge 
and skills required to teach Speech and Drama lessons.   
 
Course Duration: Total of 20 hours over 7 weeks  
 
At the end of the course, there will be a summative assessment leading to awarding 
a competent learner with a PCC Certificate. 
 
The assessment is based on: 
 

1. Teaching Practicum - 25 minutes 
2. Submission of a 1-hour lesson Plan 
3. 500 words Written Journal 

 
To further develop our SDA instructor’s professional qualification in the field, 2 
Educational Therapists completed their Diploma in Educational Studies (Speech and 
Drama) in 2014.  

Sessional SDA Instructors  

Training Pathway for Speech and Drama Arts dual specialists 
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QUALITY ASSURANCE FOR SPEECH AND DRAMA ARTS PROGRAMME 
 
How do we ensure and evaluate the quality of our Speech and Drama Arts 
Programme? 
 

1. Placement of students 
2. Evaluating our Students after each drama component is covered 
3. Quality of our Curriculum / Lesson Plans  
4. Teaching Quality of our Drama Instructors  
5. Parents’ Feedback 
6. Students’ Feedback  

 
PLACEMENT OF STUDENTS PRIOR TO THE START OF THE CLASS 
 

 This is to help the drama instructor in class management know the needs 
of the group and use the appropriate teaching methodologies. 

 Students from primary 1 to primary 6 are placed in our programme.   
 Lower primary students will be placed in the Creative Drama 

programme while the  upper primary students are placed in the Literacy 
Through Drama programme.  There will be a maximum of 8 students in a 
class.  

 The Educational Therapists teaching the MAP programme, are required 
to fill up the following information so that the drama instructors have 
prior knowledge about the students. 

 

Information Required 
Input by Educational 

Therapists 

1 
Standard scores (based on the last  annual 
testing 

  

2 
How would you grade the student’s speed of 
learning? For example,  ability to read Oxford 
Reading Tree books? (Fast, Mid, Slow) 

  

3 
What type of learner do you think he/she is? 
(Visual, Audio, Kinesthetic, Tactile) 

  

4 Is the student on any status?  (STAR Plus, IEP)   

5 
Any other comments about the student and his / 
her learning needs? 
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EVALUATING STUDENTS' PROGRESS 
 
The SDA team is using two different methods to evaluate the students. 
 
First Method - overall skills learnt in the specific module 
 
The method is by evaluating the students after each drama component is covered 
Students’ Evaluation (Post) 
 
1. Students will be evaluated on the last day of the specific lesson/ topics skills.   
 For example: 
 Tableaux - on 3rd lesson,  
 Miming -  on 2nd lesson,  
 Voice – on 3rd lesson… etc 
 
2. There will be a final presentation at the end of each level for parents to watch. 
 Students will be evaluated on overall skills learnt in the specific level.  
 
 A progress report will be given upon completion of each level to the parents. 
 
Evaluation Process 
 
During the evaluation process, these are some questions that SDA Drama Instructors 
would have to consider, in addition to the skill rubrics appended in this report. 
 
Q 1: What are our objectives for the programme?  
 

 enhance students' concentration skill 
 develop and enhance imagination and creativity 
 help identify students' inner strengths and inner talents 
 Develop effective communication and presentation skills 
 Increase proficiency in English language  
 increase confidence and build self-esteem 

 
Q 2: Is the evaluation process aligned with our objectives? 
 
Both the Creative Drama Programme and the Literacy Through Drama Programme 
cover 4 modules. Various skills are taught progressively in each module.   
For example, in the first module of the Creative Drama Programme, the students start 
off with the following skills: 
 
Tableaux (image theatre); Voice techniques; and Expressing Emotions. 
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Students' Evaluation method: 
 
 Use rubrics to evaluate for skills taught by the 10th lesson 
 Observations by teachers during class for lesson 1 - 8  and the final 

performance. 
 Student Progress Report  
 How is the score tabulated? Rubrics  
 
  

SPEECH AND DRAMA ARTS 
PROGRAMME 
 
PROGRESS REPORT  

Student: 
  

Date of commencement: 

  

BC No.: Learning Centre: 
  

Level: Educational Therapist: 
  

ABOUT THE SPEECH AND DRAMA PROGRAMME CONDUCTED AT THE DAS: 
  
Speech and Drama Arts is an effective means of developing our students’ talents and self-
confidence, which in turn can lead to a more positive self-concept for a student. Our goal is 
to provide an outlet specifically for DAS students to express themselves, their inner feelings 
and emotions and to demonstrate their talents in a fun and artistic way. 
We recognise that Drama is a powerful tool for self-development and we wanted to give 
dyslexic students the opportunity to improve their self-esteem through our structured drama 
classes focusing on language development,  communication skills and personal 
development 
 
Programme Objectives 

  Develop Literacy Skills 
 Improve listening & concentration skills 
 Foster self-awareness and self-esteem 
 Develop communication & presentation skills 
 Encourage teamwork 
 Develop problem-solving & decision making ability  
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 COMMENTS ON STUDENT'S PROGRESS   

Exploring Voice and Emotions Through 
Choral Reading 

Exceptional 
(4) 

Admirable 
(3) 

Acceptable 
(2) 

Attempted 
(1) 

Ability to use Imagination         

Body movement / Facial expression         

Voice and articulation: Expression, 
projection and clarity 

        

Able to show variety of emotions through 
physical and vocal delivery 

        

Group presentation& cooperation 
amongst peers  

        

Overall Points: (Max.20 points)          

Written comments based on rubrics:  

Ability to use Imagination:  

 

Body movement Facial expression:  

 

Voice and articulation: Expression, 
projection and clarity:  

 

Able to show variety of emotions through 
physical and vocal delivery:  

 

Group presentation & cooperation 
amongst peers: 

 

OTHER comments on student’s progress  

 

  
   
________________________ 
[Name of EdT] 
Educational Therapist: 
Date: 

  
   
________________________ 
Pushpaa Arumugam 
Asstistant Director for SES 
Enrichment Programmes: 
Date: 

  
   
________________________ 
[Name of CM] 
Centre Manager: 
Date  
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Exceptional 4 Admirable 3 Acceptable 2 Attempted 1 

ABILITY TO USE IMAGINATION  

Student consistently 
and imaginatively: 
React to imaginary 
sights, sounds, 
smells, tastes, and 
textures. 

Student usually: 
React to imaginary 
sights, sounds, 
smells, tastes, and 
textures. 

Student needs 
outside support, is 
rarely able to: 
React to imaginary 
sights, sounds, 
smells, tastes, and 
textures. 

Student does not 
agree to pretend 
Does not react to 
imaginary sights, 
sounds, smells 
tastes, and textures. 

BODY MOVEMENT FACIAL EXPRESSION  

Student is 
consistently able to: 
Modify posture, 
poses, gestures, 
movements, and/or 
walk, including 
High/medium/low 

levels 
Pose with an 

audience’s 
perspective in 
mind 

Use energy when 
modifying or 
adjusting body 
 
Use dramatic facial 
expression 
appropriate to 
thoughts and 
feelings of the 
character 
 
Expression 
exaggerated  for 
audience to see 
Body/face show 
dramatic tension 
 
Communicate 
consistent meaning.  

Student self corrects, 
is usually able to: 
Modify posture, 
poses, gestures, 
movements, and/or 
walk, including 
High/medium/low 

levels 
Pose with an 

audience’s 
perspective in 
mind 

Use energy when 
modifying or 
adjusting body 
 
Use dramatic facial 
expression 
appropriate to 
thoughts and 
feelings of the 
character 
 
Expression 
exaggerated  for 
audience to see 
Body/face show 
dramatic tension 
 
Communicate 
consistent meaning 

Student needs 
outside support to 
correct; is rarely 
able to: 
Modify posture, 
poses, gestures, 
movements, and/or 
walk, including 
High/medium/low 

levels 
Pose with an 

audience’s 
perspective in 
mind 

Use energy when 
modifying or 
adjusting body 
Use dramatic facial 
expression 
appropriate to 
thoughts and 
feelings of the 
character 
 
Expression 
exaggerated  for 
audience to see 
Body/face show 
dramatic tension 
 
Communicate 
consistent meaning  

No variation in body 
movement beyond 
actor neutral 
 
No facial expression 
Body/face do not 
communicate 
meaning  (the 
thoughts and 
feelings of the 
character) 
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Exceptional 4 Admirable 3 Acceptable 2 Attempted 1 

VOICE AND ARTICULATION: EXPRESSION, PROJECTION AND CLARITY:  

Reads smoothly with 
some breaks, but 
self-corrects with 
difficult words and/ 
or sentence 
structures. 
 
Reads with good 
phrasing; adhering 
to punctuation, stress 
and intonation. 
  
Could hear the 
whole phrase each 
time perfectly and 
there was no 
unnecessary yelling. 
Audible throughout. 

Reads with 
occasional breaks in 
rhythm. The reader 
has difficulty with 
specific words and/
or sentence 
structures. 
  
Could hear most of 
the phrase, but there 
was either yelling or 
a normal voice level. 
 
Generally audible 

Reads with extended 
pauses or 
hesitations. The 
reader has many 
“rough spots.” 
  
Reads in two or 
three word phrases, 
not adhering to 
punctuation, stress 
and intonation. 
  
Could not hear 
phrase very well 
from the back of the 
room. 
 
Audibility dropped a 
couple of times. 

Frequently hesitates 
while reading, 
sounds out words, 
and repeats words 
or phrases. The 
reader makes 
multiple attempts to 
read the same 
passage 
   
Could hardly be 
heard 

ABLE TO SHOW VARIETY OF EMOTIONS THROUGH PHYSICAL AND VOCAL DELIVERY:   

Student consistently 
& imaginatively 
demonstrated a 
great variety of 
emotion and very 
realistic. 
  
Student is able to 
stay in character 
and consistently 
portrays relevant 
emotions throughout 
class performance. 
 
Communicates the 
character's 
emotions. 
  

Student usually 
demonstrated good 
variation of with 
emotional levels. 
Very few spots that 
were lacking focus. 
  
Student is able to 
stay in character 
and inconsistent in 
portraying relevant 
emotions through 
almost all class 
performance. 
 
Can hear a unique 
voice true to the 
character's emotions. 

Student 
demonstrated weak 
commitment , one 
dimensional, very 
little focus, very little 
emotional variety 
and few levels. 
  
Student did not have 
a distinct character 
and broke character 
several times with 
inaccurate emotions. 
 
Voice not 
representing 
character's emotions. 
  

Student has to 
improve on 
emotional 
commitment and  
energy. 
  
Student did not 
portray his/her 
character and the 
emotions. 
 
Voice is not true to 
character's emotions 
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Exceptional 4 Admirable 3 Acceptable 2 Attempted 1 

GROUP PRESENTATION & COOPERATION AMONGST PEERS  

The student actively 
participated in the 
group presentation. 
The student is 
always willing to 
complete assigned 
tasks and works well 
with others. 

The student helped 
in the group 
presentation. 
The student is 
sometimes willing to 
complete assigned 
tasks and works 
somewhat well with 
others.  

The student 
somewhat 
participated in the 
group presentation 
but lack of initiative. 
The student is rarely 
willing to complete 
assigned tasks and 
sometimes works 
well with others.  

The student did not 
participate in the 
group presentation. 
Or teachers were 
not able to hear or 
understand them. 
The student does not 
show willingness to 
complete assigned 
tasks and does not 
work well with 
others.  

CONSOLIDATED TERMLY PROGRESS SCORES 2015 
 
For students attended the Creative Drama and Literacy Through Drama 
 
These are percentage scores taken from our students' termly progress reports across 
4 terms in 2015.  As students move up to the next level, it is apparent that some 
showed steady improvement while others may be good in one skill but not the other. 
As the drama skills taught in the programme is cumulative and progressive in nature, 
it is expected for the scores to fluctuate, depending on the students' competency 
level for a certain skill/s. 
 
Unlike other programmes that have pre/post test results, taking tab on the scores 
every term give our teachers an overview of how our students are doing. This will 
allow our teachers to work on those students who require more help in the next 
school term.   
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Student # Term 1 Term 2 Term 3 Term 4 

Student 1 75% 60% 70% 71% 

Student 2 72% 85% 80% 71% 

Student 3 65% 60% 70% 63% 

Student 4 80% 65% 80% 71% 

Student 5 63% 75% 70% 63% 

Student 6 61% 65% 60% 60% 

Student 7 58% 70% 65% 50% 

Student 8 80% 75% 90% 83% 

Student 9 70% 60% 70% 63% 

Student 10 63% 85% 70% 71% 

Student 11 59% 75% 65% 71% 

Student 12 58% 65% 70% 67% 

Student 13 59% 70% 65% 58% 

Student 14 70% 80% 80% 83% 

Student 15 60% 65% 70% 63% 

Student 16 70% 70% 85% 83% 

Student 17 65% 75% 70% 88% 

Student 18 100% 90% 100% 83% 

Student 19 95% 90% 95% 95% 

Student 20 N.A 55% 70% 63% 

Student 21 70% 65% 80% 80% 
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Second Method - Southampton Emotional Literacy Scale (SELS) Survey 
 
Being a programme which promises to heighten self-esteem and self-confidence 
level of its students, SDA needs a tool to measure the efficacy of its objectives. The 
Southampton Emotional Literacy Scale was selected in Term 4 2014 to be the tool to 
measure our students' emotional literacy level. There is an increased awareness to 
discover students' strengths and weaknesses in the area of emotional literacy.  
 
SELS touches two components;  
 

i)  personal competence and  
ii)  social competence.  

 
There are 3 types of checklists designed to assess the emotional literacy of our 
students;  
 

i)  parent's checklist, 
ii)  student's checklist and  
iii)  teacher's checklist.  

 
The checklists contain statements that seek the views of the student, parents or care-
giver and teacher on the emotional literacy of the student.  
 
PROGRAMME EVALUATION DESIGN 
 
To determine if students had benefited from attending SDA programme, the SDA 
team started collecting data from SDA students through questionnaires from The 
Southampton Emotional Literacy Scale (SELS) in Term 1, 2015.  
 
SELS questionnaires were used to measure our students' emotional literacy level. The 
SELS questionnaires was developed by Southampton Psychology Service, which 
thoughtfully adapted Goleman's (1996) categorisation of skills and competences that 
were relevant and will contribute to the emotional and social development of 
children.  
 
The stacked Venn diagram below illustrates the relationship of the 2 dimensions of 
emotional literacy. The three lilac circles represented the Personal Competence 
dimension, which is about how the students manage themselves in terms of these 
abilities: self-awareness, self-regulation and motivation. 
 
The next dimension is the Social Competence dimension, which is represented by the 
two violet circles. Social Competence comprises of empathy and social skill, hence it 
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concerns with how students manage relationship with others. 
 
The SELS kit comes with 3 sets of checklist - Parent's Checklist, Teacher's Checklist and 
Pupil's Checklist. For the purpose of this  
 
Being a programme which promises to heighten self-esteem and self-confidence level 
of its students, SDA needs a tool to measure the efficacy of its objectives. The 
Southampton Emotional Literacy Scale (SELS) was selected in Term 4 2014 to be the 
tool to measure our students' emotional literacy level. There is an increased 
awareness to discover students' strengths and weaknesses in the area of emotional 
literacy.  
 
Participants 
 
A total of 38 students across the 3 centres (Bishan, Jurong Point and Bedok) were 
invited to participate in the SELS survey. Out of the 38 students, 27 students are new 
to the SDA programme.  
 
The survey was done by SDA teachers during the staggered break times in class. This 
allowed the teacher to go through the questionnaire one-to-one with student as some 
may have difficulty reading or comprehending the questions.  



336                      Dyslexia Association of Singapore 
 www.das.org.sg 

DAS Handbook 2016 

The findings from this survey exercise will reflect the perception of the SDA students 
before and after attending the programme. Thomson (2009) mentioned that if 
children with dyslexia could overcome the "I am dyslexic and I can't do it" attitude, 
then it would increase their self esteem and determination to succeed. For these 
children, having an improved perception of self could give them a better chance to 
succeed in school and life (Humphrey ,2002), hence, they need to feel supported 
(Eadon, 2005, Casserly, 2013). 
 
Data Collection 
 
The data was collected in Term 1, 2015, when the students just started their SDA 
class and once again in Term 4, 2015 when they are completing the programme. 
The duration of the programme is 1-year. Due to the nature of the programme that 
receives new students in Term 1 - Term 3, it is more credible to use data from the 16 
students who had gone through the questionnaires twice,  in Term 1 and Term 4. 
 
In term 1, the questionnaires were conducted in  between Week 1 and  Week 5. As 
for Term 4, it was taken after the SDA year-end performance. 
 
The data collected will be a basis for enhancements to our programme, curriculum 
and delivery of lessons so that we can better support our students. 
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Findings 
 
The pre and post scores were collated for the first time with 21 SDA students that 
followed through the programme from Term 1 until Term 4 in 2015.  The table below 
shows the comparison of pre and post scores from the SELS questionnaire that our 
students participated in. 
 
Comparison of Pre & Post SELS scores. 
 
From the table, it suggests that SDA programme enhanced the level of social 
emotional literacy level of some students, mainly the new students who had attended 
the programme for 1 year. 
 
In addition to students' checklist, we have also gathered SDA Drama Instructors' 
feedback on the students. The teacher's checklists for Student 4 and Student 9 are 
extracted and included below to show a comparison of two students who attended 

the programme from Term 1 till Term 4.  
 
PROFILE OF STUDENT 4 
 
Student 4 was diagnosed with dyslexia and is receiving remediation at one of DAS 
centres. She is also receiving Speech and Language Therapy in DAS. Her interest to 
perform on stage was discovered by her mother and hence, SDA was a good 
platform for her to develop her interest. She was observed by SDA teacher as one 
who was truly committed towards performance and receptive towards feedback. 
However, her social awkwardness around her peers was still apparent at the end of 
the year, which resulted in lower score in Term 4. 
 
PROFILE OF STUDENT 9 
 
Student 9 is also diagnosed with dyslexia and is receiving remediation at one of DAS 

Teacher's Checklist 

Student #: TC Pre-SDA: TC Post-SDA: Difference: 

S4 57 50 -7 

S9 47 66 19 
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centres. He started out in SDA class as a quiet boy, and that was one of the reasons 
for his mother to enrol him into the programme. Over the four terms, Student 9 was 
seen participating more in class and contributed with enthusiasm during discussions. 
An encouraging progress for a student who has dyslexia and wit a family history of 
it.  
 
DISCUSSION 
 
This present report  supports the notion that students can benefit from attending SDA 
programme. At this infancy stage, the current result is a good indicator for SDA 
teachers, the organisation and stakeholders that the programme is well-aligned to 
one of its objective, that is to enhance students' social emotional development. 
 
Researchers had mentioned that there is significant implication between the social-
emotional competencies of a child and his/her predictor of academic success 
(Joronen et.al., 2011; Ashdown and Bernard, 2012; Casserly 2013).  When self-esteem 
and confidence level increase, the child will develop a strong sense of self (Faupel, 
2003), peer relations (Humphrey 2002) and protects him/her in later years from 
violence and crime, teenage pregnancy and drugs and alcohol abuse (Joronen et. 
al., 2011).  
 
However, there is still room for improvement for the SDA team in many areas when it 
comes to collecting and presenting the data.  
 
The data was collected in 2015, and it included responses from who had attended 
the programme from 2014 and continued in 2015. Hence, the scores may not be very 
well represented. The scores could be skewed by these students who had reaped 
the benefit of SDA programme earlier. This could also be the possible reason for the 
little progress in the Post-SDA score for the same group of students. 
 
Another area to look at would be the way data was collected. It could be improved 
to lessen time taken to administer the questionnaires to the students and to tabulate 
the scores. With that, the team will be looking at creating a new checklist with 
statements that are easily understood for our students.  
 
FEEDBACK FROM PARENTS  
 
SDA - Creative Drama Programme Term 1, 2015 (10 Jan - 14 Mar) 
Centres: Bishan, Bedok and Jurong Point  
 
The  total enrolment from 3 centres in term 1 was 38 students. Out of the 38 parents, 
19 submitted their feedback form. Below is the breakdown based on the feedback 
received: 
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YES NO 
Don’t 
Know 

% PARENTS' REMARKS 

1. Does your child enjoy the programme?  

22 0 0 100% 1. Yes- No issues coming to class every week.  

2. Has the programme been beneficial to your child?   
  
If yes, which area have seen any progress: e.g. confidence level, reading ability, able to 
understand instructions better, etc.   

22 0 0 100% 

1. Yes - confidence level 
2. Yes - Reading ability has improved; loves to perform 

with better confidence. 
3. Yes -Confidence 
4. Yes - Confidence in speech 
5. Yes - confidence level 
6. Yes - confidence level 
7. Yes - confidence level has improved since he has joined 

this programme 
8. Yes - improved her speech, expression and social 

interaction. 
9. Yes - improved confidence level, can read better, acting 

skills improved too. 
10. Yes - She has better self-confidence.  

3. Overall, are you satisfied with the programme? 
  
a. If yes, which is the part you are most satisfied with the programme 
b. If no, how could we improve the programme.  Please suggest. 

22 0 0 100% 
1. Yes - Giving him a chance to open up and express 

himself, not many of such chance in MOE schools. 

4. Would you like your child to continue this programme?  Any other suggestions?  

22 0 0 100% 
1. Good job! Two thumbs up! 
2. DAS is doing a great job helping dyslexic children. 

Thank you very much!  
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SDA - Creative Drama Programme  Term 3, 2015 (4 July - 5 Sept) 
Centres: Bishan, Bedok and Jurong Point  
 
The total enrolment from 3 centres in term 3 was 40 students. Out of the 40 parents, 
20 submitted their feedback form. Below is the breakdown based on the feedback 
received: 

 
 
STUDENTS ENROLMENT IN SPEECH AND DRAMA ARTS PROGRAMME 
 
We closed the year 2014 with 28 students in our SDA programme.  Few factors 
contributed to the gradual growth in our enrolment.  Our new initiative to conduct 
trial classes at Bishan, Bedok and Jurong point learning centres, opening classes at 
Bedok learning centre and starting a new programme - Drama, Music and 
Movement for the preschool students have definitely contributed to the growth in our 
enrolment. 
 

QUESTIONS ASKED YES NO NOT 
SURE % 

PARENTS' 
REMARKS 

1. Does your child enjoy the 
programme?  

20 0 0 100 %   

2. Has the programme been 
beneficial to your child?   
If yes, which area have seen any 
progress: e.g. confidence level, 
reading ability, able to 
understand instructions better, 
etc.   

20 0 0 100 %   

3. Overall, are you satisfied with 
the programme? 
  
a. If yes, which is the part you 
are most satisfied with the 
programme 
  
b. If no, how could we improve 
the programme.  Please 
suggest.  

19 0 1 95%   

4. Would you like your child to 
continue this programme?  

20 0 0 100 %   
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Muzdalifah Hamzah  
Senior Educational 
Therapist & Drama 
Instructor  

GG was the youngest in my class. He joined SDA in 2014 
when he was in K2. He was very quiet and often kept to 
himself. Refused to speak to his friends and teacher. He 

had difficulties reading his lines. Not able to follow 
instructions well and has poor coordination issues. 

Now, GG is often seen sharing stories with his big 
‘sisters’ and ‘brothers’ in class. He comes to class 

always eager to act out scenes and saying his lines 
clearly. At times, he would bring along his own props 

too! 

YY joined SDA in 2014. Back then he was rather 
reluctant to participate in activities. He also had 

difficulties in controlling his emotions, often reacting 
impulsively with inappropriate use of language. He also 

had trouble working with his peers.  

Now, he is a cheerful student who enjoys sharing 
stories with his peers. He has also shown much 

improvement in his ability to focus. He cooperates well 
in class and follows instructions well. 

When SS first joined my SDA class in 2015, he refused 
to take up challenging tasks and used to be awkward 

around peers.  

Now, SS has become more vocal, willing to take up 
roles with more lines and is able to pace out his words 

for clarity when reading his lines or speaking to 
anyone. 

At the same time, through this programme, SS has 
established good rapport with his SDA classmates. 

Amrit Kaur Gill 
Senior Educational 
Therapist & Drama 
Instructor 

Shobana Vikiraman  
Educational Therapist 
& Drama Instructor  

FEEDBACK FROM SDA'S DRAMA INSTRUCTORS 
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BURSARY FOR STUDENTS  
 
Report on utilisation of Community Foundation of Singapore (CFS) funding 
 
In the year 2015, Community Foundation of Singapore funded the SES Speech and 
Drama Arts programme.  The fund greatly helps to support our students who needs 
further financial support to enrol themselves in enrichment programmes such as 
Speech and Drama.   
 

Centre Term 1 Term 2 Term 3 Term 4 

Bishan 16 15 13 17 

Bedok 14 19 17 17 

Jurong Point 8 8 10 8 

Tampines       4 

Total 38 42 40 46 

TERM 1 TERM 2 TERM 3 TERM 4 

% 
Student 

No. 
Amt 

Student 

No. 
Amt 

Student 

No. 
Amt 

Student 

No. 
Amt 

100% 3 963.00 2 642.00 2 642.00 2 642.00 

90% 7 2022.30 8 2311.20 9 2600.10 18 2311.20 

75% 2 481.50 2 481.50 4 963.00 3 722.25 

50% 0 0 0 0 2 321.00 2 321.00 

33% 1 105.93 2 211.86 2 211.86 1 105.93 

Total 13 3572.73 14 3,646.56 19 4737.96 16 4102.38 
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EVENTS CONDUCTED BY THE SDA TEAM 

Events No. Dates 
Estimated 
number of 

participants 

8 SDA Trial Classes 

Term 1     

Bishan 1 Mar 2015 13 

Bedok 7 Mar 2015 9 

Jurong Point 8 Mar 2015 8 

Term 2     

Bishan 23rd May 7 

Term 4     

Bishan 7 Nov 2015 4 

Jurong Point 7 Nov 2015 6 

Bedok 14 Nov 2015 3 

Tampines 14 Nov 2015 3 

3 Students Workshops 

Jurong Point  22 - 25 June 5 

Tampines 22 - 25 June 4 

Bishan 24 - 26 Nov 9 

Insets for Internal Staff  1 8 April 2015 60 staff 

Talk for Singapore Poly 
Students - majoring in 
Drama and Psychology  

1 17 Nov 2015 15 students 

Tips Talks 1 7 Mar 2015 1 parent 

School Project 1 

12, 13 & 16 Nov 
2015 

At Eunos Primary 
School 

28 students 
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SPEECH AND DRAMA ARTS PROGRAMME - YEAR-END STUDENT PRODUCTION 2015 
 
The aim of the DAS Speech and Drama Arts Programme is to help students with 
dyslexia, develop communication, language and social emotional skills through 
highly interactive and engaging Drama activities and stage performances. 
 
On 27 November 2015, 35 children across 3 Learning Centres aged between 7 and 
13 graced a 45 minutes staged play at the MDIS Auditorium. Dolled up in make-up 
and costumes, the Speech and Drama Arts (SDA) students of Dyslexia Association of 
Singapore (DAS) put up a 45 minutes spectacular showcase of Singapore’s History. 
Paying attention to every intricate detail of the character traits of our fore fathers, the 
students gave their best in portraying the various roles given to them. It definitely 
wasn’t an easy task for them in putting themselves in the shoes of these unsung 
heroes during that era.  
 
The performance consisted of 24 scenes depicting Singapore's story from how 
Singapore got her name and Sir Stamford Raffles establishing Singapore as a 
trading post and the struggles and challenges Singapore faced after the 
independence in 1965.  The play ended with the creation of our National identity 
that developed rapidly and reached heights within 50 years of independence. 
 
The show started off with our young SDA students from  Bishan Learning Centre on a 
voyage, where they made the discovery of the majestic Lion. After which our upper 
primary students took the stage as traders establishing Singapore as a trading post. 
Our young Sir Stamford Raffles and William Farquhar did an amazing job in putting 
up a formal stance in both their posture and tone. As the light blacked out, students 
from Bedok and Jurong Point learning centres took centre stage for part  2 of the 
performance  named “Did we make it?” . The play started out with a poem depicting 
the end of war in 1945. It then moved to the introduction of Mr Lee Kuan Yew and his 
progression to Singapore’s first elected prime minister. The play also featured some 
historical events such as the composing of our National Anthem in 1958 and our 
Pledge in 1966. 
 
The students had put in a whole lot of effort in depicting the behavioural traits of the 
various politicians. Initially, it was challenging for them to play the role of our 
founding fathers due to the lack of exposure.   Therefore, learning the vocal and 
physical expression required much focus and practice. However, our students 
overcame the fear of reading or memorising the lines with the help of our drama 
instructors who are also our Educational Therapists  
 
It is worth mentioning about our two youngest performers, Chew Wei Yu, 7, a student 
at Bishan Learning Centre and Goh Yu Jie, also 7-year old from Jurong Point 
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Learning Centre . As compared to how they were when they joined the programme, 
they were more vocal and expressive.  They take the teacher’s comments and work 
on it to improve themselves.  
 
The SDA students rehearsed every Saturday, during their 1.5 hours class time. We 
can proudly say that it took them 14 days and a total of 25 hours for them to perform 
this impressive dramatic piece.  
 
For the first time, we created a platform for our students to perform in front of a 
large group of audience – estimated 120 as compared to the previous ones, where 
the students will perform for their own parents – maximum 30, within their own 
centre, in a small confined area. 
 
As the team believe that creating opportunities for our students to perform in front of 
a large group of audience will build our students' self-confidence and foster self-
esteem, we have planned to make this an annual event for the DAS Speech and 
Drama Arts Programme.   
 
Look forward to our young and confident performers once again showcasing a 
stupendous performance in November 2016. 
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FUTURE DIRECTIONS  
 
1. School Projects 
 
We started receiving requests from some primary schools for drama workshops to 
be conducted for the students who are weak in reading, expressing their thoughts 
and lack in confidence.   
 
Knowing that our Speech and Drama Arts programme will benefit students facing 
such issues, also with the intention of reaching out to more students outside the DAS, 
the SDA team conducted a 3-day workshop at the Eunos Primary School in November 
2015. 
 
The team intends to continue this effort in the coming years so that not only students 
who come to our learning centres will benefit from the programme but also many 
other students in the mainstream schools who have similar specific learning 
differences would benefit too. 
 
2.  Curriculum 
 
Assure the quality of our curriculum by continuously reviewing it. 
 
Infuse technology into classroom.  
 
3.  Marketing 
 
Marketing efforts need to be improved.  E.g.  Videos to be played at learning 
centres that has monitors; Promote e-marketing and educating the internal staff 
about our programme and its objectives for our students at the DAS. 
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Children start to learn language from the day they are born. As they grow and develop, 
their speech and language skills become increasingly complex. Children with speech and/
or language difficulties will find it difficult to express and make others understand what 
they want to communicate. 
  
Children with dyslexia and other specific learning differences often have associated 
speech and language difficulties. These include delayed speech and language 
development, inaccurate articulation and poor language skills. The child may be intelligent 
but have a speech and language problem. This will slow down his learning and can be 
very frustrating for the child and his parents. 
  
DAS Speech-Language Therapists (SLTs) are qualified professionals who assess, diagnose 
and provide intervention for speech, language and communication-related difficulties in 
children. A Speech and Language assessment helps to find out if a child’s speech and 
language ability is age-appropriate. It also identifies individual language strengths and 
weaknesses. An individual intervention plan is then tailored according to the profile of the 
child obtained from the assessment. 
  
Depending on the child's needs, Speech and Language therapy is conducted individually 
or in small groups. SLTs aim to build up the child’s fundamental speech and language skills 
to support his learning in school. Therapy is carried out in a child-friendly, lively and bright 
environment. Language is aided and enhanced through fun and functional activities. 
  
DAS SLTs also provide awareness talks and workshops in the area of speech and 
language difficulties. 
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SPEECH AND LANGUAGE THERAPY  
 
“There is a commonality between some aspects of Specific language impairment 
(SLI) and dyslexia, so it is hardly surprising that most children with SLI go on to show 
the type of dyslexia associated with poor language development.  Much of our early 
reading is based on guesswork, knowing what words might fit into the sentence you 
are reading, and clearly the more fluent your language, the more likely you are to 
be successful.  Reports of the prevalence of dyslexia in cases of early language 
impairment range from 25-90% (Tomblin et al., 2000)”  (Fawcett, 2012, p.473) 
 
The Dyslexia Association of Singapore (DAS) recognises the importance of Speech 
and Language therapy for the diagnosis and intervention of specific learning 
differences in the Singapore mainstream school population. Currently, DAS has four 
Speech-Language Therapists (SLTs) of which one is a senior therapist, all of whom 
are fully registered with the Allied Health Professions Council (AHPC). They work 
across four learning centres to serve a percentage of the student population who 
are diagnosed with dyslexia and attending DAS classes across Singapore. DAS SLTs 
also work with children who are diagnosed with other learning difficulties such as 
dyspraxia, speech and language impairment and/or autism spectrum disorder. 
 
The description of Speech and Language Therapy as prescribed in the Second 
Schedule of the Allied Health Professions Act 2011 opens in a new window states 
that “Speech and Language Therapy involves the assessment, diagnosis, treatment 
and management of communication disorders.” Communication encompasses 
spoken and symbolic representations of language (i.e. written, pictorial, signed), and 
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takes into consideration hearing, auditory processing, understanding, expressive 
language, articulation, fluency, resonance, voice, prosody, non-verbal and social 
skills.” 
 
At DAS, SLT’s work on improving listening, understanding, speaking skills and social 
skills which are critical components in the development of language in children 
whereas the Educational Therapists work on improving the children’s reading and 
writing (literacy) skills which are critical in the development of written language. 
 
Several studies (McArthur, Hogben, Edwards, Heath, & Mengler, 2000; Catts, Adlof, 
Hogan, & Weismer, 2005; Snowling, Gallagher & Frith, 2003; Stothard, Snowling, 
Bishop, Chipchase, & Kaplan, 1998) have found evidence to explain the association 
between language impairment and reading difficulties. Studies by Nathan, 
Stackhouse, Goulandris, and Snowling (2004) and Raitano, Pennington, Tunick, and 
Boada (2004) found that children who showed additional language difficulties or 
persistent phonological impairment showed lower literacy. 
 
In 2010, the American Speech-Language-Hearing Association (ASHA) issued an 
official policy statement addressing the roles and responsibilities of speech-
language pathologists (SLPs). The statement has highlighted the interrelationship 
between language and literacy. It states that “Current research supports the 
interrelationships across the language processes of listening, speaking, reading, and 
writing. SLPs contribute significantly to the literacy achievement of students with 
communication disorders, as well as other learners who are at risk or those who 
struggle in school settings.” 
 
Hence, the DAS SLTs aim to remediate students’ speech, language and 
communication needs, to enable them to reach their full potential in accessing the 
MOE-Aided DAS Literacy programme (MAP) at DAS as well as the mainstream 
curriculum at school. 
 
DAS SPEECH-LANGUAGE THERAPISTS (SLTS) –  OUR BACKGROUND AND EXPERTISE 
 
Choo Ling Fong holds a Master of Science (Speech and Language Pathology), as 
well as a Bachelor of Social Science (Honours, in Psychology) from the National 
University of Singapore. Formerly a psychologist with the DAS, she noticed how poor 
language skills are linked to literacy difficulties, and felt strongly that intervention 
needs to target both language and literacy. This motivated her to become a speech-
language therapist. Ling Fong is registered with the Allied Health Professions 
Council. Her clinical work involves working with pre-schoolers to students in 
secondary school. She is also active in sharing with colleagues and members of the 
public on identifying children with communication difficulties and how speech and 
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language therapy could be beneficial through DAS Academy courses and 
presentations at outreach activities. Ling Fong presented a poster on “Vocabulary in 
Written Narratives of Typically Developing and Language Impaired Bilingual 
Children" at the Speech Pathology Australia National Conference in 2013.  
 
Elizabeth Lim graduated from the National University of Singapore with a Master of 
Science degree in Speech and Language Pathology and is Allied Health Professions 
Council (AHPC) registered. Her work involves providing speech, language and 
communication assessment and intervention services to children with specific 
learning differences. She provides speech and language therapy services to children 
between the ages of 5 and 16 years, and conducts Social Skills workshops. She also 
has 18 years of experience working with children from birth to 8 years of age, their 
parents and early childhood educators (ECE), including ECE teacher training. She has 
a Master of Education degree in Special Education from the Nanyang Technological 
University and a Graduate Diploma in Early Childhood Care and Education from 
Advent Links-SAUC. She especially enjoys working with parents and early childhood 
educators to develop children’s speech, language and literacy skills. 
 
Ho Shuet Lian is a Senior Speech-Language Therapist at DAS. She graduated from 
the National University of Singapore with a Master of Science degree in Speech and 
Language Pathology. She completed a Master of Business Administration (MBA)
programme from the University of Leeds with Distinction. She is a member of Speech 
And Language Therapy Singapore (SALTS) and is Allied Health Professions Council 
registered (AHPC). Her work involves providing speech, language and 
communication assessment as well as intervention services to children with specific 
learning differences. Her clinical experience includes working with children between 
the ages of 5 and 16 years. She provides advice and clinical support to educational 
therapists and newly qualified speech-language therapists at DAS. She enjoys 
working with parents to develop children’s speech, language and communication 
skills. She conducts social skills workshops as well as gives talks on speech, 
language and communication difficulties faced by children with specific learning 
differences. In 2009, she presented her research findings on “Differentiating 
Developmental Dyslexia Subtypes in Singapore: A Reading and Spelling Test 
Battery” at the ‘Updates on Managing Dyslexia’ conference organized by the 
Education Division of Tung Wah Group of Hospitals and the University of Hong Kong. 
In 2010, she presented another research finding at the ‘Specific Learning Differences’ 
conference organized by DAS on the use of Oral Language Therapy to improve the 
outcomes for students with dyslexia.  
 
Sharon Reutens is a graduate of the National University of Singapore with a Master 
of Science (Speech and Language Pathology) and is currently pursuing a Master of 
Social Science (Professional Counselling). Formerly a Human Resources Consultant, 
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she made a mid-career switch to follow her passion of working with children in 
mainstream schools, with speech and language difficulties. She noticed how poor 
language skills are linked to difficulties which compromised on children realizing 
their full potential. Sharon is registered with the Allied Health Professions Council. 
Her clinical experience involves working with pre-schoolers to students in secondary 
school, both onsite at DAS and offsite at schools. She shares actively with her co-
workers, parents, teachers and members of the public on identification of and 
speech-language intervention for children with communication difficulties within DAS, 
via partnerships through conducting presentations at the DAS Academy and 
outreach activities. In 2013, Sharon presented a poster on "Syntactic Complexity and 
Use of Connectives in Written narratives of Primary 5 students in Singapore – 
Comparing performance of Specific Language Impairment (SLI) students with 
typically developing students" at the Speech Pathology Australia National 
Conference.  
 
It may be seen from our backgrounds and expertise that Speech-Language 
Therapists at DAS are a highly trained and resourceful team, able to provide the 
best possible support for children in need. 
 
SPEECH AND LANGUAGE THERAPY STUDENTS  
 
Our students were between the age of seven and sixteen years old. They attended 
one-hour weekly individual or group speech and language therapy at one of the 
DAS Learning Centres, namely Bishan, Jurong Point, Parkway Parade and 
Woodlands. Most of the speech and language therapy students were also attending 
the MOE-Aided DAS Literacy Programme at DAS. 
 
Student enrolment 2015 

 
Number of students on bursary 2015 

Term 1 Term 2 Term 3 Term 4 Total 

72 80 83 106 341 

  Term 1 Term 2 Term 3 Term 4 Total 

Tote Board funded 33 34 35 31 133 

DAS funded 14  19  14 17 64 
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SPEECH AND LANGUAGE ASSESSMENTS 
 
The speech and language assessment assesses a student's speech as well as his/
her receptive and expressive language abilities. It identifies individual speech and 
language strengths and weaknesses. Each assessment includes an interview with the 
child’s parents to obtain case history as well as the completion of standardised 
assessments such as Clinical Evaluation of Language Fundamentals® - Fifth Edition 
(CELF-5) by the student. CELF-5 is a comprehensive and flexible assessment to assess 
a student’s language and communication skills, determine the presence of a 
language disorder, describe the nature of the language disorder and plan for 
intervention. All the assessments done during the year were partially funded by Tote 
Board. Tote Board manages its grant making activities from the gaming surpluses 
generated from the operations of Singapore Pools and Singapore Turf Club; and the 
collection of casino entry levy from the two integrated resorts in Singapore to help 
the vulnerable groups and improve the lives of all in Singapore. 
 
Number of speech and language therapy assessments completed 2015 

 
EVENTS  
 
In 2015, we were able to run an exceptional number of events which involved the 
Speech-Language Therapists in reaching out to the community, children and their 
parents.   
 
April: Preschool Seminar 2015 
 
The Preschool Seminar 2015: Support the Learning Needs of Preschool Children was 
held on 25 April 2015, at the Singapore Post Centre Theatrette from 9:30 a.m. to 
1p.m.. The panel of speakers included Dr. Hugh Catts, Professor and Director of the 
School of Communication Science and Disorders at the Florida State University; Mr. 
Chua Weng Foo, a parent of a child with dyslexia, as well as DAS preschool 
Educational Therapists and SLT. The discussion was well-rounded with Dr. Hugh Catts 
who is an expert in early education and language and author of DIBELs, presenting 
on research findings across different domains pertaining to early identification of 
reading disabilities, DAS staff sharing strategies on how to nurture children's speech, 
language and literacy skills; and Mr. Chua sharing on his perspectives as a parent.  
 

Term 1 Term 2 Term 3 Term 4 Total 

8 8 4 10 30 
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Ms. Choo Ling Fong presented on the topic: It takes a village to raise a child - 
developing a child's speech and language abilities. Her presentation highlighted the 
key developmental milestones of a child, possible difficulties with communication 
and strategies for parents and teachers to promote speech and language 
development. 
 
The seminar was well-received by parents and educators, with several participants 
coming forward to find out more about speech and language therapy after the 
seminar. 
 
May: Signposts for building better behaviour 
 
The 5-session Signposts programme was conducted at Rex House in late April-May 
2015. DAS Academy invited Ms. Ho Shuet Lian to conduct 2 sessions of the 
programme together with the Assistant Director of MOE-Aided DAS Literacy 
Programme (Admissions), Ms. Lois Lim. The two Signposts facilitators worked closely 
with the 10 participants to impart behavioural management skills with the aim to 
reduce the challenging behaviours displayed by their children. The sessions were 
filled with lively discussions and sharing of interesting ideas amongst the participants 
and the Signposts facilitators. One of the parents shared that her child often had 
emotional meltdowns.  The Signpost facilitator suggested to teach and demonstrate 
to the child the words/phrases he could use to verbalise his needs and wants 
instead of acting out and praise the child for exhibiting the expected behaviour. It 
was a successful interdepartmental collaboration between the Psychologist team 
and the SLT team.  
 
June: Social Skills Workshop for K2 to P2 students 
 
The Social Skills Workshop for K2 to P2 students was conducted by Ms. Choo Ling 
Fong and Ms. Elizabeth Lim from 2nd to 5th June 2015, at the Tampines Learning 
Centre. The workshop ran for 1.5 hours each day in the morning. Five participants 
took part in the workshop which introduced topics such as basic conversational skills, 
bullying and anger management and teamwork. Although similar in ages, the needs 
of each child were different and the content was thus adapted for each child. 
Parents raised concerns over separation anxiety; child's very shy personality which 
made it difficult for the child to make friends; child was too outspoken, had poor 
turn-taking skills and often interrupted conversations at the wrong time. 
 
The content was simplified for a K2 participant who showed significant delays in his 
understanding of basic concepts.  PowerPoint slides were printed for him and the 
key points were highlighted. Other adaptations made were 1-1 attention, checking 
for understanding (WH questions) and paraphrasing to help other participants to 
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understand concepts. More pictures and less words were used in the notes and 
PowerPoint slides to facilitate the child's understanding when the participant 
appeared to be a poor reader. Participants were allowed to draw on worksheets 
instead of writing words to demonstrate their understanding. 
 
To help reinforce what was introduced in the workshop, the SLTs updated parents 
individually at the centre, on what was covered that day and shared tips on what 
they could do at home. Information sheets for parents were also given out for each 
student. Additionally, a checklist of the child's abilities as observed in sessions was 
sent home after the last session.  
 
The workshop received positive feedback from the parents. One parent reflected 
that although her son was usually resistant to new settings, he adapted well and 
enjoyed the sessions. Another parent noticed that his son has tried to apply the 
social skills taught in the session. One other parent liked the summary worksheets 
and hand-outs, as she could reinforce the concepts learnt at home.  The checklist 
used during the social skills workshop is overleaf. 
 
July and October: Certificate in Understanding Speech and Language 
Impairment 
 
The Certificate in Understanding Speech and Language Impairment is a certificate 
course run by the DAS Academy. It is a 12-hour course conducted over two Saturdays 
and covers topics such as assessment, intervention for communication difficulties and 
classroom strategies. The course is run by two SLTs. 
 
In 2015, all the SLTs, Ms. Sharon Reutens, Ms. Choo Ling Fong, Ms. Elizabeth Lim and 
Ms. Ho Shuet Lian were involved in conducting this training as guest lecturers. Two 
runs were conducted, once in July with 16 participants from the public and again in 
October with 10 participants. The lecture slides, which were revamped to streamline 
the content and to include more videos and examples that would be applicable to 
participants, were well-received by the participants.  
 
The July run saw a wonderful diversity of participants gathered together in the 
certificate course. There was a good mix of participants of different nationalities 
(e.g., Malaysians, Indians, and Filipinos) and language backgrounds, which 
contributed tremendously to our understanding of speech and language 
development given our cultural and language differences. Bonded by their passion 
in helping children achieve, the participants engaged in active discussions on 
classroom and home strategies, access arrangements for children with learning 
needs and many other topics pertaining to speech and language development in 
children. The participants were amazed by some of the facts shared during the 
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Checklist used during the Social Skills workshop: 

*Ratings based on child's participation in class discussions and activities. Your child may need help 
to apply what he/she has learnt to other settings.  

Name of child:  ABC 

Skill 

Needs 
more 

guidance/ 
practice 

Satisfactory Excellent 

Self-introduction and starting a conversation X     

Maintaining appropriate eye contact when 
talking to others 

   X 

Staying on topic     X 

Good listening to conversation partner     X 

Ending a conversation X     

Respecting personal space     X 

Using appropriate touch with others   X   

Understanding what is bullying   X   

Understanding strategies to manage 
bullying 

X     

Understanding that it is unacceptable to 
bully others 

    X 

Understanding how anger hurts us   X   

Understanding what makes us angry   X   

Understanding what to do when we are 
angry 

  X   

Understanding how to make friends   X   

Working in a team        X     

Other areas to work on: 
 
To increase speaking volume. ABC is soft spoken during group discussion. 
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sessions. The key complaint from the participants was that there was not enough 
time for all these discussions!  
 
Participants who attended the October run were from diverse backgrounds. Among 
the participants were special education teachers, a homemaker and an ABA
(applied behavioural analysis) therapist. Besides listening to the lecture, the 
participants also enhanced their knowledge through active discussions and sharing 
of experiences. Feedback given by the participants included “Useful and practical 
experience/ example being taught”; “Has a clear picture about the children with 
language impairment, gained a more in depth knowledge in the area of SLI which I 
had no idea about” and “Informative, for better understanding on this topic and 
ways to help them”. 
 
Some interesting facts shared during the Certificate in Understanding Speech and 
Language Impairment course 

 
 

FLUENCY = communicating verbally without disruptions to speech

A child who struggles to speak fluently may suffer from

Stuttering is a motor speech coordination disorder, characterised by:

• Repetitions of sound, word or phrase
• Sound prolongations
• Blocks

The above are different from normal dysfluencies in young children. 

What is FLUENCY?

Poor voice quality 
• Rough
• Breathy
• Strained

Vocal nodules as 
a result of vocal misuse

What is APPROPRIATE USE OF VOICE?

WHAT IS SLI? – What is impaired? 

Form
Phonology: Sounds that 
make up words
Syntax: Word order in 
sentences
Morphology: The way word 
structures change (e.g., 
prefixes, suffixes)

Content
Semantics: Vocabulary, 

word meanings

Use
Pragmatics: Use of 
language socially 
(understanding 

the rules of 
communication)

Bloom & Lahey’s taxonomy of language.
Adapted from Lahey, M. (1988). Language disorders and language development, New York: Macmillan

What is 
impaired? 
Usually 
more than 
one area of 
language 

Language Areas of the Brain
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August: Mentoring Inset -Overview on Speech Language Therapy 
 
The Mentoring Inset on an Overview on Speech Language Therapy was held on 11th 
August 2015 at Rex House. Ms. Sharon Reutens shared with the new educational 
therapists on speech and language development, difficulties children with speech 
and language impairment encounter, characteristics of language impairment as 
compared to children with English as a second language as well as practical 
classroom strategies.  She also covered administrative procedures on how to make 
referrals to speech and language therapy and the availability of bursary for eligible 
children. 
 
All 7 participants agreed that they would recommend a repeat of this mentoring to 
new staff. Participants found the following discussions especially useful to them: 
 

i. How to differentiate between language impairment and English as a 
second language? 

ii. What to look out for in students before referring them for speech and 
language therapy? 

iii. What the SLT does at DAS? 
iv. Classroom strategies   

 
All the participants rated the trainer as "good" or "very good" across aspects such 
as knowledge on subject matter, clear communication of ideas and concepts and 
rapport with participants.  
 
October: Lecture on Speech and Language Impairment for MA SEN students 
 
The DAS Academy invited the SLTs to share their expertise on Speech and Language 
Impairment with the students in the Master of Arts in Special Educational Needs 
(MASEN) programme. Ms. Ho Shuet Lian conducted a 3-hour lecture on 7 October 
2015 at Rex House.  10 students including a few DAS Educational Therapists 
attended the lecture. The students learned about typical speech and language 
development, Singapore Colloquial English (2016) and the different type of speech 
problems as well as language impairment with local examples provided.  
 
Singapore Colloquial English (2016) is an English-based creole language that is 
spoken in Singapore and it is also known as Singlish.  Many students with SLI listen 
to and use Singlish for communication and they have little knowledge of the 
differences between Standard English and Singlish.  They regard Singlish as their 
standard form of English.  Hence, they speak and write Singlish during oral and 
written examinations and are penalised for making grammatical and syntactic errors 
during the examinations.  
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Despite being an evening lecture (6pm to 9pm), the students were full of energy and 
enthusiasm, asking questions and actively participating in class discussions. It was 
an interactive and enjoyable lecture with key takeaways for both the lecturer and the 
students. 
 
 
THERAPY EVALUATION DESIGN 
 
The therapy evaluation uses quantitative data and data collection involves 
measuring the performance of each student at the end of each term and getting the 
students to complete a pre-intervention questionnaire and a post-intervention 
questionnaire to measure their self-esteem. This evaluation aims to find out 
 

i. Do students benefit from attending at least two consecutive terms of 
speech and language therapy?  

ii. What is the most common speech and language deficit that DAS 
students have? 

iii. What is the least common speech and language deficit that DAS 
students have? 

iv. Do DAS SLTs work on more language goals than speech goals?  
v. Which speech and language therapy goals are comparatively the 

easiest to achieve within a term of intervention? 
vi. Which speech and language therapy goals are comparatively most 

difficult to achieve within a term of intervention? 
vii. Does speech and language therapy help to boost the self-esteem in DAS 

students? 
 
Participants  
 
The participants were referred to as “students” in this study.  
 
35 students between 7 and 16 years old were randomly selected for progress 
evaluation. All of them were Tote Board funded recipients and they are diagnosed 
with dyslexia. The students attended both MOE-Aided DAS literacy programme and 
speech and language therapy at DAS. 80% of the students were males and the rest 
were females.  The greater prevalence of language impairment in boys than girls 
observed at DAS is similar to the findings found in most studies (Stromswold,1998; 
Tallal et al., 1989; Stanton-Chapman et al., 2002) with reported male-to-female ratios 
ranging from 1.3:1 to 5.9:1. 
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Therapy implementation  
 
The students attended one-hour weekly individual speech and language therapy for 
at least two consecutive terms in 2015.  63% of the students completed a year of 
speech and language therapy. The therapy was conducted in English. Mandarin was 
sometimes used to enhance Mandarin-speaking students’ understanding as Chinese 
is their home language as well as the relatively stronger language albeit they 
appeared to have a weak command of the Chinese language for their age.  
 
At the beginning of each term, an Individualised Intervention Plan (IIP)  (See 
Appendix 1) consisting of intervention goals (IIP goals) was tailored for each student 
base on the results obtained from a speech and language assessment and/or 
informal observations. IIP goals targeted for intervention typically include speech, 
phonological awareness, receptive and expressive language as well as pragmatics. 
Examples of IIP goals are detailed on the page 366. 
 
Data collection procedures  
 
Each student’s progress was measured at the end of each term according to the 
percentage of IIP goals he/she had achieved at the end of the term. At the 
beginning of the next school term, these IIP goals were modified according to the 
student’s learning needs and progress so as to facilitate the learning of new speech 
and language skills.  For example, the receptive language goal in term 1 was to 
follow simple 2-step spoken instructions.  After the student had met the goal, his 
receptive language goal in term 2 would be to follow complex 2-step spoken 
instructions.  The student would progress to follow simple and complex 3-step spoken 
instructions in the following two terms. 
 
Besides measuring the therapy progress made by the students, their emotional well-
being was being assessed. During the first therapy session, each student assessed 
his/her self-esteem by completing a pre-intervention self-esteem questionnaire (See 
Appendix 2) which is adapted from ‘Talkabout Relationship - Building Self Esteem & 
Relationship Skills’ written by Alex Kelly. The same questionnaire was completed by 
each student during his/her last therapy session. Appendix 2 shows the self-esteem 
questionnaire. 
 
Findings  
 
Table A shows the percentage of students who had achieved a year-to-date (YTD) 
percentage of IIP goals at the end of term 4. 
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Table A.  IIP Goal Achievements 

Chart B shows the type of IIP goals targeted for intervention  

Chart C below shows the overall percentage of IIP goals ‘met’ and ‘not met’ at the 
end of each school term 

Table A 
YTD 

100% of 
IIP goals 

YTD 
90%-99% 

of IIP 
goals 

YTD 
80%-89% 

of IIP 
goals 

YTD 
70%-79% 

of IIP 
goals 

Total 

% of students who 
had achieved 

11 49 34 6 100 



366                      Dyslexia Association of Singapore 
 www.das.org.sg 

DAS Handbook 2016 

Area targeted 
for intervention 

Definition Examples of IIP goal 

Speech The way we 
make different 
sounds to form 
words 

 Accurately produce /f/ and /v/ in 
isolation, in Word-Initial and Word-Final 
positions in CVC words with 80% accuracy 
in structured therapy activities 

 
 Produce L-initial and L-medial 2-syllable 

words with 80% accuracy in structured 
therapy activities 

Phonological 
Awareness 

Understand that 
speech can be 
broken into 
smaller units of 
sound such as 
syllables, onsets 
and rimes and 
phonemes 

 Identify number of syllables and the 
first sound of each syllable with 80% 
accuracy in structured therapy activities 

 
 Discriminate between ending sounds ck, 

ng, nk, nd, nt and mp in single words with 
80% accuracy in structured therapy 
activities 

Receptive 
Language 

Understand 
spoken 
language 

 Understand and use common 
prepositions with 80% accuracy in 
structured therapy activities 

 
 Follow simple 2-step instructions with 80% 

accuracy in structured therapy activities 

Expressive 
Language 

Use of spoken 
language 
  

 Use connectors "because/since/so/so 
that/as" to show reason and result of a 
situation appropriately with 80% accuracy 
in structured therapy activities 

 
 Answer "Why?" questions by producing 

logical reasons using the correct 
pronouns and verb form with 80% 
accuracy in structured therapy activities 

Pragmatics Master the rules 
for social 
language 

 Identify relevant vs. irrelevant points 
based on a topic  

 
 Maintain Topic for 6 conversational turns 

Examples of IIP goal: 
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Table D shows the percentage of students who rated their self-esteem as ‘higher’, 
‘the same’ or ‘lower’ post intervention 

 
 
DATA ANALYSIS AND DISCUSSION  
 
IIP goals 
 
Table A shows that 11% of the students consistently met all the IIP goals over the 
intervention period. Nearly half of the participants achieved 90% to 99% of IIP goals 
at the end of their intervention period. 34% of the students achieved 80%-89% of IIP 
goals at the end of their intervention period. 6% of the students achieved below 80% 
of IIP goals at the end of their intervention period. The profile of the students who 
achieved below 80% of IIP goals was looked into. It was found that one of them has 
severe literacy difficulty and another student was found to have multiple learning 
difficulties of dyslexia, some degree of auditory processing disorder, mild receptive 
language impairment together with severe expressive language impairment as well 
as impaired pragmatic skills. This suggests that the complexity and the severity of 
the learning difficulties have affected the students’ rate of learning and their 
performance. Looking at the overall results achieved by the students, they have 
benefited from attending at least two consecutive terms of speech and language 
therapy at DAS. 
 
Chart B shows that 53% of the IIP goals were targeted at developing expressive 
language skills, followed by 34% of the IIP goals set to develop receptive language 
skills. This suggests that most of the DAS students struggle with conveying information 
or expressing their ideas and views clearly in speech. Therefore, they require 
remediation that focuses on expressive language skills which include formulating 
semantically and grammatically acceptable sentences, developing narrative skills, 
explaining word associations, repeating spoken sentences to improve auditory 
memory and naming vocabulary. Only 3% of the IIP goals were targeted at 
improving pragmatics. This suggests that most of the DAS students do not have any 
obvious pragmatic deficits which require remediation. Pragmatics refers to mastering 
the rules for social language that includes eye contact, taking turns in conversation, 

Table D 
Higher 
rating 

Same  
rating 

Lower 
rating 

Total 

% of students showed 49 11 40 100 
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staying on topic, greeting people, using an appropriate volume in different social 
situations, just to name a few. The results suggest that the most common deficit that 
DAS students have is expressive language impairment and the least common deficit 
that the students have is pragmatic deficits. Only 4% of the total IIP goals are made 
up of speech goals. Therefore, DAS SLTs worked on a lot more language goals than 
speech goals. 
 
Chart C shows that phonological awareness has the highest success rate of 90%. It is 
likely due to phonological awareness being a foundation skill for using the 
alphabetic principle (Liberman, Shankweiler, & Liberman, 1989; Troia, 2004) and the 
skill develops as early as three years old, with accelerating growth through the 
fourth and fifth years (Dodd, B., & Gillon, G, 2001). 
 
On the other hand, pragmatics has the lowest success rate of 70%. The pragmatic 
goals of consistently maintaining good eye contact during conversation and 
consistently using an appropriate speaking volume are comparatively most 
difficult to achieve within a term of ten weeks, possibly due to the lack of or 
insufficient reinforcement of target behaviour outside speech and language therapy 
setting such as in school and at home. This suggests that if adults can consistently 
reinforce similar behaviour in different social settings, the child is likely to master the 
rules of social language quickly. 
 
The results show that phonological awareness goals are comparatively easiest to 
achieve but pragmatic goals are comparatively most difficult to achieve by DAS 
students within a term of intervention. On the other hand, this may also reflect the 
greater emphasis on phonology in the IIP goals, and the combination of MAP 
teaching which will clearly focus intensively on phonology. 
 
Self-esteem 
 
Table D shows that 60% of the students rated their self-esteem as either ‘higher’ or 
‘the same’ post intervention. On the other hand, after attending speech and 
language therapy, some of the students were more aware of their shortcomings in 
their speech, language and communication skills. As the post intervention rating 
exercise was carried out around the same time as the school exam result was 
released, some students could be emotionally affected by their poor exam result. 
 
Therefore, they did not feel good about themselves. These may have contributed to 
a lower self-rating of self-esteem post intervention. As the results show that 60% of 
the students were able to at least maintain their self-esteem, this suggests that 
speech and language therapy helps to boost and maintain the self-esteem in DAS 
students. 
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CASE STUDY 1 
 
S was diagnosed with severe receptive and expressive language learning 
difficulties, as well as a word finding disorder in October 2013, at a local hospital. In 
addition, he was referred to an occupational therapist for mild motor difficulties and 
was recommended therapy to improve his walking and other gross motor skills. 
 
In December 2013, a psychological assessment found him to have excellent spatial 
ability, age-appropriate non-verbal reasoning ability but exceptionally poor verbal 
ability. His literacy attainments and phonological processing skills were very poor for 
his age. S was further diagnosed with specific learning difficulties with language and 
literacy. It was observed in the assessment that he was fidgety and easily distracted 
at times, and his attention could be maintained for approximately 30 minutes at one 
stretch. 
 
S began literacy intervention at the DAS thereafter. He also completed a term of 
group therapy from July to September 2014. In 2015, S received three terms of 
individual therapy. He had an average of 5 to 6 goals per term. While largely 
cooperative, S required regular breaks or games to maintain his attention and 
motivation in the sessions. There were also occasions where he came for therapy in 
a bad mood and it was harder to engage him in the activities. Feedback from his 
DAS Educational Therapist revealed marked literacy difficulties, with slow progress in 
class. Hence, speech-language therapy goals that contained elements of literacy, 
e.g., answering visual text and completing a form, took longer for S to achieve 
(hence considered "goal not met" in the term it was introduced) due to his co-
occurring literacy difficulties. 
 
Taking into consideration S's not-so-good progress in speech-language therapy, 
moving forward, his intervention goals could be reduced to 3 or 4 goals to reap 
more benefits. As S could be easily distracted at times, to get S's attention, adult can 
say his name, touch or hold his hand before speaking and tell S that it's time to 
listen. 
 
CASE STUDY 2 
 
J was diagnosed with dyslexia as well as moderate-severe language impairment at 
DAS. 
 
J attended a 5-hour Social Skills workshop that was conducted by the SLTs at DAS in 
November 2014. J’s mother was concerned about her difficulty in social 
communication as well as J being ‘shy’ about making friends. J made good 
progress. She was observed to suggest ideas in a group activity as well as she 
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volunteered to answer questions towards the end of the workshop. J's mother saw 
the improvement that her child had made and thought that speech-language 
therapy would benefit J. Therefore, J began group speech-language therapy in April 
2015. She had an average of 3 to 4 goals per term. 
 
At the commencement of speech-language therapy, J presented as a quiet and soft 
spoken girl. She spoke very little during the group therapy. Whenever she answered 
a question, her facial expression seemed to indicate that she wanted assurance of 
success from the SLT. Such behaviour indicated that J was likely to have low self-
confidence. 
 
After working with J for more than a school term, she was able to share her ideas 
readily in a small group setting of 3 students. She could initiate conversation with the 
SLT. She spoke audibly and was able to elaborate her ideas when prompted. 
Overall, her self-confidence had improved. Similar observations were noted by J's 
mother. 
 
An extract from an email sent by J’s mother on 6 August 2015 to update the SLT on 
the changes she had observed after J attended speech and language therapy 
 
1. her confidence raised - she always volunteers to answer questions given by 

teachers. In the past she kept quiet and smile at teacher as she was afraid of 
making mistake. 

2. initiative and interested in learning more  Nowadays she will ask us Daddy 
and Mummy to give her spelling and will ask questions when in doubt in the 
meaning.  

3. composition skills - her writing skills improved because I understand her 
storyline despite of many spelling mistakes. In the past, she doesn't even 
understand what she wrote and afraid to make mistakes.  

4. language - her sentence makes sense now as when she speaks, she thinks 
through and talk naturally. In the past, she blabbers and when people don't 
understand what she is saying. She gets frustrated and gave up.  

 
These are the few observations by parents and teachers. 
 

Really appreciate your great effort, because of your sharing and 
professional observations and guidance, J and us as a family had benefited 
from the program and most importantly is your genuine care and concern 
touches our heart.  
 
A heartfelt thanks from us and we're sure many other families and children 
will benefit from your guidance.  Best regards,   J’s mum 
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More successful results are seen in case study 2 than case study 1 due to the 
 

1. severity of language impairment 
2. ability to sustain adequate attention in learning 
3. the ease in engaging the child in language learning activities 
 
 

OTHER VALUABLE INFORMATION COLLECTED 
 
A thank you card from a 
P6 student 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
Edusave scholarship 
awarded to a Secondary 
1NT student due to 
excellent school results. 
He will study NA 
curriculum. 
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CONCLUSIONS AND FUTURE DIRECTIONS  
 
It has been an exciting and fulfilling year for the SLTs.  In terms of current students, 
alternative measures of self-esteem will be considered, and the issue of attention 
deficit will also be addressed, using tools such as Connor’s ADHD index, which is 
suitable for teacher/therapist and parents to complete, or a more complex measure, 
the Brown ADD Index.  The SLTs will continue to explore ways to measure the 
effectiveness and efficiency of the speech and language therapy.  The team plans to 
embark on a research study on DAS students with dyslexia and language 
impairment with the National University of Singapore, subject to approval.  The SLTs 
will also extend the range of clients to include voice disorder and stuttering as well 
as to conduct interviewing skills workshop for tertiary students, including DAS alumni. 
The team will continue to educate parents, teachers and other professionals on 
speech and language impairment as well as the role of oral language in literacy 
development.  The team places a huge emphasis on the quality of their work and 
will continue to strive to improve their clinical skills through attending relevant 
training courses and regular discussions with the experts on speech, language and 
communication issues.  
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Student’s name: Student’s BC no: 

Speech and Language Therapist in-charge:  Learning Centre: 

Frequency of intervention: Period of intervention: 

Educational level in school: Home language: 

Date of plan:   

Long Term Goal Status at the end of funding (1 year) 

(Student) will be able to 
effectively use his speech 
and language skills to 
access the MOE-aided 
Literacy Programme at 
DAS 

 

IIP Goals Term 1 

Receptive Language    

Expressive Language   

Grammar    

Vocabulary    

Remarks (e.g., reasons for early discharge) 

APPENDIX 1—INDIVIDUALISED INTERVENTION PLAN (IIP)  
 
 

DYSLEXIA ASSOCIATION OF SINGAPORE 
SPEECH-LANGUAGE THERAPY 
Individual therapy – Tote Board Funded 
 
Individual Intervention Plan (IIP) 
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Name:     Date:     

BC No.:  Term:  

  Yes 
Some- 
times No Points 

1.   I am happy         

2.   I am useless at lots of things         

3.   I am a good friend         

4.   I am lonely         

5.   I am good at some things         

6.   People listen to me         

7.   People like me         

8.   I am unhappy being me         

9.   I feel bad about myself         

10. I have lots of good points         

  Total  

Adapted from Talkabout Relationship—Building Self Esteem and Relationship skills  
by Alex Kelly pg 34 

APPENDIX 2— SELF-ESTEEM ASSESSMENT 
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Formerly the training arm of the Dyslexia Association of Singapore (DAS), DAS 
Academy is now a Private Education Institution (PEI) registered with the Committee 
for Private Education (CPE) since 2010.  As Singapore began to respond to the vision 
of an inclusive society in 2004, the desire to create an inclusive learning environment 
in schools grew, and the demand for special needs training subsequently followed.  
We responded by increasing the repertoire and depth of special needs courses we 
offered.  This move necessitated our registration with the CPE.  DAS Academy 
currently specialises in training for teachers and professionals and empowers them 
to support children with specific learning differences (SpLD).  The DAS Academy's 
courses provide a multi-disciplinary perspective of SpLDs, tapping on the practical 
experience of educational therapists, psychologists and speech therapists at the 
Dyslexia Association of Singapore. 
 
SpLD is a group of cognitive conditions - Dyslexia, 
Dyspraxia, Dyscalculia and Attention Deficit Disorder 
– that affects the way an individual learns and 
processes information, and often interfere with their 
competency in school and life. SpLDs affects roughly 
10-15% of the population; with many people unaware 
of their condition even until adulthood.  However, 
early diagnosis and early intervention can level the 
playing field for these children.  Armed with the right 
coping strategies, they learn to cope with their 
learning difficulties and have the same chances of 
success compared with their peers. 
 
DAS Academy operates in this niche but captive 
market. DAS Academy is a key training provider for 
SpLD training in mainstream, international and 

The DAS Academy's 

courses provide a 

multi-disciplinary 

perspective of 

SpLDs, tapping on 

the practical 

experience of 

educational 

therapists, 

psychologists and 

speech therapists at 

the Dyslexia 

Association of 

Singapore. 
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special schools. Currently, the DAS Academy offers a wide range of courses. 
Practical workshops provide quick strategies, specialist diplomas provide a 
comprehensive blend of theory and practice and academic postgraduate masters 
aim to transform seasoned practitioners into domain experts.  For a decade, the 
DAS Academy has been tasked by the Ministry of Education to deliver the Diploma in 
Special Education (Dyslexia) to their Allied Educators.  The Masters of Arts in Special 
Educational Needs (MA SEN), offered by DAS Academy, in collaboration with the 
University of South Wales is a platform for seasoned educators to develop 
themselves as domain experts in this sector. 
  
Through support from funding bodies, DAS Academy strives to make our courses 
more accessible to community partners and stakeholders who will benefit from SpLD 
training. With course objectives and outcomes aligned to the core competency 
roadmap outlined by Social Services Institute (SSI), some of our certificate courses 
have received support for funding. Voluntary Welfare Organisations (VWOs) working 
with clients with SpLD can benefit from our training by tapping on the VWO-Charities 
Capability Fund (VCF). This will enhance partnership between VWOs and create a 
collaborative approach towards caregiving. Additionally, the Caregivers Training 
Grant (CTG) administered by the Agency of Integrated Care (AIC) has made our 
parent workshops more attainable for caregivers who need to build capabilities to 
better support their children with SpLD at home. 
 
Led by a multi-disciplinary team that has extensive experience in providing direct 
support to people with specific learning differences (SpLD), the lecturers are able to 
use their skills and expertise in the design and delivery of the programmes offered 
by the DAS Academy. These programmes provide an academic pathway in the field 
of SpLD from foundation to postgraduate levels. 
 
Having previously worked with London Metropolitan University, in delivering a 
Master of Arts in Specific learning Differences, the DAS Academy formed a 
partnership with the University of South Wales, UK in 2013 to launch the Master of 
Arts in Special Educational Needs (MA SEN).  Accredited by the University of South 
Wales and jointly delivered by the DAS Academy, this programme has been well 
received by both educators and caregivers of people with special educational 
needs since its launch.   
 
Visiting lecturers include Dr Shirley Egley, Dr Carl Peters, and Amanda Kelland, 
pathway Leader for SEN.  The ongoing collaboration is working well, with the course 
initially taught by the University of South Wales and shadowed by DAS staff, with DAS 
staff taking the major responsibility for delivering the course after this initial 
familiarisation period.  The capacity that the DAS Academy has developed for 
academic teaching is powerful, and key members of staff are now working towards 
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achieving a PhD registered with well-regarded universities. It may be seen that staff 
are well qualified to deliver an academic course, with extensive experience of 
practice to enhance their teaching.   
 
Over the past few years, the DAS Academy has 
introduced an academic structure that would grace 
any university throughout the world.  They have 
adopted a rich programme of instruction, coupled 
with rigorous administrative procedures that ensure 
equity and reliability in their deliberations, overseen 
by an examinations board that monitors outcomes, 
led by Emeritus Professor Angela Fawcett, research 
advisor to the DAS.  Angela supervised the Masters 
degrees of the key staff, Head of Academy June Siew 
and Assistant Head of Academy, Priscillia Shen, who 
both achieved outstanding marks in their studies.  The 
quality of their teaching is reflected in the solid 
achievements of their students.   

For a decade, the 

DAS Academy has 

been tasked by the 

Ministry of Education 

to deliver the 

Diploma in Special 

Education (Dyslexia) 

to their Allied 

Educators.   

The DAS Academy Graduation in 2015, pictured from left to right, Priscillia Shen, Dr Carl Peters, 

Dr Shirley Egley, Dr Adam Oei, Amanda Kelland and June Siew 
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THE COURSES 
 
POSTGRADUATE LEVEL PROGRAMMES 
 
Master of Arts in Special Educational Needs (MA SEN) 
 
The Master of Arts in Special Educational Needs (MA SEN) has been designed to 
provide for the continuous professional, academic and personal development of 
participants who are drawn from a range of backgrounds which are related to the 
field of Education. Course participants include teachers and leaders in schools, 
allied educators and parents and caregivers who work with children with a range of 
special educational needs (SEN). 
 
Having its foundation in the professional and established SEN framework from the 
University of South Wales (USW), the MA SEN programme in Singapore is further 
supplemented with local perspectives and practices to ensure its relevance for the 
local context. This is a programme that brings together high quality evidence-based 
SEN practices from the East and the West.  
 
The programme provides access to a coherent framework of professional 
development in the area of SEN and encourages the effective synthesis of theoretical 
and practical knowledge. The intellectually rigorous context allows practitioners to 
progress to the next level of professional development by developing their skills of 
communication, analysis and research in the field of SEN at Master’s level. 
 
Quality Assurance 
 
As a partner institution of the USW, the programme follows the delivery systems and 
processes at USW, with reference to Chapter B10 of the UK Quality Code: Managing 
Higher Education Provision with Others.  Additionally, USW’s systems and processes 
to protect academic integrity are in line with the QAA UK Quality Code for Higher 
Education, www.qaa.ac.uk/assuring-standards-and-quality/the-quality-code/quality-
code-part-b 
 
The University is also subject to periodic review by the Quality Assurance Agency, the 
most recent review being in 2015, which the DAS Academy has participated in. The 
outcome of the review is that the panel is fully satisfied with the quality of 
partnership.  
 
Every course is subject to Annual Monitoring, the purpose of which is to: evaluate 
and improve course quality; ensure the best possible student experience with the 
resource available; identify and disseminate good practice; build up information 



Dyslexia Association of Singapore                 385 
www.das.org.sg  

DAS Academy  

needed for the course review process and for external reviews and audits; 
encourage reflective practice among module and course tutors; ensure appropriate 
action is taken to remedy any shortcomings and enhance provision. Clear mention 
has to be made in course monitoring reports of any partner institution where the 
course is also delivered.  
 
The Quality Assurance Committee in USW receives reports on the outcomes of the 
external examining system and of annual course monitoring. 
 
 
DIPLOMA LEVEL PROGRAMMES  
 
Diploma in Special Education (Dyslexia Studies)  
 
The Diploma in Special Education (Dyslexia Studies) is a bespoke 9-months training 
programme (part-time) that allows allied educators in the Singapore Ministry of 
Education (MOE) schools to gather theoretical knowledge on dyslexia (and  
co-occurring difficulties) as well as practical skills to support learners in this field.  
The specialist diploma aims to empower allied educators to exhibit professional 
responses and take practical steps to ensure that mainstream students with learning 
difficulties enjoy equal access to the broader curriculum, just like their typically 
developing peers. Allied educators undertaking this programme will have to 
complete three modules for the Diploma in Special Education (Dyslexia Studies) 
award.  
 
Students’ Feedback (2016 class of 20 students) 
 
The allied educators have expressed that the DAS 
academy has an excellent grasp of what is 
happening at the ground in schools. They have 
also commended on how the training has 
complemented their initial teacher education 
training at the National Institute of Education 
(Singapore). They have specifically pointed out that 
the modules taught have equipped the AEDs with a 
repertoire of theoretical and practical knowledge 
to carry out their scope of duties well. In fact, some 
have expressed that the DAS Academy training 
should have come earlier on so that they would be 
better prepared earlier.  
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Specialist Diploma in Specific Learning Differences (SpLD) 
 
The Specialist Diploma in Specific Learning Differences (SpLD) is designed by the 
DAS Academy to meet the increasing demands for higher education in the field of 
specific learning differences. Offering a platform that promotes interactive and 
collaborative learning, this Specialist Diploma will engage students in the learning 
process as they explore, reflect and share knowledge and experiences as an 
individual and as a group. The Specialist Diploma can be attained with the 
successful completion of six Certificate level modules.  
Students’ Feedback (2016 class of 10 students) 
 
Students appreciated the well rounded and structured curriculum which provided 
them with strategies to support struggling learners in academic learning. They have 
maintained it is a good introduction to the world of teaching students with learning 
difficulties. At the same time, there was a request for dyslexia to be covered in 
broader as well as deeper strokes and more coverage of behavioural issues.  
 
CERTIFICATE LEVEL PROGRAMMES 
 
Certificate in Dyslexia and Literacy teaching 
 
The Certificate in Dyslexia and Literacy Teaching Course is one example of the 
Certificates that DAS Academy offers. This course utilises the Orton-Gillingham 
principles in the remediation of persons with language and processing problems 
associated with dyslexia. The training encompasses the theoretical as well as the 
practical and experiential aspects of learning, allowing participants to truly 
appreciate the core principles of dyslexia teaching.   
 
Students’ Feedback (2016 class of 15 students) 
 
The majority of these students were parents, and they were delighted with the 
course, because it gave them a greater understanding of their own children and the 
problems they encounter, as well as how to help them more effectively at home.  The 
course leaders evaluation of the effectiveness of the course showed the course to be 
most relevant and up to date, following a revision and reprint of the ELA manual, 
with a good balance of theory and practice. 
 
Certificate in Dyscalculia and Numeracy Teaching 
 
This is another popular Certificate offered by DAS Academy.This Certificate aims to 
enable parents and educators to understand and support learners who have 
difficulties in learning mathematics, including those with dyslexia. Participants will be 
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introduced to the theoretical and practical implications of mathematical learning 
and understand how individual differences affect the learning of mathematics. 
Participants will also learn the skills of identifying and assessing individual needs as 
well as practical strategies in supporting struggling learner in mathematics. 
 
Students’ Feedback (2016 class of 15 students) 
 
Majority of these students were parents, with 5 DAS educational therapists.  
and they found the following topics particularly useful: games in teaching maths, 
fractions, percentages, number bonds, supporting learner 1-111, the Concrete 
Pictorial abstract (CPA) approach, error analysis, practical examples & tools, maths 
learning styles & resources shared by tutors, testing, techniques/styles to teach 
topics, manipulatives to teach, place value, planning lessons according to thinking 
styles, better understanding as to how pupils process math information, perspective 
of targeting teaching techniques. 
 
Certificate in Educational Psychology 
 
This course aims to equip participants with an understanding of the key theories in 
educational psychology and their impact on parenting, teaching, and learning styles. 
Participants will be shown the practical implications of the theories and will learn to 
use them to encourage, motivate and influence their students’ learning.   
 
Students’ Feedback (2016 class of 18 students) 
 
Students agreed that there was good coverage of theoretical understanding of 
teaching and learning processes. Some felt the course was too theoretical but the 
others thought that this course has helped to bridge theory to practice.  There were 
general agreements that class discussions were fruitful.  
 
WORKSHOPS 
 
Our workshops had their beginnings in 2004 when the training department was 
formed in the DAS. Now under the purview of the DAS Academy, the workshops 
continue to serve the purpose of equipping parents and educators with knowledge, 
skills and attitudes to support learners with dyslexia at home and in school. We have 
based our workshops on broad scientific consensus of what is needed to become a 
good reader. The five essential elements of effective reading instruction, as 
advocated by the National Reading Panel (NRP, 2000), are Phonemic Awareness, 
Phonics, Fluency, Vocabulary, and Comprehension. In addition, our workshops cater 
to other aspects of learning difficulties, such as Chinese language, Mathematics and 
Parenting support. The phonics, spelling and math workshops have been popular 
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ones among parents and educators. Most parents and educators find the strategies 
learnt in our workshops practical and helpful. Moreover, parents of children with 
formal diagnosis of learning difficulties are given Caregivers’ Training Grant (CTG) of 
$200 each year, which they can utilise to attend the workshops. We have also been 
delivering customised workshops for mainstream primary and secondary schools, 
depending on the specific needs of the teachers and allied educators. 
 
 
DAS ACADEMY KEY STAFF 

 
JUNE SIEW-  
Head of DAS Academy 
 
June Siew has more than a decade of practical experience 
in the field of Specific Learning Differences. She is a Fellow 
with the Register of Educational Therapists (Asia) and is a 
qualified trainer with a WSQ Advanced Certificate in 
Training and Assessment (ACTA). Her previous experiences 
as an educational therapist augments her current role as a 
lecturer. She has written a paper on "Educational Therapy 
in Singapore: Towards Professionalisation and 
Professionalism" which has been published in the Asia 
Pacific Journal of Developmental Differences. 
  
Her postgraduate academic achievements include a Master 
of Arts in Specific Learning Differences and a Post Graduate 
Certificate in Learning and Teaching in Higher Education, 
London Metropolitan University, UK. She is currently 
pursuing a Doctor of Education programme at the National 
Institute of Education (NIE), Singapore and the University 
College London, Institute of Education (IoE) with a special 
interest in cool and hot executive function in children with 
reading difficulties. 
  
Highest Qualification: 
Master of Arts (Specific Learning Differences), London 
Metropolitan University, UK 
  
Teaching / Training Qualification: 
PGCert in Learning & Teaching in Higher Education, London 
Metropolitan University, UK 
Advanced Certificate in Training and Assessment (ACTA) 
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PRISCILLIA SHEN 
Assistant Head of DAS Academy 
 
Priscillia Shen began her special education journey as an 
Educational Therapist at DAS and has more than 10 years 
of experience in the field of special educational needs, 
especially in dyslexia. Her previous experience working 
closely with SpLD learners has allowed her to take on a 
constructive and practical pedagogical approach. She 
believes in keeping up with current developments in the 
field to continually refine teaching practices and maintain 
professional passion. She is also a qualified trainer with the 
Advanced Certificate in Training and Assessment (ACTA) by 
the Singapore Workforce Skills Qualification (WSQ). While 
lecturing at the DAS Academy, she is currently pursuing 
Doctorate in Education (EdD) at the National Institute of 
Education (NIE) in Singapore and the Institute of Education 
(IOE) in UK, London. 
 
Her research interests are in dyslexia, Chinese language 
and Mathematics. She has been co-presenting papers on 
learning difficulties in Chinese language and Mathematics 
in relation to dyslexia at conferences since 2012. 
  
Highest Qualification: 
Master of Arts (Specific Learning Differences), London 
Metropolitan University, UK 
  
Teaching / Training Qualification: 
PGCert in Learning & Teaching in Higher Education, London 
Metropolitan University, UK 
Advanced Certificate in Training and Assessment (ACTA). 
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You will all be familiar with the ‘Embrace Dyslexia’ movement run by the Dyslexia 
Association of Singapore, which is now a regular feature in this handbook.  You may 
have seen in previous copies of the DAS Handbook that the Sheffield Dyslexia 
researchers have been working on an initiative that we call ‘Positive Dyslexia’.  This 
is the other side of the coin from the ‘Dyslexia as Disability’ perspective, and is 
inspired by the Positive Psychology movement.  It is aimed at helping every 
individual to find their own ‘personal best’ strengths, with the idea that they will then 
be able to select – and thrive in – a career that suits them or in general to craft their 
lives to spend more time doing what they find interesting and rewarding. 
 
I am delighted to report that we have made really 
good progress over the past couple of years, 
including publication of my book (and iBook) 
‘Positive Dyslexia’ and also in finding out more 
about what the distinctive strengths of dyslexic 
individuals are likely to be – we have termed 
them the ‘Dyslexia Decathlon’ of strengths - and 
we have also gone some way toward finding 
which careers might best suit dyslexic adults.   
 
Now we are moving on to the even more exciting 
aim of persuading business leaders that dyslexic 
employees can be among the most valuable 
company assets, with ‘21st century strengths’ that 
can give the company a competitive advantage - 
if their talents can be managed with awareness of 
the learning differences associated with dyslexia. 
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The second phase of the research has been headed by Dr Sara Agahi who did 
indeed investigate the strengths, and whose work, together with that of Poliana 
Sepulveda, led to the development of our ‘Diverse Work Strengths Finder’. (DWSF)  
This is a simple 30 item questionnaire that allows you to think about things that you 
seem to do best.  We would be very interested on any feedback you are able to 
provide on the DWSF, which you can do via the link below: 
 
The link to the DWSF is:  https://www.surveymonkey.co.uk/r/LH69KXR 
 
This third phase of our research is continued in Poliana Sepulveda’s PhD research, 
but I’ll let her take up the story… 
 
My name is Poliana and I am currently a third year PhD student at the University of 
Sheffield, a member of Professor Rod Nicolson's Positive Dyslexia group. My main 
area of research is Positive Dyslexia and my focus is with dyslexic adults.  
  
The dyslexia community has made great progress over the past decades in the UK 
in identifying dyslexic individuals, removing barriers to their achievement and 
providing the best support for their reading difficulties. The British Dyslexia 
Association (BDA) also played a leading role in creating the “Dyslexia Friendly 
Schools" initiative that provides schools with guidelines and a 'kitemark' specific 
standard in order to better help dyslexic children to succeed in school. 
  
Our goal is to move this further and involve companies so as to create “Dyslexia 
Friendly Companies”. Such an initiative would be beneficial for both dyslexic workers 
and their companies, since we believe they have qualities that will help to make a 
difference. However, the first stage is to establish what current practice is in terms of 
recruiting and managing dyslexic workers as well as understanding dyslexic 
behaviours towards job application and disclosing the information (about being 
dyslexic). 
  
My most recent study focused on the recruitment process and I interviewed a range 
of employers – in Brazil and in the UK - to find whether they treated dyslexic 
applicants any differently.  I found that many companies had little knowledge of 
dyslexia at all, and even the more supportive ones said that they would not 
discriminate against an applicant because they were dyslexic. None seemed to 
have any idea at all that dyslexic workers might actually be able to make unique 
contributions to the company’s success. We think it’s time this was changed! 
 
This next stage in the PhD is aimed at dyslexic adults – whether in a job or not 
currently employed. We are particularly interested in whether you consider it to your 
advantage to disclose whether you have dyslexia at any stage in a job application 
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or in your job performance. The findings should provide clear evidence to inspire the 
initiative for positive dyslexia in the workplace.  Your help in this study is crucial and 
we would like to invite you to take part in our study. It will take around 10 to 15 
minutes. Just type the link below into a web browser and you will be directed to the 
questionnaire. 
 
Thank you for your time! 
 
Poliana 
 
https://sheffieldpsychology.eu.qualtrics.com/jfe/form/SV_d5XhlIDLzYNhWGp 
 
 
We appreciate that it is pretty annoying to have to type in these long and 
meaningless internet addresses. If you would prefer to email me at [note there's no 
‘h’ in Nicolson] …  r.nicolson@sheffield.ac.uk 
 
I will be happy to send you an email containing this information so you can just click 
on the link. 
 
With best wishes 
 
Rod Nicolson 
r.nicolson@sheffield.ac.uk 
 
 
 

“The dyslexia 

community has 

made great 

progress over the 

past decades in the 

UK in identifying 

dyslexic individuals, 

removing barriers to 

their achievement 

and providing the 

best support for 

their reading 

difficulties.” 
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The Mission of Dyslexic Advantage is to promote the positive identity, community, 
and achievement of dyslexic people by focusing on their strengths.  Everyone should 
grow up with positive self-understanding, real opportunities to learn, and a positive 
vision for the future.  Our vision is a world where dyslexic people are known for their 
strengths. 
 
Scientific research shows that dyslexic children and adults process information 
differently from non-dyslexics and some of these changes may account for strengths 
in creative problem solving, entrepreneurial thinking, and certain types of learning 
and memory. An understanding of the advantage side of dyslexia is important for 
children to discover how they learn and remember best as well as for adults to find 
careers and work environments that allow them to work to their highest abilities. 
 
Brock and Fernette Eide, founders of the Dyslexic Advantage have given DAS 
permission to reprint some of their blogs from their website for this year’s edition of 
handbook. The blogs here are free to access, but 
those seeking greater depth can become premium 
members of Dyslexia advantage, and this also 
entitles you to a free newsletter.  For those interested 
in finding out more about Dyslexic advantage check 
out www.dyslexicadvantage.org. 
 
Dyslexic advantage celebrates the strengths of those 
who have been successful with dyslexia, illustrating 
their blogs with tips for young people on how to build 
success for themselves.  An ideal place to start for 
our Singaporean readers is the entry from 2015 in 
memoriam for Lee Kwan Yew.   
 

“Everyone should 

grow up with positive 

self-understanding, 

real opportunities to 

learn, and a positive 

vision for the future.  

Our vision is a world 

where dyslexic 

people are known for 

their strengths.” 
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By Fernette Eide | March 23rd, 2015 | Dyslexic Advantages 
 
The world says goodbye to Lee Kuan Yew, the founding father and first Prime 
Minister of Singapore who transformed the island outpost into one of the wealthiest 
and least corrupt countries in Asia.  Those who know something about multi-talented 
families with dyslexia won’t be surprised to know that his neurologist daughter was 
the first to suggest to her father that he had dyslexia after discovering that some of 
the trouble she had with reading was due to being dyslexic.   
 
“I am pretty proud of him, all things considered…(he) had complained that (he )
could not read fast without missing important items.” 
 
Subsequently, Lee and his family became more outspoken about being dyslexic and 
contributed in many ways to Dyslexia Association of Singapore.  In his interview with 
the New York Times, he spoke about a grandson who pursued his education in the 
US because he was dyslexic, then went on to get a business degree at Wharton. 
Another grandson went to MIT.  His son is currently Singapore’s Prime Minister. 
 
Lee certainly had I-Strengths (interconnected reasoning, important for politicians and 
country builders), N-strengths (narrative reasoning, communicating a vision), and  
D-strengths (dynamic reasoning, ability to make sense out of constantly changing 
circumstances, ability to forecast). 
 
Lee was a Cambridge-educated lawyer who led Singapore through a complex 
merger with, and then separation from Malaysia.  He wrote a popular memoir, 
“From Third World to First: Singapore.”  President Barack Obama hailed Lee as a 
“true giant of history” and UN Secretary General, Ban Ki-Moon, remembered him as 
a “legendary figure in Asia.” 
 
Condolences to his family.  
 
 
 
 
 
 

 

http://www.dyslexicadvantage.org/author/fernette-eide/
http://www.dyslexicadvantage.org/category/dyslexic-advantages/
http://www.nytimes.com/2015/03/23/world/asia/lee-kuan-yew-founding-father-and-first-premier-of-singapore-dies-at-91.html
http://www.nytimes.com/2015/03/23/world/asia/lee-kuan-yew-founding-father-and-first-premier-of-singapore-dies-at-91.html
http://www.nytimes.com/2015/03/23/world/asia/lee-kuan-yew-founding-father-and-first-premier-of-singapore-dies-at-91.html
http://www.das.org.sg/
http://www.nytimes.com/2007/08/29/world/asia/29iht-lee-excerpts.html?pagewanted=all&_r=0
http://www.nytimes.com/2007/08/29/world/asia/29iht-lee-excerpts.html?pagewanted=all&_r=0
http://www.amazon.com/From-Third-World-First-Singapore/dp/0060197765?tag=neurolearni04-20&linkCode=w13&linkID=&ref_=assoc_res_sw_us_dka_crp_c_result_1&ref-refURL=http%3A%2F%2Feideneurolearningblog.blogspot.com%2F


Dyslexia Association of Singapore                399 
www.das.org.sg  

Embrace Dyslexia 

 
By Fernette Eide|May 13th, 2016|Brain, Research, Science 
 

 
There’s a new Oxford research study circulating through scientific communities and 
around the world. From ‘Science’ (Task-free MRI predicts individual differences in 

brain activity during task performance, ), 
Tavor and collegues applied machine-learning principles to test subjects in a 
“resting state” to see how they could predict their performances on various cognitive 
tasks. 
 
What was the result? 
 
They could predict subject’s responses in 46 out of 47 tasks (and maybe there’s a 
reason why the 47th one didn’t work…it involved more subcortical activity). Tasks 
included responses to mental math, sentence and story processing, but also higher 
order problem solving, social perception, and working memory. 
 
The data have a lot of ramifications in terms of understanding how connectivity (and 
the research methods that document differences) has real-world associations with 
cognitive performance. Also, it may provide future groundwork for the holy grail of 
education: personalized learning. 
 
What about dyslexia?  Neuroscience is making progress there too. Another research 
group from Europe use a machine-learning algorithm on brain scans to predict 
whether college students were dyslexic or not. A trained anatomical classifier 
identified 80% of students with dyslexia correctly and 78% of non-dyslexic correctly.  
 
Not bad – especially considering that here in the US, some 3 out of 4 students are 
being missed by public schools. 
 
 
 
 
 
 

http://www.dyslexicadvantage.org/author/drseide/
http://www.dyslexicadvantage.org/category/brain/
http://www.dyslexicadvantage.org/category/research-2/
http://www.dyslexicadvantage.org/category/science/
http://science.sciencemag.org/content/352/6282/216
http://science.sciencemag.org/content/352/6282/216
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By Fernette Eide | May 18th, 2016 | Being Dyslexic, Creativity and Science  
 

~ ~ 
 
From Harvard’s Gazette: 
 
Church had an erratic path through higher education like many dyslexic students, but 
his path shows a lot of ingenuity, passion, and dogged persistence in spite of not 
learning to read well. 
 
As a young person: 
 
“I was using books — even though I had a lot of trouble reading. By using the index 
and using photographs, I could figure out just about anything. So that kind of set me 
on a course of independent study. I was not particularly well adapted socially. I had 
dyslexia, narcolepsy, OCD, ADD — all these things were very mild, but made me feel 
different.” 
 
School was erratic because of all the required courses. He did well in research as a 
student, but flunked two classes: “…my research was going well, and to some extent 
it didn’t fully register that I had flunked out. My crystallography adviser, Sung-Hou 
Kim, had to pick me up as a technician, which he didn’t complain about. He was a 
really terrific guy. I’m still good friends with him. He went to bat for me, tried to get 
them to give me a second chance, and they said no. I had two F’s, so it just was not 
negotiable. 
 
Q: How old were you at this point? 
 
I think I must have been 20. I wasn’t a teenager, 
technically, anymore, but I still behaved like one. 
And I just kept going, assuming that everything was 
fine. Sung-Hou would tell me from time to time, 
everything’s not fine. You are not destined to be a 
technician.   
 
You’re designing experiments, and people like me 
aren’t going to necessarily let you do those 
experiments.” 

“Church had an 

erratic path through 

higher education like 

many dyslexic 

students, but his path 

shows a lot of 

ingenuity, passion, 

and dogged 

persistence in spite of 

not learning to read 

well.” 

http://www.dyslexicadvantage.org/author/drseide/
http://www.dyslexicadvantage.org/category/being-dyslexic/
http://www.dyslexicadvantage.org/category/science/
http://news.harvard.edu/gazette/story/2016/05/if-youre-not-failing-youre-probably-not-trying-as-hard-as-you-could-be/
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But as many students who excel in real life activities like scientific experiment, but 
not the coursework…Church applied to Harvard Graduate School anyway: 
 
“I had applied to Harvard two years before and I turned down Harvard to go to 
Duke, which must have flabbergasted them at the time. It was the same department 
that I eventually got into. And so, to them, bureaucratically, they were just 
readmitting somebody that they’d already admitted, who in fact, in those two years, 
got five papers, some of which as first author. Maybe they didn’t notice the F’s, or 
they didn’t care about the F’s. Whatever it was, it was one of many times that 
Harvard has rescued me from myself. That was a pretty dramatic rescue.” 
 
Q: What advice would you have, reflecting on your own career, to a student who 
looks at what you do and thinks: that would be really cool. 
 
The problem with getting advice from people who have managed to dodge all the 
bullets is they don’t necessarily know how they did it. 
 
All the failures I’ve overcome? That’s much more important than any successes. I had 
to repeat ninth grade. I had to repeat the beginning of graduate school. I lost my 
major source of funding just before I came up for tenure. One of the major things — 
news flash — that they judge you on for tenure is whether you can support yourself.  
In each case, it helps if you can think out of the box and think of a new way of doing 
things.  
 
The other thing is: Follow your dreams, even if it does mean taking a risk. If you’re 
not failing, you’re probably not trying as hard as you could be. And being petrified 
of failure means you’re going to be probably a very extreme underachiever.” 
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The first DAS students joined us from 1993 and now in 2016, we have many alumni 
members who are in their 20’s and 30’s who are in need of support as they transit 
from higher education to the workforce.  This is on top of the existing group of 
secondary students who will, in a few months be transiting into another phase of 
their lives as well ie. Secondary to tertiary education where the environment and 
demands placed on them would differ greatly from where they are now.  It is timely 
therefore for DAS to look into initiatives that will benefit students once they leave the 
nest of their secondary school. A natural catchment for these students would be the 
DAS Alumni.  The DAS Alumni has been a buzz of activity of over the past few years 
and 2015/16 is no different.   
 
Since last year, the Alumni grew in the number and scope of our activities, reaching 
out to more alumni than ever before! Things are definitely 
not just stopping there, with many new and exciting 
developments in the pipeline.  
 
THE DAS STUDENT ALUMNI 
 
One of the first few things that the Alumni Committee 
looked into is the establishment of their vision, mission 
and built a set of core values to guide what they do.  
This serves to unify the diversity of talents that the alumni 
brings together towards a common goal of bringing 
positive change to Singapore and the world. 
 

“we have many 

alumni members 

who are in their 

20’s and 30’s who 

are in need of 

support as they 

transit from higher 

education to the 

workforce.” 
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DAS Student Alumni 
 
Vision:  Building a world of highly sought after dyslexics 
 
Mission:  Unleashing Excellence 
 
Values:  Innovation, Humility, Resilience, Bold, Focus 
 
With their smart new purpose, it was not long before many new activities were 
launched, ranging from bonding activities to skills workshops and networking events. 
 
Mentoring Workshop by Dr Kate Saunders 
 
The Alumni kicked the year off with a mentoring workshop by Kate Saunders, CEO of 
the British Dyslexia Association.  With over 20 years of experience with Dyslexia, she 
gave valuable insights and training to a group of Alumni and members of staff who 
have volunteered to be part of our budding mentoring program and for staff, a 
programme specially catered for the post secondary group. This event is part of a 
DAS-BDA collaboration made possible by a fund raising event by the Singapore High 
Commissioner at Oxford in June last year. It is heartening to note that funds in 
excess of £10,000 were being raised.  
 

Support for Students with LD @ Institutes of Higher Learning (IHL) 
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The mentoring support by members of our Alumni will form an integral part of our 
effort to help people with dyslexia who are moving on to the institutes of higher 
learning in Singapore. Called the BuddyUp! Programme the programme aims to 
provide mentors who will become “buddies” to transitioning students with LD 
particularly dyslexics, helping them to adjust to the less structured life in their 
Institute of Higher Learning (IHL).  By doing that, we hope that our dyslexics will be 
more confident in riding the challenging transition that they will have to go through.  
It is therefore critical that these mentors are equipped with the correct knowledge, 
skills and attitudes to become truly effective mentors.  
 
We were fortunate to have  
Dr Kate Saunders here in 
Singapore to conduct training 
to our select group of mentors. 
 
Dr Kate has over 20 years of 
experience in the field of 
dyslexia and special 
educational needs, having 
worked as a Senior Specific 
Learning Difficulties/Dyslexia 
Advisory Teacher, Special 
Educational Needs 
Coordinator, chartered 
psychologist and lecturer. Kate 
has a Ph.D. in Education and 
is co-author of “How Dyslexics 
Learn”, published by PATOSS. 
 
The mentors enjoyed themselves and benefitted from the personal stories that Dr 
Kate shared during the training.  The topics covered ranged from the Ethics of being 
a mentor to more tangible skills like Executive Function Support and Organisational 
skills. 
 
Our alumni recognises that one of the keys to success is to embrace lifelong 
learning.  Aside from providing a platform for Alumni members to meet and network, 
the social event will have external speakers, industry experts and fellow Alumni 
speakers.  Through the sharing, we hope to expand their world view beyond school, 
gain deeper insight into what interests them and also learn the key attributes to 
achieving success from fellow Alumni members. 
 
To further our collaborative efforts with the BDA, DAS and the Alumni organised a 

Pictured above from Left to Right, Dawn Tan, Fahana 
Muladi, Nor Ashraf Bin Samsudin, Lee Siang DAS CEO and 

Kate Saunders BDA CEO 
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networking social event with an educational twist at the Minds Cafe.  With the cosy 
private room booked for us filled with attendees, it was soon filled with laughter and 
chatter.  With attendees coming from the most diverse of industries such as retail, 
finance, gaming and tech, the personal stories shared that day definitely gave 
everyone there something to take back home.  

 
The event was 
planned to coincide 
with Dyslexia 
Awareness Week and 
what is different this 
time round is that we 
had the great 
pleasure of having a 
video conference with 
Dr Kate together with 
a couple of her youth 
members from the 
BDA.  The discussion 
was fruitful and it was 
heartening to see 
stories being shared 

and support being given between people of different races and nationalities 
regardless of where we are on the planet.  
 
The hype continued soon after with the graduation of the 2015 batch of DAS 
students!  The alumni welcomed many fresh faces to their family while giving the new 
graduates a taste of what the alumni offers them.  Following that, they had our ice 
skating bonding event where they officially welcomed those new to the family to join 
them in a morning of play and fun. This event was closely followed up with our newly 
launched themed networking events to introduce dyslexics to the various potential 
industries they could join, or to just simply learn something new! First up was the 
gaming industry where an industry veteran (who was a student in one of the first 
batches of the DAS!) shared his journey and experience in the industry. The rest of 
the year was packed with a flurry of events ranging from bowling to skills-based 
training for students in IHL. 
 
Beyond activities, the Alumni also launched their own Instagram page earlier in the 
year and brought on a whole suite of updates to our social media channels.  
Members can stay tuned to all that at @das_alumni for posts ranging from famous 
dyslexics to inspirational quotes and unique featurettes of our very own alumni. More 
importantly, it provides a place for all the dyslexics,  to follow them to learn about 
our upcoming events and programmes! 

DAS Alumni Students with Ashraf 
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Executive Functions Programme (HeadsUp! Programme) 
 
This 20 hour programme is specially crafted for our dyslexic learners to enable them 
to sharpen their executive function skills.  Learners with dyslexia, apart from literacy, 
have difficulties with certain processes which may hinder their ability to learn 
effectively at an independent level.   
  

In this programme, we aim to help students in the above skills through the 
achievement of the following objectives; 
 

1.  Empower students to develop strategies to improve memory 
 

2.  Enable students to learn effective ways of taking notes and studying 
 

3.  To teach students to come up with an assignment management system 
 

4.  To teach students how to set long-term goals 
 

5.  To teach students social-emotional competencies which include skills like self-
awareness, social-awareness, relationship management and responsible 
decision-making 
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6.  Empower students to plan and write essays/reports 
 

7.  Empower students to plan and manage long-term projects 
 

The HeadsUp! Programme is currently being trialled on 13 students and looking at 
the year ahead, we hope to be launching both our executive function and mentoring 
programmes, to our alumni and various Institutes of Higher Learning (IHL).  Covering 
dyslexics from the various ITE’s across the country to our local universities, it is a 
nation-wide rollout which helps dyslexics to leverage on their unique skillsets to 
cope, perform and excel in school.  Over the next year, this tailored programme will 
be improved on and expanded further to include collaborations with more IHLs.  
 
In the more distant future though, we hope to use a combination of programmes, 
workshops and events, amongst other things, to help dyslexics unleash their 
potential and leverage on their unique skillsets.  

NOR ASHRAF BIN SAMSUDIN 

ABOUT THE AUTHOR 
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The British Dyslexia Association (B.D.A.) has run and helped to set up a number of 
mentoring schemes within organisations. These can be empowering and enriching 
for both dyslexic mentors and mentees.  Mentors can play a key role in enabling 
dyslexic individuals to celebrate their strengths, utilise effective strategies and over-
come barriers, so that they may be more able to achieve their potential.   
 
WHAT IS MENTORING? 
 
Mentoring traditionally is where a more senior or 
resourceful person, with more experience and skills, 
assists the development of a more junior person. 
Mentoring schemes have been around in business 
organisations for over 40 years. The original advocate 
for them was David Clutterbuck (eg. Clutterback, D. 
(1995) ‘Mentoring in Action’ 2nd edition 2006, Kogan 
Page Limited) and his books remain helpful. 
 
Within the Mentoring schemes the B.D.A. has run, there 
has been a strong focus on mentors who have 
experiences to share with their mentees and 
knowledge that they can pass across which will help 
the mentee manage their lives more effectively.  

“Mentors can play 

a key role in 

enabling dyslexic 

individuals to 

celebrate their 

strengths, utilise 

effective strategies 

and over-come 

barriers, so that 

they may be more 

able to achieve 

their potential.” 
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AIMS AND OBJECTIVES OF A MENTOR PROGRAMME FOR DYSLEXIC INDIVIDUALS 
 
It is crucial with all mentoring programmes that the aims are considered at the 
outset, but particularly for a programme engaging with dyslexic individuals. They 
may already have faced many obstacles in life, see this as another educational 
scheme to endure or have inappropriate aspirations of what it can achieve for them.  
 
From B.D.A mentoring schemes run to date, it has become apparent that what really 
benefitted the mentees were two aims: 
 

1. to improve the confidence of the mentee, and  
2. to impact impart specific skills and knowledge that enable them to 

manage their lives better. 
 
TRUST 
 
It is essential that the mentee has absolute trust in their mentor, even more so for the 
dyslexic individual who is likely to be divulging feelings and fears that they may 
never have shared with anyone else before. If it is possible then the best way of 
beginning this is to bring potential mentors and mentees together and allow them to 
choose each other.  
 
This was done very successfully in a programme run by a Police service some years 
ago where twenty senior officers and twenty more junior staff were brought together 
at the regional training centre and over a weekend could get to know each other 
and choose who to work with. 
 
However, geographical issues can cause difficulty within a mentoring scheme if the 
mentee and mentor are based in different parts of the country. However with remote 
working applications such as Skype being widely available, it is possible to forge a 
constructive and useful mentoring partnership. 
 
RECRUITING AND TRAINING MENTORS 
 
In our experience, it was very easy to recruit mentees, but much more difficult to 
recruit mentors. It is a good idea, therefore, to recruit a bank of mentors before you 
start to advertise for mentees. There are lots of ways in which you can advertise for 
free for mentors, including: 
 

 Dyslexia Support Alumni groups 
 National newspapers offering free adverts for charities seeking 

volunteers 
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 Yours and contacts’ websites 
 Doing press releases about your scheme which might then appear in 

journals and newspapers with your contact details, 
 Word of mouth 
 Social Media such as LinkedIn 

 
It is important that mentors know what they are taking on and make a commitment 
for a sustained period (e.g., a years’ worth) of activity. It is a good idea to run some 
induction training, which could be done as distance as the webinar which is being 
offered to mentors will be. This training needs to cover: 
 

 The aims of the scheme 
 How the scheme will operate (logistics) 
 How to give support and advice to the mentee 
 How to deal with difficult situations such as a mentee with too high an 

aspiration of what can be achieved; or, anger management, as these 
schemes can allow an opportunity for high emotions to be vented 

 Where to signpost mentees to when they need help beyond the scheme. 
 
MENTORING CONTACTS 
 
In order to manage various risks, it is advisable to have a contract between the 
mentor, mentee and scheme’s organisation. This can be quite informal in tone but 
should spell out all the specific elements of the relationship between the parties and 
also risk mitigation items. This contract should be available in various formats and 
provided ahead of time so that those individuals with dyslexia are able to absorb 
and fully understand it in their own time.  
 
COMMUNICATION WITH MENTORS AND MENTEES 
 
As the scheme is designed for those with dyslexia, it is important to ensure that all 
communications are dyslexia friendly. Complying with the B.D.A.’s Style Guide will 
ensure that best standards are met (see: http://www.bdadyslexia.org.uk/common/
ckeditor/filemanager/userfiles/About_Us/policies/Dyslexia_Style_Guide.pdf). It can 
be helpful for mentors and the mentees to provide each other with an informal 
agenda prior to meetings so that they each have time to prepare appropriately.  
 
ADMINISTRATION 
 
Keeping good record keeping on mentors and mentees (eg. accurate contact 
details available on request when misplaced) is vital and it is preferable to log 
meetings at least initially, as well as implementing other risk avoidance factors. 
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Matching up mentors to appropriate mentees is also part of the administration 
process. This can be quite challenging when large geographical distances are 
involved. It is possible to use other communication methods rather than meetings, 
such as Skype calls or virtual meetings, but in order to establish trust, which is 
absolutely fundamental to the process, at least one face to face meeting is usually 
required. 
 
WHAT WILL THE MENTORING ACTUALLY COVER? 
 
This should be decided at the outset as part of the aims of the scheme.  However, 
whereas traditionally mentoring schemes were informal methods of development, 
the needs of dyslexic individuals may well be more specific and there may be 
frustration and disappointment if these needs are not met.  So in addition to a 
conversation with the mentee about the challenges they are facing, and the barriers 
to progress which the mentor may be able to solve, it may be desirable to build in 
some other more formal learning into the process. 
 
FORMAL LEARNING MODULES 
 
Often, no one has ever explained to the majority of dyslexic adults, what dyslexia is, 
how common it is and how it co-occurs with other specific learning difficulties. This is 
very empowering information and could be included within the training that the 
mentees receive. 
 
Many dyslexic adults have not learned useful techniques for personal organisation 
and this is often a major area of challenge. Formal learning modules on time 
management, setting and achieving personal goals; and other personal 
competencies such as how to be assertive but not aggressive; and, how to make 
yourself visible at work; whether and how to disclose that your dyslexia at work, are 
all really useful to the adult with dyslexia.   
 
Literacy development may be something the mentor recommends to the mentee who 
needs it, signposting them to suitable on-going learning schemes. 
 
It is possible to add onto these ideas according to the needs of the individuals and 
also the circumstances and sectors in which they operate. For example, some 
people have a number of part time jobs and this can be immensely challenging for 
those with weaker working memories or sequencing problems. Consequently, 
modules that help with the requirements of this way of organising work, could really 
open up the individual’s potential for the future. 
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CREATING A DYSLEXIA FRIENDLY MENTORING SCHEME 
 
For those in tertiary education settings, some specific input on study skills, time 
management, organisational skills, project report writing, note taking, stress 
management, self-esteem, revision and examination techniques may be particularly 
helpful.  It will be useful to consider the formats that applicants can use when 
applying for mentoring support.  Adopting a dyslexia friendly format or method of 
communication for all correspondence would be appropriate (please see B.D.A. 
Dyslexia Style Guide in Additional Resources section). 
 
SIGNPOSTING 
 
No scheme and no mentor can provide all the answers to the array of different 
needs that the mentees may arrive with. It is very important to have a resource pack 
available to both parties that has referral opportunities. This might be something 
simple as contact information for dyslexia organisations and how to access 
available support. However, it should also include references to agencies for 
dealing with other difficulties, including emotional difficulties. 
 
ASSISTIVE TECHNOLOGY 
 
Assistive Technology can be used by the mentee to support their dyslexic difficulties. 
A common misconception is that technology is seen as the answer to everything, but 
it isn’t, although it can make the users life more efficient. The individual must first 
have a good understanding of their strengths and weaknesses and how they work in 
order for technology to help support them. Dyslexia affects people in many different 
ways and so to address this many products have been developed over the years.  
 
Common solutions include: 
 

 Text to speech software: this will read webpages, documents and pdf’s 
helping the user to process the information quicker as they do not have 
to process and decode the unfamiliar word and then put it back into 
context. 

 
 Mind mapping software: this allows the user to produce a graphical 

representation (spider diagram) on the topic they wish to write about.  
As keywords are used instead of sentences, it is easier for the user to 
navigate the topic as a whole. 

 
 Speech to text software: this allows the user to dictate their thoughts to 

the computer, which can be useful should the individual have difficulty 
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expressing what they wish to say, due processing speed and working 
memory difficulties. Using this software does require patience as the 
user has to develop the way that they talk to the computer as it is 
different to how you would speak to another person. 

 
With the increasing popularity and power of smart phones and tablet computers 
along with access to the internet, an increasing number of apps are being 
developed to support the dyslexic community, meaning that we no longer needing to 
be ‘tied’ to a desk to access technology.  
 
The above description is very general and more detail can be found on our New 
Technologies Committee website (www.bdatech.org).  
 
A list of free resources can be found at: http://bdatech.org/what-technology/
freeware-products/  
 
ADDITIONAL RESOURCES 
 
 Tips for the Dyslexic Adult (2012) by Eorann Lean, British Dyslexia Association, 
Bracknell, UK 
Available from:  http://www.bdastore.org.uk/books/british-dyslexia-association/tips-
for-the-dyslexic-adult/  
 
BDA Dyslexia Style Guide -  
http://www.bdadyslexia.org.uk/common/ckeditor/filemanager/userfiles/About_Us/
policies/Dyslexia_Style_Guide.pdf 
Covering: Dyslexia Friendly Text, Accessible Formats and Website design. 

MARGARET MALPAS 

ABOUT THE AUTHOR 
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Thursday, 23 June 2016 

Lifelong Learning Institute 
 

Uniting Ideas in Teaching Excellence 
Research Worth Sharing 

 
The UnITE SpLD Conference seeks to bring together parents, 
teachers and practitioners working with children with specific 

learning difficulties and special educational needs.  This 
conference will be showcasing research that covers aspects of 
behavioural, literacy and social emotional support, intervention 

and assessment for children with special learning needs.   
Research will be presented it short, engaging and entertaining 

sessions accompanied by poster presentations and the chance to 
talk directly with researchers who are making a difference in the 

Asian region. 
 



Dyslexia Association of Singapore                419 
www.das.org.sg  

International Perspectives 

 
 
Angela Fawcett 
Dyslexia Association of Singapore 
 
Abstract 
 
How can dyslexia be both a strength and a weakness? There are a broad range of 
deficit theories of dyslexia, many of which are compatible with each other.  Our 
latest theory of procedural learning deficit and delayed neural commitment in 
dyslexia provides a sound explanatory framework for the deficits in dyslexia.  
However, only these two theories and our automaticity deficit theory can account for 
the known strengths.  Learning is based on two systems, procedural (rule based 
sequences) and declarative (facts and knowledge). The procedural learning deficit 
suggests strengths lie in declarative learning in dyslexia, with the procedural and 
declarative systems conspiring and competing, and the declarative system leading.  
Delayed neural commitment reflects the failure to automatize skills, which means 
that the sequence of neurons normally dedicated to a specific task is not developed 
and encapsulated.  This allows greater breadth and flexibility of thinking – the 
ability to see the ‘big picture’ that has been associated with dyslexia. In this talk, the 
basis of those strengths and the advantages of bilingualism will be discussed.  
 
Keywords:  Dyslexia, Neural Commitment, Learning, teenagers 
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Geetha Shantha Ram  
Dyslexia Association of Singapore 
 
Abstract 
 
The International Dyslexia Association (IDA), British Dyslexia Association (BDA) and 
Dyslexia Association of Singapore report that 10% of a population has dyslexia, of 
which 4% have severe dyslexia requiring specialised intervention. Figures provided 
by MOE show that in 2013 there were 6063 students with dyslexia in schools, a 83% 
increase from the 2009 figure of 3320 (cited in Landulfo, Chandy & Wong, 2015). 
Given the rising numbers of children impacted by dyslexia, a critical look into the 
provision for people with dyslexia in Singapore is timely to urge stakeholders to 
enhance systems to mirror current perspectives on dyslexia support. 
 
Based on a 2015 study by the Lee Kuan Yew School of Public Policy, National 
University of Singapore (Landulfo, Chandy & Wong, 2015), this presentation will 
examine the available support from three perspectives: [1] Identification, [2] 
Intervention, and [3] Resources.  While Singapore has come a long way in the past 
decade, the study reveals through on literature reviews, comparisons with developed 
countries and discussions with various stakeholders that more can be done for 
people with dyslexia.  The presentation will conclude with an elaboration on the 
recommendations provided in the study. 
 
Reference: 
 
Landulfo, C, Chandy, C & Wong, ZY 2015, ‘Expanding the Provision for People with 
Dyslexia in Singapore’, Asia Pacific Journal of Developmental Differences, 2 (1), 
pp.234-276. 
 
Keywords:  Dyslexia, provision, Singapore 
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Lois Lim 
Dyslexia Association of Singapore 
 
Abstract 
 
Despite the widespread use of Orton-Gillingham (OG) based approaches to dyslexia 
remediation, empirical support documenting its effectiveness is lacking. Recently, 
Chia and Houghton demonstrated the effectiveness of the OG approach for 
remediation of dyslexia in Singapore. As a conceptual replication and extension of 
that research, we report results of 39 students with dyslexia aged between six and 
14 years enrolled in an OG intervention programme over a period of one year. 
Analyses of variance showed that students significantly improved in standardised 
tests of reading and spelling with moderate effect sizes (Cohen's d = 0.52–0.58). 
 
Additionally, an inverse relationship was found between students' ages when they 
began intervention and gains made during the intervention. Results thus indicate the 
effectiveness of an OG approach in remediating literacy difficulties in students with 
dyslexia and, taken together with previous studies, further suggest the importance of 
early identification and intervention.  
 
Keywords:  Dyslexia, remediation, reading and spelling, early intervention  
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June Siew 
DAS Academy, Singapore  
 
Abstract 
 
For many successful dyslexics, dyslexia had once forced them to a corner; they had 
no choice but to scramble, adapt and come up with some kind of strategy that 
allowed them to keep up with everyone. The end is clear; they ended up developing 
valuable skills which might have otherwise been unutilised. These skills and 
resourcefulness had allowed them to compensate for their weaknesses. They would 
not have been who they are without dyslexia. 
 
The challenge for educators is to teach in such a way that helps students to be 
aware of their learning weaknesses and to provide guidance and inspiration as 
they search for strategies that can compensate their weaknesses. As educators, 
these are some questions we need to ask ourselves as educators: How can we 
teach to encourage ownership of learning? How do we teach to evoke problem 
solving initiative? How can we teach to encourage buy-in from students? 
 
Drawing upon the Universal Design for Learning and executive function research, 
this session will provide educators with a framework of instruction that can address 
the questions above. Most importantly, these principles of instruction can nurture in 
students a sense of ownership, adaptability and a spirit of resourcefulness, all of 
which can help them develop compensatory skills and enable them to say that they 
have been blessed by their dyslexia.  
 
Keywords:  Dyslexia, educators, executive function 
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Lee Albert 
Dyslexia Association of Singapore 
 
Abstract 
 
This presentation is based on a study initiated in 2014 that was jointly lead by 
National Council for Social Services (NCSS) and the DAS Academy.  It arised from a 
meeting organised by NCSS comprising of the Dyslexia Association of Singapore 
(DAS), MCYC Community Services Society, Care Corner Singapore and Students 
Care Service (SCS) to propose recommendations to support the socio-emotional 
needs of students with specific learning difficulties (LD). Children receiving therapy 
from the four Voluntary Welfare Organisations (VWO) were chosen to be involved in 
this study to provide evidence for service evaluation.  
 
Children with LD face significant hurdles with learning compared to their normally 
achieving peers. While the difficulties of LD children manifest mainly in poor 
academic performance and learning, they potentially also have co-occurring socio-
emotional difficulties. In this study, we compared self-perception and self-efficacy of 
LD children with their normally achieving peers. In addition, we administered a 
behavioural screening questionnaire to determine whether children with LD 
displayed more behavioural issues. Besides the LD children that were recruited from 
the four VWOs that provided specialist remediation for LD, normally achieving 
students were also recruited from various schools in Singapore as control group.  
 
Findings showed that students with LD rated themselves as having more conduct 
problems compared to their normally-achieving peers. In addition, in contrast to 
existing works, students with LD had elevated levels of self-perception in General 
Intellectual Ability, Reading and Spelling compared to their normally achieving 
peers. Therefore, we argue that identifying children with LD and providing them with 
learning support through specialist remediation may result in a secondary benefit to 
socio-emotional domains. Moving forward, a specialised service that provides 
behavioural support for children with conduct problems will also be piloted by NCSS 
and a VWO to evaluate its viability.  
 
Keywords:  Specific Learning Difficulties, self evaluation, self perception,  self efficacy 
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Wong Kah Lai 
Dyslexia Association of Singapore 
 
Abstract 
 
Dyslexia describes a different kind of mind, sometimes gifted and productive, that 
learns differently. The age of intervention for dyslexic children is critical. According to 
research studies, if a dyslexic child is identified and given effective teaching before 
age 7, he/she may improve to the point where there is little disadvantage. After age 
7, a sharp fall in effectiveness of teaching intervention is noted. After 9 years old, the 
effects of intervention seems to stabilize rather than remedy the relative deficit in 
reading skill. After 11 years old, it takes four times as much teaching to produce the 
same degree of progress as could have been achieved before age 7.  
 
In essence, every child matters. Let us “catch them before they fall” and offer them 
strategies to learning literacy leading to school readiness. This research seek to 
share the results of it bursary students’ progress through a comparison of pre-and-
post assessments—examining alphabet and phonogram knowledge, learned sight 
words, reading and spelling—after they had received 20-80 hours remediation. 
(Programme allows for year round enrolment at any given point of time)  
 
We hope these findings will interest and be of relevance to parents, early childhood 
educators, reading specialists, early intervention service providers, and anyone 
interested in working with young children leading to further action research and/or 
study, better home-school support and perhaps more services made available and 
dyslexia friendly.  
 
Keywords:  Preschool, early intervention  
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Pushpaa Arumugam and Muzdalifah Hamzah 
Dyslexia Association of Singapore 
 
Abstract 
This presentations is about how Drama can be a powerful tool to develop language 
skills such as reading, writing, speaking and listening and also how it can enhance 
the social-emotional development of a student with specific learning differences. By 
and large, Drama Arts can be an effective means of developing talents and self-
confidence, which in turn can lead to a more positive self-concept particularly for 
anyone with specific learning differences. Incorporating drama activities in 
classroom for students with specific learning differences encourages affective 
aspects of literacy and offers multiple opportunities for meaningful communication, 
social interaction, discussion and feedback.  Students participate in both guided and 
self-directed activities that will engage them kinaesthetically and cognitively. We 
look at the barriers to learning and the suggested support strategies we can use in 
drama classes for successful learning.  
 
Keywords:  Dyslexia, Drama, kinaesthetic learning 
 

 
Lim Boon Hock 
Special Education Consultant, Malaysia 
 
Abstract 
Both groups of children with dyslexia and hyperlexia (also known as direct dyslexia) 
have problems in their reading comprehension. However, our question here is: Are 
these problems in reading comprehension the same or different for the two groups?  
In this presentation, participants will learn to differentiate between dyslexia and 
hyperlexia through their respective operating definitions provided by the 
International Dyslexia Association and the American Hyperlexia Association. In 
addition, these two definitions of dyslexia and hyperlexia will be examined further in 
terms of their etiologies, symptomatologies and nosologies. The presenter will take 
participants on their discovery journey through a series of evidence-based activities 
to find out how they can help their children with dyslexia and hyperlexia cope with 
problems in reading comprehension.  
 
Keywords: Hyperlexia, dyslexia, reading comprehension  



426                      Dyslexia Association of Singapore 
 www.das.org.sg 

DAS Handbook 2016 

 
Wen-Si Yang 
National Institute of Education, Nanyang Technological University, Singapore  
 
Abstract 
 
When you read a nursery rhyme to your little one, you open up a world of wonder. 
The nursery rhymes are becoming increasingly recognised by professionals whom 
seeking insight into diverse developmental domains of young children. Even though 
this is a significant dimension from the point of view of the professionals, there is 
little literature addressing how to use nursery rhymes to help young children with 
learning disabilities.  
 
This paper represents an approach of using nursery rhymes to promote the 
development of young children with learning disabilities. This approach includes a 
detailed description of specific early stimulation activities to build on professional’s 
knowledge of the nursery rhymes with an emphasis on exploring what kinds of 
intervention opportunities related to these rhymes, such as shared reading, 
storytelling, and chanting. In the end of this conference paper, we put together a 
collection of nursery rhymes aimed especially to discuss the potential in fostering 
learning and development.  
 
Keywords:  Dyslexia, Nursery Rhyme, shared reading, storytelling, chanting 
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Patricia Mui Hoon Ng  
National Institute of Education, Nanyang Technological University, Singapore 
 
Abstract 
 
Children with language disorders can exhibit symptoms of hyperlexia, a superior 
level of word recognition relative to other linguistic or cognitive functioning. 
Language disorders have been described by the American Speech-Language-
Hearing Association as deficits in comprehension and/or use of spoken, written and/
or other symbol systems [1]. This study examines the effectiveness of an intervention 
known as the Scaffolding Interrogative Method (SIM) [2], [3] that mitigates the 
causal factors by leveraging on the learning style of such children. Measures of 
comprehension test scores using a repeated baseline-intervention method found 
higher scores during intervention as compared to the baseline conditions.  
 
A second dependent measure using standardized instruments for pre-/post-test 
found an improvement in the comprehension age with no corresponding increase in 
reading age for all the subjects. Moreover, the gap between the two variables was 
reduced to a level below the operationalized criteria of hyperlexia for them. Hence, 
the SIM is recommended as an intervention for use in withdrawal sessions in school 
and home tutoring as it can be applied on a one-to-one or small group instruction 
basis.  
 
Keywords:   Hyperlexia, children, reading comprehension, scaffolding   
  schemata.  
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John Everatt and Amir Sadeghi 
University of Canterbury, New Zealand 
 
Abstract 
 
Reading skills are clearly important in educational attainment. Many researchers 
have proposed models of reading processes which focus on how reading is 
acquired. However, there is relatively less research when it comes to reading 
difficulties among those who learn English as a second/additional language. The 
current research investigated the potential underlying cognitive-linguistic skills 
related to word-level and understanding-level processes on reading comprehension 
weaknesses among English language learners (ELLs) at high school levels in Iran.  
 
This research contrasted the performance of average comprehenders (N=70) with 
those with poor levels of performance in text reading comprehension scores (N=23) 
to identify underlying cognitive-linguistic weaknesses associated with text 
comprehension problems. Three measures of reading comprehension (one involving 
passage reading and question answering, another involving passage completion 
(Cloze procedure), and the last one involving sentence completion) were used in 
parallel to identify reading comprehension proficiency. Poor comprehenders were 
considered as those who perform within the bottom 25% of the cohort in those 
measures. The performance of the selected groups on measures of phonological, 
morphological, orthographic processing, vocabulary and comprehension skills 
(referential and inferential skills) was contrasted.  
 
Results showed that poor ELL comprehenders are significantly different from those 
who performed at average expected levels in all areas tested except orthographic 
skills measured by matching words and orthographic patterns; the tasks which may 
require letter knowledge. Findings will be presented to discuss the underlying 
cognitive-linguistic skills involved in reading comprehension weaknesses in various 
areas such as phonological, morphological, and vocabulary skills. Implications for 
theoretical perspectives on reading comprehension weaknesses and classroom 
practices will be discussed.  
 
Key words: Reading comprehension weakness, English language learners  
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Tan Wah Pheow1, Lois Lim2, Fong Pei Yi2, Adelaine Teo2, Valerie Tang1, Aaron Ong1, 
Ang Bee Hoon1, Nicholas Chang1, Sim Wei Jun1, Yen Mei Yi1, Lee Xue Er1, Joey Ang1, 
Shannon Tan1  
 
1. Temasek Polytechnic, Singapore,  
2. Dyslexia Association of Singapore, Singapore  
 
Abstract 
 
Previous studies demonstrated that font size (O’Brien et al., 2005) and text spacing 
(Zorzi et. al., 2012) of printed text affected reading performance of individuals with 
dyslexia. While the positive effects of larger font size is undisputed, there is still a 
debate on whether larger text spacing is beneficial or detrimental to reading 
performance of individuals with dyslexia (van der Boer & Hakvoort, 2015).  
 
To the best of our knowledge, there are two gaps in this area of research: 
 
(a) the combined effects of both font size and text spacing has not been 

systematically investigated; and  
(b) a lack of knowledge on the effects of font manipulation on non-alphabetical 

script (e.g., Chinese).  
 
In the current studies, we address these gaps by systematically manipulating both 
font size and inter-text spacing of English passages (Study 1), and also for Chinese 
sentences (Study 2). We also conducted error analysis to better understand the 
effects of manipulated text on reading errors.  
 
When taken into context with previous studies, findings from current studies 
demonstrate that increased font size either improved or did not impede reading 
performance of individuals with dyslexia. However, the effects of increased text 
spacing is mixed. While it is clear that increased text spacing reduced the likelihood 
of omission errors, Study 1’s finding suggests that it could impede reading 
comprehension, consistent with other findings in the literature (e.g., van der Boer & 
Hakvoort, 2015)  
 
Keywords:  Font Size, Font Spacing, dyslexia, reading performance 
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Fumie Shibuya and Akira Uno  
University of Tsukuba, Japan 
 
Abstract 
 
Wolf and Bowers (1999) proposed the Double Deficit Hypothesis (DDH) of 
developmental dyslexia. In addition to phonological deficit, they put forwards 
naming speed deficit as second core factor of developmental dyslexia. And they 
reported the double deficit group (DD) showing both phonological and naming 
speed deficit, manifested most severe reading difficulty. In this study, we 
investigated the adaptation of DDH to Japanese children. The participants were 94 
children in Grade 3. All children came from local public school and they speak 
Japanese as first language. To compare with foreign study, we used same criterion 
in which used in same as Sunseth & Bowers (2002) of the English area and Wimmer 
et al (2000) of the German area for the same third graders. As a result, in both 
criterion, Japanese speaking children can be classified into three subgroups based 
on the DDH.  
 
In contrast, according to the severity by the criterion of Sunseth & Bowers (2002), 
only one out of seven tasks showed the most severe to compare with other single 
deficit groups and by criterion of Wimmer et al (2000), all tasks showed no-
significant difference among groups. DD group was not the most severe group in all 
each tasks. Our findings suggest that the DDH holds partly in Japanese 3rd grade 
children. On the other hand, we found “the others” group which was difficult to 
classify in the frame of the DDH and this group has reading difficulty too. There was 
a lot of discussion which cognitive function contribute to Dyslexia. Especially in 
Japan, some researchers reported that visual cognition affected to reading difficulty. 
In our study, a score of visual cognition task of “the others group” showed 
approaching significantly lower than no-deficit group when we analyzed by the 
criterion of Sunseth & Bowers. Thus, the others group children who drop out from 
DDH framework, surely exist and they have reading difficulty, and they might relate 
with weak visual cognition in Japanese.  
 
Keywords:  Double Deficit Hypothesis (DDH), Developmental Dyslexia, Japanese 
children, reading difficulty 
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Lhannie Estrera  and Akira Uno  
University of Tsukuba, Japan 
 
Abstract 
 
There have been numerous studies regarding reading and spelling, particularly on 
the English language. There is also an increasing number of studies investigating 
bilinguals; however, there is scarce literature regarding the Filipino language on 
reading and spelling. The official language of the Philippines is English and Filipino.  
Filipino refers to the many (around 100 or more) different languages spoken all over 
the country, including Tagalog. Tagalog is the most commonly used language in 
Manila. Both English and Filipino are learned during the elementary schoolyears of 
children. Both languages use the same alphabet writing system (Aa, Bb, Cc); 
however the two languages differ in terms of grapheme-phoneme conversion (GPC).  
 
English is considered a highly opaque language because of its inconsistent GPC 
contrasting to Tagalog which is considered more transparent due to its regular GPC. 
As the title states, the purpose of this study is to investigate the possible cognitive 
factors affecting the English and Filipino reading and spelling of third-grade Filipino 
children. The following tests were administered to 102 Filipino third-grade children 
studying in Manila: paragraph, word and non-word reading, and word spelling test 
for measurement of their reading and spelling literacy; Raven Coloured Progressive 
Matrices for general intelligence; Rey-Osterrieth Complex Figure Test for visual 
perception and memory; Rapid Automatized Naming test for automatization; 
receptive vocabulary test for vocabulary knowledge; and tests for phonological 
processing like non-word repetition, phoneme deletion and repetition in reverse-
order syllable test. Multiple regression analyses revealed that there were similarities 
in English and Filipino reading in which both automatization and phonological 
processing played a significant role; however, there were difference in the weight of 
contribution of these factors. In addition, receptive vocabulary played a bigger role 
in English reading and spelling than in Filipino reading and spelling, although 
phonological processing played a significant role in both languages.  
 
 
Keywords: Reading and Spelling literacy, Tagalog, phonological processing, 
automatization 
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Kristiantini Dewi Soegondo, Purboyo Solek and Muhammad Risqi Utama  
Dyslexia Association of Indonesia 
 
Abstract 
 
The difficulties Indonesia has experienced are reflected in the latest PISA figures, 
which show that this country is 61st out of the 65 participating countries for reading. 
The situation is more complex for those 10-20% of children who suffer from dyslexics 
who are currently poorly served in general, despite the excellent work of the 
Dyslexia Association of Indonesia.   Researches showed that intervention has been 
shown to effective when teacher or computer led. Until now, there have been no 
instrument available in Bahasa Indonesia.  
 
LexiPal is a ‘learn-to read’ application especially designed for dyslexic children in 
Bahasa Indonesia.  This application is developed for dyslexic children in the age of 
5 to 7 years or pre-school of first year of elementary school. LexiPal has been 
designed to be use not solely by children, but with guidance from parents, teachers, 
therapists, an others. A key feature is that the program may be used with minimal 
initial training an is therefore suitable for all levels of adult guidance.  
 
LexiPal has 4 main key features: (1). Children database, (2). Scheduling, (3). 
Learning Media, (4). Historical Data. This feature is designed based on three of the 
most important approaches in teaching dyslexic children, namely : (1). Multi sensory 
method, (2). The use of different media to teach one material, (3). Prioritize 
motivation rather than punishment. Based on the above considerations, learning 
media features are divided into three different types, namely : learning media, 
practice media and evaluation media. In addition to having different types, the 
learning media is also divided into twelve different categories, with all those 
categories stating the ability that has to be mastered by the children between the 
ages o 5-7 years which are : shapes and patterns; similarities, differences and 
comparison; short term memory; object association; direction perception; activity 
sequence, understanding place; time concepts; functional skills; letters; syllables and 
words; simple sentences. increasing complexity of school maths over the primary 
school years.  
 
Keywords:   Dyslexia, screening and intervention 
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Dr Nandini Chatterjee Singh  
National Brain Research Centre in India  
 
Abstract 
 
Dyslexia is categorised as a learning disability wherein school children do not 
achieve adequate reading skills. It has a worldwide incidence of 5-20% and 
incidence of dyslexia in India is believed to be 10-15%. It is critical that dyslexia be 
assessed in all the languages in which a child is provided instruction. Given the 
education scenario in India wherein children are provided literacy instruction in at 
least two languages and often three, it is critical that dyslexia be assessed in all of 
them. In particular it is necessary that the child be assessed in the native language.   
 
Given the absence of appropriate standardised screening and assessment tools in 
Indian languages, the diagnosis of dyslexia in India so far has been incomplete or 
even unavailable. To address this lacuna, the Dyslexia Assessment for Languages of 
India (DALI) was developed. DALI contains screening tools for school teachers and 
assessment tools in Indian Languages to identify dyslexia. DALI provides 
standardised, validated tests in three Indian languages (Hindi, Marathi and 
Kannada) and English learnt in as a second language. It has been indigenously 
developed, standardised and validated across a large population of 4,840 children. 
This talk will discuss the different tests available in DALI, its standardisation and 
validation. 
 
Keywords:  Dyslexia, Screening and Assessment tools, Hini, Marathi, Kannada 
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Dr Ong Puay Hoon  
Faculty of Medicine and Health Sciences, Universiti Malaysia Sarawak 
 
Abstract 
 
A strong consensus that has emerged from various research is that a central 
difficulty in dyslexia is the processing of speech sounds, known as phonological 
awareness or processing (for example, Shaywitz,1998; Snow et al., 1998). 
Phonological awareness or processing involves the ability to hear sounds that make 
up words in spoken language. Students with strong phonological processing skills 
are likely to become good readers, but students with weak phonological skills will 
likely become poor readers (Blachman, 1997).  Blachman also showed that more 
than 90 percent of students with significant reading problems have a core deficit in 
their ability to process phonological information. Phonological processing is an 
umbrella term that includes six developmental levels - word awareness, rhyme 
awareness, syllable awareness, rhyme production, phoneme awareness, and 
phoneme manipulation (Lane, 2007). This paper presents the use of the ubiquitous 
bottle caps and other physical aids to enhance phonological processing skills 
among Primary 3 students of age 8-9 years old who were attending remedial 
classes for English language. The outcomes of a comparative analysis of pre- and 
post-test measures after one week instruction will be presented while taking note 
that any changes in post-test scores in relation to pre-test cannot be attributed solely 
on the use of bottle caps as other physical aids and activities were also used. In 
addition, the benefits of use of the bottle caps as a 3-D physical manipulative aid 
when compared to letter tiles or cards and narrative accounts of both students and 
their teachers on the use of the caps will be presented. 
 
Keywords:   Dyslexia, Phonological Processing, physical teaching aids 
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Nur Alia Salim1, Zachary M. Walker1, Kara Rosenblatt2 
 
1. National Institute of Education, Singapore 
2. University of Texas of the Permian Basin  
 
Abstract 
 
The Process Genre Approach to teaching writing was developed by Badger and 
White (2000). The approach advocates teaching students writing by taking students 
through stages of writing while emphasising on the language features and context 
of the writing. A research study was conducted to explore teachers' perceptions on 
the effectiveness of the process genre approach on the writing skills of students with 
dyslexia.'  This research study provides an overview of five Singaporean teachers' 
perceptions of the process genre writing approach as a method to improve the 
writing skills of students diagnosed with dyslexia.  
 
The researchers conducted a case study with five teachers from the Dyslexia 
Association of Singapore (DAS). Teachers were selected as study participants based 
on purposeful sampling. Data collection for the participants included a pre-interview 
questionnaire and a semi-structured interview. All five teachers reported using 
elements of the process genre writing approach during instruction. Themes 
representing the teachers' view of the process genre approach to teaching writing 
emerged from the research including accessibility to resources, idea generation, 
structured instruction, familiarity, and ease of use emerged from the study. The 
results are discussed and suggestions are provided for further research. 
 
Keywords:  Teachers’ perceptions, process genre approach, learning difficulties, 
dyslexia, teaching writing, writing difficulties, 6+1 Traits. 
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Christina Chia  
Specialist Teacher, Singapore 
 
Abstract 
 
Many of us must have experienced the need to repeat a topic over and over again 
to our dyslexic students, and the result is that they still can’t remember. Why is this 
so? The problem could lie with their working memory. Working memory is a vital 
cognitive system that helps us retain and manipulate information to support a wide 
variety of complex cognitive activities. It can also have important consequences on 
academic and daily life performance.  
 
Working memory capacity is limited; but there has been a lot of buzz about the 
ability to increase working memory capacity through computerised working memory 
training.  Though controversial, some studies have yielded positive outcomes, not 
just on improved cognitive functioning, but even enhanced academic performance. 
Like other individuals with specific learning differences, dyslexic individuals also 
struggle in their ability to learn and remember; thus results and learnings from these 
studies can have a significant impact on their lives. However, very few published 
empirical studies have examined the impact of working memory training on 
individuals with dyslexia. Could dyslexic individuals experience similar potential 
benefits that working memory training seems to offer?  My study takes a closer look 
at the effects of computerised working memory training on dyslexic students, and the 
implications moving forward.  
 
Keywords:  Dyslexia, working memory, computerized working memory  training. 
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Sharanjeet Kaur, Mizhanim Mohamad Shahimin and Rifizati Buyong  
Universiti Kebangsaan Malaysia  
 
Abstract 
 
Purpose: 
To determine reading performance using ChromaGen lens II in dyslexic children with 
low and high visual stress levels.  
 
Methods: 
A total of 25 children (mean age = 8.88 ± 1.509 years) with dyslexia were recruited. 
All subjects were free from ocular and systemic diseases and never had any 
intervention. The children completed a computerised visual stress test using ViSS, 
initially without and then followed by, with ChromaGen lens II. The ChromaGen lens 
II were selected by the children based on their preference when reading a text. The 
visual stress test comprised of visually non-stressful items and visually stressful items. 
Based on the search times of stressful visual items, the children were categorised 
into 2 groups; that is low visual stress (LVS) and high visual stress (HVS) groups. Then 
reading performance (reading time and reading rate) was assessed for the two 
groups without and with ChromaGen lens II.  
 
Results: 
There was a significant difference (t = -2.437, p=0.022) in search times for non-
stressful and stressful visual items without ChromaGen lens II. However, with 
ChromaGen lens II, the search times reduced to become insignificant between the 
two. Without ChromaGen lens II, 62% (n=16) of children had LVS and 38% (n=9) had 
HVS whereas with ChromaGen lens II, 69% (n=18) of children had LVS and 31% (n=7) 
had HVS. There was no statistically significant difference in search times with and 
without the ChromaGen lens II within the LVS and HVS groups. Similarly, there was 
no statistically significant difference in reading time and reading rate with and 
without ChromaGen lens II within LVS and HVS.  
 
Conclusions:  
Using ChromaGen lens II helps to reduce search time of stressful visual items in 
dyslexic children. However, ChromaGen lens II does not help improve reading 
performance for dyslexic children with either low and high visual stress levels.  
 
Keywords:  Dyslexia, ChromaGen Lens II, Visual Stress. 
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Priscillia Shen 
DAS Academy, Singapore 
 
Abstract 
 
Dyslexia is believed to be a universal language learning disability that varies across 
different languages, depending on the diversity of the writing systems. Though 
studies on dyslexia have been mostly associated with learning difficulty in English 
language, there have been major achievements in the research on dyslexia in 
Chinese character reading but there is still no widely accepted theory or intervention 
for dyslexia in Chinese language. Singapore has adopted the bilingual education 
policy because of socio-political-economical-cultural reasons, which has put many 
Chinese children in a very different and unique environment in learning at least two 
languages of different orthographies and sound-symbol mapping systems, as 
compared to other  
 
Chinese children of countries where Chinese language is the first language, such as 
China, Taiwan and Hong Kong. Because of the difference in both English and 
Chinese writing systems, there is an interest to find out whether visual perceptual 
skills other than phonological deficits would affect Chinese language acquisition. 
Furthermore, there is also an interest to explore the differences in Chinese literacy 
skills with the presence of dyslexia in Singapore’s context, through the use of a 
battery of Chinese literacy tests which could lead to future validation of assessment 
and implications for intervention for dyslexic children.  
 
While Chinese literacy skills and visual perceptual skills were found to be weaker in 
the presence of dyslexia, visual memory was found to be an underlying visual 
perceptual skill besides phonological processing skill and auditory memory in 
Chinese language processing. A grounded theory derived through the voices of 
Singapore Chinese children has also illustrated their perception of Chinese 
language and how varied level of orthographic and morphological awareness and 
transference of values from role models affect their understanding of and dealing 
with the language.  
 
Keywords:  Dyslexia, Chinese language, English Language, literacy skills, visual 
memory, visual perceptual skills, phonological processing, auditory memory. 
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Ho Shuet Lian 
Dyslexia Association of Singapore 
 
Abstract 
 
Several studies (McArthur, Hogben, Edwards, Heath, & Mengler, 2000; Catts, Adlof, 
Hogan, & Weismer, 2005; Snowling, Gallagher & Frith, 2003; Stothard, Snowling, 
Bishop, Chipchase, & Kaplan, 1998) have found evidence to explain the association 
between language impairment and reading difficulties. Therefore, Dyslexia 
Association of Singapore (DAS) recognises the importance of Speech and Language 
Therapy for the diagnosis and intervention of mainstream students with dyslexia in 
Singapore and started providing speech-language therapy service in 2009.  
 
This study aimed to find out the distinctive speech-language needs of students at 
DAS as well as to assess the efficacy of speech-language therapy in helping these 
students to achieve. 35 students between 7 and 16 years old were randomly 
selected for progress evaluation. The students attended both MOE-Aided literacy 
programme (MAP) and speech-language therapy at DAS.   80% of the students were 
males and the rest were females. They attended one-hour weekly individual speech-
language therapy for at least two consecutive terms in 2015.  
 
The findings show that most of the DAS students who attend speech-language 
therapy had expressive language impairment and the least common deficit that they 
had was pragmatic deficits.  The overall results achieved by these students suggest 
that they had benefited from attending at least two consecutive terms of speech-
language therapy at DAS. Phonological awareness had the highest success rate of 
90% and pragmatics had the lowest success rate of 70%. Survey result suggests that 
speech-language therapy helped to boost the students’ self-esteem as nearly half of 
the participants rated their self-esteem as ‘higher’ post intervention. 
 
Keywords:   Dyslexia, Speech and Language Therapy, self-esteem,  phonological 
awareness 
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Kwok, F. Y.1, Beth O'Brien2, Tay, K. H. S.3, Chang, W. T.4, and Chen, S. H. A.1,5 
 
1  Division of Psychology, Nanyang Technological University 
2  National Institute of Education, Nanyang Technological University 
3  Paediatric Neurology and Developmental Pediatrics, National University Hospital,    
    National University of Singapore 
4  Magnetic Resonance Imaging Group, Biomedical Sciences Institutes, Singapore  
    Bioimaging Consortium (SBIC), A*STAR 
5  Centre for Research and Development in Learning (CRADLE), Nanyang     
    Technological University 
 
Abstract 
 
Dyslexia is a reading disability that affects 5-17% of the population (Shaywitz and 
Shaywitz, 2001). Extensive research has been conducted examining the neurological 
differences of the processing of alphabetical languages in individuals with dyslexia—
three meta-analyses have been published thus far. However, little is known about 
the functional network of bilingual children. Singapore stands out as a unique 
population for the research of dyslexia as it is a multilingual society. Children are 
typically bilingual with English being their first language and either Malay, Tamil or 
Chinese as their second language or mother tongue language. Therefore the current 
study seeks to understand the neural network of dyslexia during verbal working 
memory in Singaporean children. 
 
Using non-invasive brain imaging techniques via the MRI scanner, the present study 
examined the brain networks of children with and without dyslexia between the 
ages of 6-10 years old.  In particular, the study sought to understand how verbal 
working memory—a core deficit of dyslexia, may be affected in children with 
dyslexia and how that is related to their reading ability.  Through comparing 
typically developing children to those with dyslexia, we are able to study the brain 
networks involved in verbal working memory that is often utilized in reading.  
Additionally, the study is specifically interested in understanding the role of the 
cerebellum during verbal working memory in children with dyslexia. The cerebellum 
has been thought to be only involved in movement and coordination in the past.  
However, in the recent two decades, researchers have been finding that the 
cerebellum is also involved in higher brain functions, like verbal working memory, 
language, music, decision making and timing (E, Chen, Ho & Desmond, 2012) which 
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do not necessarily have an explicit motor function. With previous studies 
documenting structural abnormalities in the cerebellum, the present study seeks to 
uncover the functional difference. 
 
Through the findings of the study, the study hopes to better understand the neural 
difference during verbal working memory in children with dyslexia and their typically 
developing peers in hopes of innovating strategies to further refine current 
interventions for dyslexia. 
 
Keywords:  Dyslexia, fMRI verbal working memory, cerebellum 
 
 
 
 

 
Hani Zohra Muhamad 
Dyslexia Association of Singapore 
 
Abstract 
 
This article is a case study of a child with dyslexia and ADHD who was provided 
with behavioural strategies to cope in class which proved to be effective. Children 
who have dyslexia and Attention Deficit Hyperactivity Disorder (ADHD) often face 
great challenges in school as their academic abilities are usually impeded by these 
two learning disorders. While dyslexia affects their literacy abilities, ADHD often 
affects their ability to pay attention and exercise executive functions. Children with 
ADHD are often found to be hyperactive, inattentive or a combination of both. On 
the other hand, these children often have normal to above average intelligence and 
can do very well academically if they are equipped with coping mechanisms. 
Physicians may suggest that children with ADHD be medically treated in order to 
curb their behaviour and perform better in school. However, these medications may 
contribute to undesirable side effects and this is the reason why many parents may 
disagree with having their children with ADHD under any form of medication.  
 
Keywords:  Dyslexia, Attention Deficit Hyperactivity Disorder (ADHD), school 
behavior, attention, coping mechanisms 
 
 
 
 
 



442                      Dyslexia Association of Singapore 
 www.das.org.sg 

DAS Handbook 2016 

 
 
Crispiani Piero and Eleonora Palmieri  
Psychological and Pedagogical Victor Center, Italy 
 
Abstract 
 
In this talk we present an intervention approach geared towards improving the 
fluency of reading and processing in children with dyslexia and dyspraxia. This is an 
important topic, identified by the National Reading Panel 2000 as key to improving 
reading comprehension. The approach, the Crispiani method developed in Italy is 
derived from theories of cerebellar deficit and procedural learning, and adopts a 
dynamic approach based on a combination of whole word reading with rapid 
coordinated movement.  
 
Following a literature review, an intensive case study of clinical practice with a 10‐
year old girl with dyspraxia and dyslexia shows marked improvement in initiating 
and completing tasks. Finally, an experimental study with 33 children show an 
average improvement of 30% in reading fluidity following a 3 months intervention 
designed to improve processing speed and confidence in a clinical setting.  This 
improvement was highly statistically significant. The implications for a whole child 
approach to intervention are discussed.   
 
Keywords:  Dyslexia, Dyspraxia, reading fluency, automaticity 
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Rebecca Yeo 
Dyslexia Association of Singapore 
 
Abstract 
 
Many students with dyslexia experience difficulty with mathematics. Besides affecting 
the ability to read and decode, dyslexia also negatively influence other executive 
functions such as working memory, sequencing, and the ability to plan. These skills 
are needed to solve word problems efficiently and effectively. In Singapore, success 
in mathematics is highly valued, and doing well in the subject opens doors to better 
prospects later on in life. To support primary school students with dyslexia who 
experience difficulties with the subject, a math intervention was designed with their 
learning needs in mind. In designing the programme, the designers ensured that the 
pedagogy and syllabus were kept in line with the national curriculum in Singapore.  
 
This programme focuses on building students' mathematical ability, specifically in 
conceptual understanding, procedural fluency and ability to apply concepts to word 
problems using a dyslexia-friendly approach. In this article, we present an analysis 
of the progress of 39 dyslexic children aged 7-11, enrolled with the Dyslexia 
Association of Singapore, who had completed 6 months support for maths. The 
students' performance were measured using an in-house formal assessment tool that 
spanned a range of ten topics: addition, subtraction, multiplication, division, time, 
fractions, geometry, decimals, percentage, and ratio. Results show statistically 
significant improvement in all topics targeted across all levels except at P2. These 
results are discussed in relation to the increasing complexity of school maths over 
the primary school years.  
 
Keywords:  Dyslexia, Maths intervention,  
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Nicole Chua 
Dyslexia Association of Singapore 
 
Abstract 
 
One of the key issues in dyslexia research is how can we remediate dyslexic 
children who do not respond to phonics intervention? Chomsky (1970) described 
English language as a morphophonemic language. There are a number of English 
words that are non-phonemic and cannot be represented by letter sound 
correspondence. This study aims to establish whether or not morphology should be 
integrated with phonics instruction to provide an effective intervention to dyslexic 
teenagers, thereby increasing their self-esteem. This case study of a group of three 
15-year-old dyslexic learners who showed little response to the current phonics 
based instruction based on the Orton-Gillingham teaching approach. The researcher 
developed specially designed morphological instruction adapted from Bowers 
(2010), into the established phonics intervention, to provide a compensatory strategy 
(Carlisle, 1987) for the atypical group of learners. The group of learners showed an 
increase in confidence and accuracy when attempting spelling tasks. All students 
responses indicated that morphological instruction was their preferred way to spell 
as they remembered word parts visually more easily and they can rely on phonics 
(sounds) should they fail to identify any word part. This case study suggests that 
morphology should be incorporated earlier at secondary level as it helps them to 
see the relevance of the intervention programme to their academic work in school, 
and provides deeper understanding of language and its structure. 
 
Keywords:  Dyslexia, Morphological Intervention, Spelling, Self Esteem. 
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Edmen Leong 
Dyslexia Association of Singapore 
   
Abstract 
  
Performing in primary education is particularly important in Singapore. Parents and 
teachers have high expectations for their children and students, especially when 
they sit for their Primary School Leaving Examinations (PSLE). This could be due to 
how results of the PSLE can determine a child's educational pathway following their 
primary school education. Students with dyslexia struggle with the English PSLE 
subject, and score poorly in several components of the paper. A team of curriculum 
developers with the Dyslexia Association of Singapore (DAS) thus developed an 
English Exam Skills Programme (EESP) to help dyslexic learners in the DAS overcome 
their difficulties in the PSLE English Paper.  
  
The EESP focuses on teaching skills and strategies that directly helps students in the 
Grammar, Editing, Synthesis and Transformation, and Comprehension components 
of the PSLE paper. The EESP team strongly believes that some of these challenging 
components can be taught, and that primary school students with dyslexia can 
acquire necessary skills that can be translated into the PSLE paper. The team has 
thus designed and developed a set of curriculum to address some of these 
components of the PSLE paper.  
  
Careful considerations were taken into account in the development of the EESP 
ensuring that the curriculum adheres to the Orton Gillingham (OG) principles, that 
there is sufficient empirical evidence supporting the usefulness of concepts and skills 
taught and that students were able to transfer concepts and skills learned in their 
examination papers. This presentation reports the continuous evaluation of results of 
students in the EESP revealing that students have been progressing and improving 
significantly.  
  
Keywords:  Dyslexia, English Exam Skills, Primary School Leaving Examinations 
(PSLE), Grammar, Editing, Synthesis and Transformation. 
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TRANSCRIPT OF THE UNITE SPLD PANEL DISCUSSION 
 
The panel discussion formed the final section of the 2016 UnITE SpLD Conference – 
Research worth Sharing. This discussion was moderated by Geetha Shantha Ram, 
who is Director of the main literacy programme at the DAS – the MOE-aided DAS 
Literacy Programme (MAP) and the division of Staff Professional Development. 
Together with the moderator, a panel of prestigious speakers who are introduced 
below, took part in this session and Geetha had prepared a series of questions for 
the them to address, which was combined with questions from the audience.  It is 
our pleasure to share with you the transcript of the discussion. 
 
GEETHA SHANTHA RAM:  Let me introduce the members of the panel. We have 
professor Angela Fawcett, who is vice president of the British dyslexia association 
and a fellow of the British Psychological Society and the International Academy for 
research in learning disabilities. She's currently research consultant to the Dyslexia 
association of Singapore.  
  
Next we have Dr. Tan Wah Pheow, who is the section head of the diploma in 
psychology studies in the school of humanities and Social Sciences at Temasek 
polytechnic. He received Temasek polytechnic’s teaching excellence award in 2012 
in recognition of his teaching excellence and since 2010, has collaborated on 
numerous research studies with other local researchers.  We have professor Akira 
Uno who is professor of the graduate school of comprehensive human sciences 
university of Tsukuba japan, he's also president of the Japanese dyslexia research 
association and president of non-profit organization LD and dyslexia centre.   
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Of course, last but not least we have Mr. Lee Siang who is the DAS chief executive 
officer and he sits on the board of the subsidiaries DAS academy and DAS 
international.  Siang is also on the board of the US based international dyslexia 
association and a member of the international global partner’s committee.    
 
From a discourse that largely centered on negativity, we’re now eagerly embracing 
dyslexia and without undermining the struggles faced by dyslexics, we are able to 
speak positively on what it offers to dyslexics themselves and for those around them.  
Educationally, there are still many pertinent questions that will enable us to reflect 
and better support dyslexics and not surprisingly, these include clarifications on 
identification, and assessment practices, issues which are made more complex due 
to uncertainty in the dyslexia definition. Once identified, concerns of appropriateness 
of intervention or evidence based practices, use of tools and strategies including 
technology, self esteem and teacher readiness pervade our conversations.  
Equally important is our understanding of the dyslexic person in the 21st Century. 
What are his experiences and how does the dyslexic voice effectively bring about 
changes to our views on education? Has he been able to adequately influence 
institutional practices, resulting in a desired impact to societal and cultural systems?  
In short, there is the social, cultural, systemic, anthropological and psychological 
aspects that we must continue to learn from so, let’s get the views of our panel, 
which represents the pluralistic field of dyslexia.  
 
Beginning first with identification, recently, there have been many concerns 
surrounding the definition of dyslexia and therefore, its identification. Prof. Fawcett, 
what are some of these concerns surrounding the definition of dyslexia?  
 
ANGELA FAWCETT: While there is work coming from the UK that is beginning to say 
dyslexia is a myth now, that's really putting the clock back to the seventies and 
eighties in the UK, when people said oh it's just a middle-class excuse for failure and 
clearly this is wrong. We know there's a genetic component, a brain based 
component. The issue is on how you diagnose dyslexia and in the past it's been 
diagnosed on the basis of a discrepancy between the intelligence and the overall 
ability and the ability to read. That's not necessary to the most useful definition and 
we're now looking at much more complex forms of identification in terms of a 
teacher assessment, in terms of the multiple skills involved in dyslexia, but to my 
mind it misses the point because what we're looking at here is children who are 
struggling and it's irrelevant really the argument about diagnosis. The important 
thing is that we're finding those children, we’re providing the support that they need, 
and making sure that they are allowed to fulfill their potential and not fail as they 
would do if left unsupported.   So, the profile of the child and what they need in 
terms of their assessment and support are what is important here and not academic 
arguments about whether or not dyslexia exists that's nonsense! 
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GEETHA: Well, the DAS conducts a lot of assessments for dyslexia, what's the DAS 
position on profiling or even assessments for children? 
 
LEE SIANG: I think in many ways it mirrors what Angela has already said. It's not a 
case of whether we should conduct a full assessment with both cognitive and literacy 
batteries or for that matter reporting with our more dynamic approach to 
assessment. I think what's most important is how will the assessments that are 
conducted instruct your intervention and that is what you should be looking for. 
 
GEETHA: Yes. So if it's all about the intervention and we have a question from a 
member of the audience, is it time to reduce the use of the term dyslexia? What do 
you think? 
 
ANGELA: I think dyslexia is a wonderful shorthand, what we have to see though is 
that rarely do we have a child who is simply suffering from a reading difficulty it's 
always much more complex than that - there's so much overlap between the different 
problems. But dyslexia is a shorthand that people will understand, they see it as a 
problem in reading, they don't necessarily recognize that it's much broader than that 
but they are also beginning to see it as something that's associated with strength, so 
it isn't just a problem, it's also something which will identify that you have potential 
as well as difficulties to be overcome.  So I'm very firmly in favour, people fought for 
years to get that idea and I'm happy to use specific learning differences and other 
forms of of the word but I I like dyslexia myself.  What do you think about that? 
 
WAH PHEOW: No problem, I've generally no issues with that term although I'm not 
sure what the context of the question was and, maybe just second-guessing the 
person who asked the question if he or she meant that we need to have more 
politically correct views or correctness, if it is coming from that angle so I wasn't sure 
that will transform that… 
 
GEETHA:  Actually I can clarify, it's got to do with IQ and the question continues to 
talk about a person could have learning disorders due to lower IQ and IQ is a 
significant factor to determine how students learn so is the term dyslexia then useful 
or should we just be looking at students IQ? 
  
WAH PHEOW: But I think if you look at the actually very conventional diagnosis of 
dyslexia, its someone with above-average IQ and not being able to linguistically 
perform up to their respective level, so I feel if you think on that context, it's a very 
useful term. And you can talk about IQ but then if you do that, you just use dyslexia 
as the criteria to decide whether a person receives intervention or not, then you are 
effectively excluding this group of individuals from receiving intervention. 
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AKIRA UNO: Well for definition IQ, is not needed for the definition. I think that 
because, according to cognitive ideas, underlying reading disorder of children of 
who are showing normal IQ or lower IQ are the same, or so reported, but for 
prognosis of our training it's different, I think the normal IQ are above lower IQ 
children, with lower IQ as the program prognosis is not so good, based on my data 
and experience. 
 
GEETHA:  So whatever you like to achieve they might take a little bit longer however 
it's not that they should not receive intervention? 
 
AKIRA UNO: and some of the children didn't catch up, leading the team to later… 
 
GEETHA: Let's return back to intervention, now Margaret Snowling reviewed the 
possibility of whether children with dyslexia can be identified based on their 
response to good reading instruction, perhaps in place of a specific assessment. 
And this is an exciting prospect as more children could then be identified early to 
receive intervention early. Can reliable identification be achieved and do we see the 
possibility of us moving towards such a means of identification? 
 
ANGELA: I think you can definitely identify children very early that are going to have 
problems and you can provide the support that they will need to help them in the 
early stages.  That doesn't mean to say that they're not dyslexic and so as they carry 
on through their school career they will find some stages when they get stuck 
because their ability to learn is different from the other children.  So the response to 
intervention is interesting and something they're going for in a big way in the States 
but it could be that you take a child to provide the support they seem to be 
absolutely fine and then you just dismiss the fact that they have problems and of 
course we all know this something that lasts throughout life and so whatever stage 
you're at even in university, we find in the UK people arriving they've got all their A-
levels they've come through and then they fall to pieces, but they can't keep up with 
the workload and it's because up to here they've managed by working harder but 
they still need that help, they need the extra time to be able to show their potential 
so it's an interesting thing but it won't be a complete solution, nothing is. 
 
GEETHA: That’s true. Well dyslexia is considered a high incidence learning disability. 
We hear a lot about it which is good so that we can better support success and 
consequently there's been a surge in the number of new programs with claims that 
they can effectively support learners.  So in this uncertain climate, how can parents 
teachers or educational organizations know what suits their learners best, perhaps 
DAS can explain that? 

 

LEE SIANG:  In many ways, I think my opening address in the morning has 
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addressed that. I think it's very important that any program or service that is 
delivered is supported by evidence from good research and I think those who are 
seeking the services should look out for programs that are supported by research.  
So evidence-based practice is critical in determining.  
 
ANGELA: I think you could also say that if you have an idea that you think works 
make sure you have it evidence to show that it does and it's very simple to do this. 
You take a pre-test on something you do your intervention on, you keep it all 
recorded well and then you do a post test and it may be that you think it will 
improve something it doesn't but it may improve other aspects.  So we went to a 
lovely talk where they were trying to improve memory and they actually improved 
attention and concentration but that was fabulous in itself so you know be prepared 
to collect that evidence and then share it with others. 
 
WAH PHEOW: I’m actually very happy, very much interested and I think it's very 
important that whenever you run the program right, you evaluate it and as the 
standard pre-test -post-tests, I would like to see data that's collected right, to collect 
to better improve the program because it's not just saying whether the program 
works. Sometimes, I think when you do program evaluation right, it’s not so much 
black-and-white, but maybe some aspects of the program work, some aspects of the 
program you need improvement so I think those are the kind of data that you need 
to collect to do a very good program evaluation and program improvement.  
 
ANGELA: And I have to say I’ve been really struck by how beautifully the DAS 
evaluate their work, it's wonderful to see it tweaked all the time to be better and 
better. I'm really, really, impressed with it. 
  
GEETHA: Thank you, thank you Angela means a lot coming from you.  A question 
related to research… 
 
AKIRA UNO: Actually, I have something to explain in relation to the situation in 
Japan.  So it's changing, big changes occur now in Japan because the Act law will 
be enforced. The act is in force, enforced from April this year, it took up about three 
months, just the act prohibits discrimination against people with disabilities including 
children with developmental dyslexia so our teachers have to support assist, based 
on following the act, but it took only 3 months, the situation is still difficult for children 
with developmental dyslexia, but I think it's changing, so we sometimes we need to 
look at a Law.  

 

GEETHA: If I could just continue with that - the topic of teacher readiness maybe, are 
the teachers ready in Japan to support such learning? 
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AKIRA UNO: Most teachers don't know how to teach students with developmental 
dyslexia.  In the project of Japan's Ministry of Education and Culture, I made a video 
tape on how to teach in the mainstream class for children that were developmental 
dyslexics, and the situation in the school, in work and in the home so this video will 
hopefully increase understanding of dyslexia in Japan,  but it's changing now. 
 
GEETHA: It's wonderful to hear this. Is what you say or something similar happening 
in tertiary institutions? Do you think that teachers are ready to support such learners 
in tertiary institutions in Singapore? 
 
WAH PHEOW: Unfortunately I don't think so, although within Temasek polytechnic 
itself, that’s the institution I come from, we do have an office that looks at students 
with special needs, could be physical special needs or developmental specialist but 
unfortunately a lot of times right, this is too kind of generic office to do much, and I 
also feel that especially in the past few years, ok I've been there for like six seven 
years,  in the past maybe two or four years that's a growing recognition of 
individuals with special needs but I can tell you when I started working at Temasek 
polytechnic people had no clue.  I think MOE is doing a good job in pushing up 
awareness and getting asked to set up an office of special needs or individuals with 
special needs for the past 20 years, but there's still a long way to go. For my school, 
because I come from psychology studies, so like me people are psychologist there, 
so most of us are kind of aware of this disorder but when you get to like the other 
schools,  like engineering schools or the IT schools, some of the educators may not 
be that aware of this situation. Yeah so that‘s kind of my take on that.  If I could add 
to that there was a study done at the University of Cambridge in the UK and they 
found that one percent of students were dyslexic, so the students in tertiary 
education they are there, right? 
 
ANGELA: Absolutely - sorry to interrupt - if I could add to that, we did a study in the 
Balkans with eight Balkan countries in the EU study looking at dyslexia in higher 
education and we prepared learning materials for the teachers and the students 
and then we had to evaluate it and in Bosnia, Serbia and Croatia they said we can’t 
have dyslexics in our universities, they wouldn't possibly get there and I said well, in 
that case we need to give the money back don't we. So they said okay we'll look 
and of course we found dyslexics in those universities we were able to support them 
and we were actually able at the end of that project to change the law and we 
introduced legislation for higher education in Bosnia Serbia and Croatia. So you 
know you really just need to look everywhere there are just like dyslexics from the 
highest right down to the lowest of the prisons 

 

WAH PHEOW: I agree with Angela because for the students with special needs at 
the Polytechnic, we need to make special permission for them for examination 
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concessions and when I look at the list of students, I mean some of them have other 
special needs like muscular dystrophy etcetera but if you look at the list also there's 
every time you get it its majority is dyslexic students. 
 
ANGELA: It’s the same at home in the UK in the USA and I don't know whether it 
sounds as if it's the same here what about Japan? 
 
AKIRA UNO:  You know at our university, we couldn't find any students with 
developmental dyslexia, but in another university we find some, but they didn’t 
recognize the existence of development dyslexia 
 
ANGELA: We have to come and visit them! 
 
LEE SIANG: To add to what I was saying earlier, we know that the Ministry of 
Education is beginning to emphasize support for children with specific learning 
differences in tertiary education.   I know last year, there was a significant effort to 
conduct talks to the lecturers of the various polytechnics and to further their 
awareness of the different specific differences and a disability support office had not 
been set up in ITE’s and polytechnics as you mentioned, we are beginning to put in 
the support. However, as Geetha pointed out so eloquently this morning, there’s still 
a lot more that we have to do. 
 
GEETHA: Well from higher education or further education, let's go straight into the 
workforce.  So learning doesn't stop in school we know that and learning is integral 
to employees upgrading themselves.  It’s not just about getting the job what about 
continuing to improve in the job so what can organizations do to better support 
learners with needs, Angela? 
 
ANGELA: Well, first of all they need an awareness that it isn't just reading, so you 
can't assume that if a person could read then they won't have any dyslexia type 
problems.  I worked with a dyslexic signalman, and he'd been working on a 
handheld signal system, absolutely fine, and then they put him on a computerized 
signal where he had to deal with six-figure numbers very small and he also had to 
do initials ‘f’ forward ‘r’ reverse and ‘n’ normal and he would freeze this whole 
system because he would panic. It was just after the Kings Cross Disaster in the UK 
where two massive trains crashed together and he would just completely panic.  The 
company were trying to get rid of him because they felt that he was a liability and I 
was able to diagnose him as dyslexic and actually identify that what he had 
problems with was something that was a problem for all of the staff there, because 
six-figure numbers are very confusing it's very easy to make mistakes. The same sort 
of problem with a copy and a proofreader, dyslexic proofreader would you believe 
that as a career choice, my goodness me!  He was a graphic designer originally 



454                      Dyslexia Association of Singapore 
 www.das.org.sg 

DAS Handbook 2016 

and then as the demands of his work changed they put him on to being a 
proofreader. I put him on a training system where he proofread really, really fast but 
he could either be really, really fast or really, really accurate -  he couldn't do both 
at the same time. He was actually moved on to a different system where he was 
training other people and they changed the system within that environment so again 
instead of having six-figure numbers they used colour coordination charts, so you 
have red I'll have purple and it was much easier for everyone involved not just for 
the dyslexic people.  So there is work to be done! Do you have discrimination for 
work as well as for school in Japan because our discrimination act is for work as 
well as for education, for the workplace so does your act cover that? 
 
AKIRA UNO: In Japan, so to compare with Singapore and the UK, our history of 
disability didn’t represent this - the investigation is short. 18 or 16 years ago, we 
developed our dyslexic research association, so I know only about 15 adults with 
developmental dyslexia, so they are working now and they know, but then only 
explaining their own disability to collaborators –it’s secret.  
 
ANGELA: And that's something we have to foster - that sense of dyslexic identity, 
which I think is really crucial so that instead of being a ‘potato’ as June described in 
her talk, and going no, no don't look at me, you're saying I'm an egg. I couldn't be 
up there but I could explain what my strengths are but also a coffee bean to meld in 
with your surroundings to get the best result for everyone.   And that awareness of 
what you can do if you're dyslexic and what you find difficult is really important 
because as part of a team you could be the crucial element.  My colleague, Rod 
Nicolson has produced a book on positive dyslexia and this talks about the 
particular strength the signature strengths of dyslexia and they are things like social 
skills, the communication skills the ability to see the big picture the teamwork and 
the resilience.  The determination, if you like, to persist, because of course to be 
successful in dyslexia you have to have that determination to persist and to succeed. 
So that is something that we need to be championing - blazing from the rooftops. 
 
WAH PHEOW: It’s really important - that we began to properly raise awareness, that 
is I think there is still very much, even though that shouldn't be the case, a stigma 
attached to dyslexia. Speaking from my personal experience, I have had students 
who, when they came into the poly, we knew that, based on their history, they have 
a problem with reading and all that. A lot of them actually wanted to keep their 
secret, did not want people to know and such, and they have a right that they 
refuse. I think if you have dyslexia, you can apply for special exemption like the 
exam time but because they are so worried about how other people, and lecturers, 
may view them, they refuse. Even after much prodding from us on the right to apply 
to the register for extension of examination time. There's a lot of cases like this I 
know and we are talking about a school where you are supposed to be more 
buffered, more sheltered, you can imagine where the workplace can even be worse 
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GEETHA:  Siang, did you have something to say?  
 
LEE SIANG: Yes. I think this mirrors the work of DAS, think dyslexia is very accepted 
now I think in primary schools and secondary schools but I think the movement has 
not reached into post-secondary, the institutes of higher learning, and certainly then 
into the workplace so, this movement has not reached these areas sufficiently yet 
having said that I think in the past year we have seen a change. Last year, we had 
17 adults approach the DAS for assessments for identification.  This is the first time 
we had such a large number of adults approaching us and from tertiary students to 
adults well into their fifties and I think there is a purpose of all this increasing 
awareness and an increasing wish to understand why they were facing these issues 
in secondary education and for the tertiary students, many of them were asking for 
recommendations for access arrangements in the university's. So this is also 
happening now, we’re beginning to see developments here but of course, it's still at 
the beginning  
 
ANGELA: I think the exciting thing really is that you don't have to start from first 
principles, lots of work already been done that works, things like the Embrace 
Dyslexia meeting you had here was absolutely fantastic and you're able to take 
those things and run with them and this will soon have an impact, I think, across 
Singapore and beyond.  
 
GEETHA: So we seem to have two contrasting views almost about being known as 
dyslexic, on the one hand there is this sense of concern about being called dyslexic 
and on the other hand there are people who are seeking to better understand why 
they have they have these difficulties and dyslexia, maybe the answer.  So in terms 
of self-esteem, we know that emotional aspects of learning must work in tandem with 
the academic learning process and an NCSS and DAS joint study found that the self-
esteem of learners with learning needs, that's almost unexpectedly, was greater 
when they started receiving intervention.  So what do you think accounts for that, why 
do we wait? You sometimes feel that after having received intervention and having 
support they are generally more positive about themselves 
 
ANGELA: I think it has to be a tribute to the work that's being done here, that 
because really what you have to do as a teacher is not just to teach a child but to 
give them a feeling that they could beat that, it was possible they can achieve and 
it's that change of mindset which will make all the difference.  If you think there's no 
possibility you could ever be successful, then you will never be successful. It really is 
very much in the mind- self attribution, “this is a difficult task I found difficult that's 
okay,” or “I'm useless, I can't do anything,” that's not good, and so many children 
will take that self-attribution as being all their fault, because they aren't doing it 
properly, and so that is what we need to be working on and clearly what your 
working on so well here.  
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LEE SIANG: Well, if I could reiterate the message of our embrace dyslexia 
campaign, which we launched back in 2014 and that is instead of focusing on the 
weaknesses of our dyslexic people, and we know they have weaknesses,  let's 
emphasize their strengths, let's try to develop their strengths and recognize that they 
can excel, and so that's the message of embrace dyslexia, positive dyslexia, let's 
focus on their strengths. 
 
PUVANESWARI (EMCEE): so on that note I hate to interrupt this, but it's 4.50  
 
ANGELA: thank you very much well, it's gone fast! 
 
GEETHA: Yes, it has.  I think we have time for two more questions perhaps we can 
return to the question on risk research that was asked by an audience member. Will 
the fact that dyslexics differ in their level of severity influence findings based on 
research for dyslexic individuals is a question that was posed.  
 
ANGELA: That's a really interesting question and it's got to make a difference of 
course and it depends again how you define dyslexia.  If you look for a group with 
phonological difficulties, test them on the phonological problems they will definitely 
show phonological problems, but if you look for a group without phonological 
problems then you'll only find subtle evidence of difficulties so the task has to be 
right for the group that you're working with and for the age group that you're 
working with.  What we did in order to get round this is we chose only people who 
had a diagnosis of dyslexia that were still underachieving and not in terms of their 
ability but in terms of their age. We had children who were still performing like 
younger children. When you look at the subject panels very often in research it's very 
mixed, the group that they are working with. 
 
WAH PHEOW: I’d like to add that in addition to that good work looked at aspects 
other than our abilities, there are other important things you speak about, language 
itself, the environment, social culture and finally the language environment.   If you 
grew up in here, because in Singapore we know that is a very different environment 
with language, linguistic background of families, multilingual multicultural and most 
of us are bilingual and I think that counts like a sort of noise that influences the 
research, source of differences in therapies, all variables like this, does make it 
difficult. 

 

ANGELA: And we do need to have, of course, more studies that aren’t just based on 
English children.  We need to know what children are doing across the world. That's 
one of the things I found particularly interesting in today's sessions  
 
AKIRA UNO: You're discussing severity, yes I agree with your opinion so severity will 
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be affected by the resources of our intervention, in addition to severity, so 
comorbidity, for example a ADHD and SLI will be strong, are also affected 
 
GEETHA: Thank you very much for those responses. One last question, we spoke 
about inclusion earlier and international studies often speak for the need for more 
training and better policies that govern institutions in order for inclusion to be more 
effective.  Research in identity, however has gained in a lot of popularity in the 
recent years, so how critical is the development of a dyslexic’s positive identity and 
healthy views of oneself? How critical is that to enable inclusive practice? 
 
ANGELA: It's absolutely vital. You have to have a good understanding yourself in 
order to feel you compete particularly if you're in an inclusive situation where you're 
likely to be failing all the time because if you're in a classroom of your peers than 
the other children will no doubt do better than you in lots of written and read 
subjects. So it is important that we have inclusion, it's important to let everyone be 
taught but it does need to be positive action taken to make sure that people aren't 
damaged by this and that need will be fulfilled in a specialist School.  So despite the 
fact that we have an inclusive system in the UK there are still some children that will 
benefit from being educated in a group of other children with similar difficulties, so 
that they can develop that sense of identity within that group. 
 
LEE SIANG: And I guess when we discuss inclusion in education, we all should also 
highlight the different types of inclusion, because really there is partial inclusion and 
full inclusion and when we talk about a partial inclusion normally, we refer to 
physical integration whereas for fully inclusive schools you know they are really 
teaching at very, very, different levels and what of partial inclusion and full inclusion 
that’s one of the positives and the negatives for the students. I think it's still a debate 
that’s ongoing right we now, we have seen schools which have been very successful 
in integrating and including students. We’ve seen special schools in various countries 
which have also been very successful with the students, I mean recently I was in 
Hawaii visiting the Asset school and we met three really charming students who 
were 18 and they were so confident of themselves, they're really advocates for 
themselves and they are in a special school.  So you know I think we really need to 
explore how we should be approaching this, whether it should be inclusion, partial 
inclusion or having special schools that cater specifically to children perhaps with 
more severe forms of dyslexia. 
 
GEETHA: Thank you Siang. If we were not able to get to your question and I know I 
have a few here that we weren't able to get to, what we will do is we will upload 
answers on to the DAS website as well as the Unite SpLD website, which you will be 
familiar with, so that you know you will get your questions answered eventually. So 
through this discussion and through this whole day, I hope we've sparked curiosity in 
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you to find out more and to continue to empower yourselves. Conferences such as 
these have proved to be an excellent way to network, elaborate, gain inspiration 
and expand one’s scope, expertise and reliability taking the words off Siang’s 
speech this morning and we need this as we continue to work on our jobs and which 
is frankly quite important, too important to ignore. So I would like to invite you at this 
point to consider submitting papers for the next Unite SpLD conference that would 
be in 2017. Information on this will be available on DAS website by the start of next 
year so do submit so that this body of knowledge, this local and overseas 
knowledge on dyslexia and specific learning differences continues to reach us here 
in Singapore and to our friends who have come from overseas.  Also, all 
presentation slides from this conference will be uploaded onto the website as well.   

 

Now you're not off the hook panel because I have one last question, based on the 
superhero and dyslexia video we all watched today, I must ask each and every one 
of you if you were a dyslexic superhero what would your superpower be, who's 
brave enough to take this first? 
 
LEE SIANG: I’ll start. I would like to be ‘think out of the box’ man because we know 
so many of our dyslexics do think out of the box and I think that would be a great 
personality to be 
 
ANGELA:  I'd like to be ‘communication queen’ so that I can express myself to other 
people even if I can't get it down on paper, I can tell people that I am clever, I am 
smart, I could do anything if I put my mind to it,  I just have a bit of difficulty with 
doing it and so that would be my message that I would want to get across 
 
WAH PHEOW: Excellent, well I’d like to be ‘movie man’, maybe, so my special power 
is that if I have a message of text I need to let lose my power to let me play it in a 
movie  
 
GEETHA:  Wow our children will love you! 
 
AKIRA UNO:  I would like to be ‘president’ to make a good frame work for our 
children 
 
GEETHA: Excellent and if anyone's interested, I would like to be “photographic girl”, 
to have ‘photographic memory’ - I want to remember everything the first time I see it! 
So with that, we conclude the panel discussion this evening.  My sincere thanks to 
the members of the panel and to end let me borrow the words of Robert Frost, “I am 
not a teacher but an awakener.” I hope you leave this conference with the belief 
that you are an awakener too.  Until next year, on behalf of DAS and the United 
SpLD 2017 organising committee, I wish you a very good evening – thank you. 
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UnITE SpLD 2017 Conference Panel from left to right, Geetha Shantha Ram, Angela Fawcett,  

Dr Tan Wah Pheow, Akira Uno and Lee Siang,  the panel in action below 
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People do not “grow out” of dyslexia when they become an adult and its effects 
continue to be experienced (e.g., McLoughlin, Fitzgibbon & Young, 1994).  As well as 
affecting skills related to those used in reading and writing, dyslexia also leads to 
broader problems in other areas of cognition (e.g., Nicolson & Fawcett, 1990, 2008).  
To ensure the continuing support of people with dyslexia into adulthood, we need to 
understand whether difficulties usually reported under laboratory conditions actually 
have an impact on the everyday lives of adults with dyslexia.   
 
Since starting my PhD at the University of Sheffield over 20 years ago under the 
supervision of Prof John Fisk, Prof Rod Nicolson, and Prof Angela Fawcett, I have 
studied the cognition of adults with dyslexia in both the laboratory and in everyday 
situations.  My research has taken in various facets of cognition in adults with 
dyslexia, namely short-term and working memory (Smith-Spark, Fisk, Fawcett & 
Nicolson, 2003; Smith-Spark & Fisk, 2007), cognitive failures (Smith-Spark, Fawcett, 
Nicolson & Fisk, 2004), long-term memory (Smith-Spark & Moore, 2009), prospective 
memory (Smith-Spark, Zięcik & Sterling, 2016a, b), and executive functioning (Smith-
Spark, Henry et al., 2016).   
 
Difficulties with cognition can have tremendous 
implications for quality of life and opportunity for adults 
with dyslexia. If unrecognised or unsupported, these 
problems can have serious implications for life chances 
and the ability of the individual with dyslexia to achieve 
his or her full potential in higher education and/or 
employment.  
 
To ensure that the needs of adults with dyslexia are 
appropriately met (as required by legislation in some 
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countries, e.g., the Equality Act, 2010, in the United Kingdom), problems need to be 
highlighted which may be outside the popular conception of what dyslexia entails. In 
this article, I will focus on how dyslexia can affect adults’ cognition when carrying out 
everyday tasks unrelated to reading and writing. In the following sections, I will 
consider different aspects of cognition in everyday life and indicate how adults with 
dyslexia experience difficulties with them. 
 
COGNITIVE FAILURES 
 
As part of my PhD, I became interested in the notion of everyday cognition and, in 
particular, the types of error which accompany the performance of day-to-day tasks. 
The nature of these errors can give us some insight into the cognitive processes 
underlying them, even if the results may not be as scientifically rigorous as those 
generated under strictly controlled laboratory conditions. The kinds of error that I am 
talking about are mistakes such as unwrapping a foodstuff and putting it in the 
rubbish bin whilst holding onto the wrapper or getting into the shower still wearing 
one’s socks. The idea here is that there is a significant deviation from a usual 
sequence of actions that usually leaves us wondering how on earth we managed to 
mess up and feeling a little silly! Whilst the examples I have given here are light-
hearted and have no serious consequences, cognitive failures can sometimes have 
serious repercussions for those caught up in them (e.g., deviations from railway or 
airline safety procedures). 
 
Slips of action (Reason, 1979) is the term used to describe the kinds of mistake we 
sometimes find ourselves making on habitual tasks, ones that we are usually able to 
carry out effectively and without incident. These errors often occur when we are tired 
or distracted.  Work by Torgeson (1977) and Levin (1990) suggested that children 
with dyslexia are worse at organising and planning. It seemed to me that these 
areas of weakness might still play out in the everyday cognition of adults with 
dyslexia. Therefore, I decided to investigate how frequent slips of action were in 
adults with dyslexia compared with adults without dyslexia.  
 
I asked my participants to keep a two-week diary, writing down any mistakes that 
they made when carrying out tasks and routines. Fortunately for me, my participants 
interpreted the instructions more broadly than I had imagined and very diligently 
wrote down all manner of slips that they made over the two-week period. The adults 
with and without dyslexia did not differ in how often they committed slips of action 
as defined by Reason (1979). However, the group with dyslexia reported more 
failures of memory, with these being approximately equally split between memory 
for things past (retrospective or episodic memory; such as telling a friend the same 
story twice without noticing the repetition or forgetting that a relative was out of the 
country when trying to contact them on their home telephone number) and for things 
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future (prospective memory; such as forgetting to return library books, buy groceries 
or post letters despite the intention to do so). I will return to these interesting findings 
later in this article when considering different aspects of memory. 
 
As well as the diary study, I also gathered self-report questionnaire data to compare 
perceptions of how frequently everyday errors occurred over a more extended 
period of time. The results of this study are reported in Smith-Spark et al. (2004). I 
asked my participants to complete the Cognitive Failures Questionnaire (Broadbent, 
Cooper, FitzGerald & Parkes, 1982).  This questionnaire asks respondents to estimate 
how frequently a range of different types of error had occurred over the previous six 
months. The adults with dyslexia felt that they experienced such mistakes more 
frequently. In particular, they reported errors arising from distractibility, over-focusing 
on a task to the detriment of noticing things around them, and word-finding. I also 
asked my participants to get a housemate or close family member to rate how often 
they felt mistakes were made by the participant. These close associates also rated 
the adults with dyslexia as making cognitive errors more frequently, thereby 
corroborating the self-reports. Obtaining similar ratings from others means that the 
self-reports cannot be explained away by negative self-perceptions arising from 
lowered self-esteem in childhood (e.g., McNulty, 2003; Riddick, Sterling, Farmer & 
Morgan, 1999). More recently, Leather, Hogh, Seiss, and Everatt (2011) have also 
used the Cognitive Failures Questionnaire. They too found cognitive failures being 
more frequently reported by adults with dyslexia. 
 
EXECUTIVE FUNCTIONING 
 
In contrast to cognitive failures which are errors in our well-practised or habitual 
actions, responding successfully to novel situations or tasks calls upon another, more 
complex form of cognition (c.f., Norman & Shallice, 1986). Executive functioning is an 
umbrella term used to describe this range of complex, higher-order cognitive 
abilities which allow strategic behaviour.  Executive 
functions include skills such as preventing a habitual 
response in favour of one that is new or less used but 
more relevant in the current situation, problem solving, 
planning, adapting our behaviour in response either to 
changes in the environment or what is required of us, 
moving flexibly between different cognitive processes 
or operations, staying on task in the face of distraction, 
and updating memory in the light of newly available 
information (e.g., Diamond, 2013; Fisk & Sharp, 2004; 
Miyake & Friedman, 2012). 
 
Smith-Spark, Henry et al. (2016) administered a self-

“...they reported 

errors arising from 

distractibility, over-

focusing on a task 

to the detriment of 

noticing things 

around them, and 

word-finding...” 



464                      Dyslexia Association of Singapore 
 www.das.org.sg 

DAS Handbook 2016 

report questionnaire about executive problems in day-to-day life to adults with and 
without dyslexia. This questionnaire is called the Behavior Rating Inventory of 
Executive Function – Adult Version (Roth, Isquith & Gioia, 2005).  Overall, the adults 
with dyslexia reported more everyday problems with executive functioning in the 
past month.  The differences were focused on three of the nine areas (or scales) 
probed by the questionnaire.  These scales were Working Memory, Plan/Organize, 
and Task Monitor.  The Working Memory scale, as the name suggests, assesses how 
well individuals feel that they are able to maintain information temporarily in 
memory to allow responses to be made.  Short-term and working memory deficits in 
dyslexia have been extensively explored in the laboratory (e.g., Jeffries & Everatt, 
2004; Jorm, 1983; Menghini, Finzi, Carlesimo & Vicari, 2011; Palmer, 2000; Swanson & 
Sachse-Lee, 2001), including adults (e.g., Smith-Spark et al., 2003; Smith-Spark, Henry 
et al., 2016; Smith-Spark & Fisk, 2007).  It would seem that these problems play out in 
everyday life across a range of situations away from the fairly artificial tasks 
presented in laboratory settings. Questions making up the Plan/Organize scale 
reflected how well the individual oversees current and future task demands, 
anticipating future events, setting goals, and organize and understand the overall 
points of spoken or written presentations. The problems self-reported by the adults 
with dyslexia in this area sit well with the arguments of Torgeson (1977) and Levin 
(1990) regarding organisational and planning difficulties in dyslexia. Task Monitor 
reflects questions relating to how well individuals can keep track of their own 
performance and keep an eye on how their behaviour affects people around them. 
 
LONG-TERM MEMORY 
 
As well as affecting adult’s memory when maintenance, processing, and recall of 
information is short-term and temporary (e.g., Smith-Spark et al., 2003; Smith-Spark & 
Fisk, 2007), dyslexia may also affect the ability to lay down memories to be accessed 
minutes, days, weeks, or even years later.  Since the literature is very small, I will 
cover evidence from children as an indicator of likely differences in adulthood.  An 
important distinction to make with long-term memory is between the recall of facts 
about the world (known as declarative memory) and one’s subjective, personally 
experienced memories of past events (referred to as episodic or autobiographical 
memory).  To illustrate the point, I am currently exercising my declarative memory in 
recalling the various concepts and studies that I want to write about.  However, I 
also find myself to an extent mentally reliving specific events in my life around the 
time that I was running a particular experiment. Indeed, I am aware of the demands 
on my executive functions in remaining “on task” with writing this article in the face 
of these distractions!  These conflicting calls on my cognitive resources give an 
example of the way in which these different aspects of cognition are very much 
intertwined but tend to be separated so that research can answer manageable 
questions.  
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Returning to the point of this section, a few studies have found difficulties in long-term 
memory between individuals with dyslexia and those without.  McNamara and Wong 
(2003) asked children to report the procedure involved in borrowing a library book. 
They found poorer memory for the sequence of steps in their participants with 
dyslexia.  Nelson and Warrington (1980) found that children with dyslexia were 
poorer at recognising that words presented to them were the same ones that they 
had been shown a little earlier.  Menghini, Carlesimo, Marotta, Finzi, and Vicari 
(2010) found poorer recall of lists of verbal and visuospatial items when tested 
immediately after the lists had been presented.  Huestegge, Rohrβen, van Emingen-
Marbach, Pape-Neumann, and Heim (2014) found children with dyslexia had poorer 
memory for the details of abstract shapes presented 45-60 minutes earlier, although 
their overall accuracy was similar to children without dyslexia. 
 
Long-term memory difficulties in dyslexia may not be limited to storing impersonal or 
factual information to be accessed at a later date.  Instead, they may also affect the 
way in which distinct personally experienced episodes from an individual’s past are 
recalled.  There is currently only a very small literature in this area but difficulties with 
episodic memory have been reported.  McNamara and Wong (2003) asked children 
to recall details of a dance that they had watched five weeks earlier, finding poorer 
recall of details in a group of children with learning disabilities, some of whom had 
dyslexia.  At a recent conference, Jucla et al. (2016) gave a poster presentation 
showing that children with dyslexia recalled less autobiographical information, both 
spontaneously and when cued by a researcher. I am looking forward to reading 
more fully about this work when it is published. 
 
Self-report questionnaire data from schoolchildren have also suggested that 
individuals with dyslexia experience more frequent problems in remembering the 
detail of distinct episodes over both the short- and longer-term (Khan, 2014).  Smith-
Spark et al. (2016) used the same questionnaire but administered it to adults.  Adults 
with dyslexia felt that they experienced more problems across the board.  As well as 
testing retrospective memory, this questionnaire also assesses prospective memory 
(indeed, it is called the Prospective and Retrospective Memory Questionnaire; Smith, 
Della Sala, Logie & Maylor, 2000).  I will return to these findings later. 
 
My diary study (Smith-Spark, 2000) also picked up on a larger number of 
retrospective memory errors made by adults with dyslexia.  These included mistakes 
such as forgetting previous actions (for example, where they had put down books or 
keys), problems with remembering details of events (either recent or more distant in 
the past), and forgetting names of people, films, and books.  Smith-Spark and Moore 
(2009) argued for differences in the way that information is stored and/or retrieved 
in dyslexia, finding that adults with dyslexia responded differently to material that 
they had first learnt when young and that which they had encountered for the first 
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time more recently. As far as I am aware, these latter studies are the only evidence 
of weaker long-term memory abilities in adults with dyslexia. 
 
PROSPECTIVE MEMORY 
 
Prospective memory is about “remembering to remember” (Mäntylä, 1994) and is a 
very important aspect of day-to-day life (e.g., McDaniel & Einstein, 2007).  Where 
there is a delay (even of a few seconds) between forming an intention to do 
something and the opportunity arising to carry it out, prospective memory is called 
upon.  Prospective memory allows people to complete all kinds of everyday tasks 
successfully, such as attending appointments, paying bills on time, meeting friends, 
buying items of grocery on the way home from work, returning telephone calls, 
remembering to send birthday cards, and taking regular medication.  Before 
discussing my studies on prospective memory in adults in dyslexia, I will take some 
time to explain prospective memory in general, given that it is an emerging area of 
the cognitive psychological literature and may be unfamiliar to readers. 
 
Prospective memory tasks can be either habitual (e.g., taking regular daily 
medication or paying one’s monthly credit card bill) or more novel or one-off in 
nature.  Whatever the exact prospective memory task might be, there are two 
aspects to prospective remembering (e.g., Einstein & McDaniel, 1996).  Firstly, there 
is a prospective or planning component concerned with ensuring that the intention is 
remembered at the appropriate point in the future.  Secondly, a retrospective 
component is responsible for remembering exactly what needed to be done when 
the intention itself is remembered.  We have all experienced times when we have 
experienced these two components not working successfully in concert.  For 
example, we notice the prospective component working when we remember that we 
need to do something but cannot remember what that “something” actually was. 
Similarly, the retrospective memory component comes to the fore when we 
experience the sinking feeling of remembering the details of a task that we meant to 
perform after the opportunity actually to do it has passed! 
 
The nature of a prospective memory task can also be classified as either event-
based or time-based. An event-based prospective memory task is one where 
something in the surrounding environment reminds us of the intention to act; for 
example, seeing a post box serves as a reminder to post the letter in one’s bag. On 
the other hand, a time-based prospective memory task is one where an intention has 
to be acted upon at a specific point in time; for example, returning a telephone call 
in 30 minutes’ time.  
 
Unlike event-based prospective memory, there are no obvious external cues to 
remind us to perform a time-based task. As a consequence, this type of prospective 
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memory involves more internally-driven strategies to remember to act out the 
intention at the appropriate point in the future. T hese strategies include 
remembering to check a clock regularly in the intervening period or mentally 
rehearsing the intention every so often in the interim.  The need for more strategic 
behaviour means that executive functions are called upon more greatly when 
carrying out time-based prospective memory tasks than event-based ones (Martin, 
Kliegel & McDaniel, 2003; McDaniel & Einstein, 2000; although Huang, Loft & 
Humphreys, 2014, argue against this).  Adults who have better executive functions 
have been found to be better at prospective memory (e.g., Bisiacchi, Schiff, Ciccola 
& Kliegel, 2009; Gonneaud et al., 2011). 
 
Prospective memory has only recently come under the spotlight of dyslexia 
researchers.  My diary study (Smith-Spark, 2000) identified prospective memory 
problems as being one type of difficulty that adults with dyslexia experienced with 
their everyday memory, but this was rather tangential to the focus of my PhD and, 
consequently, was mentioned very much in passing and not fully explored.  I did, 
however, make a mental note to return to what seemed a fascinating area of 
research! 
 
This return took some 10 years and an undergraduate psychology student, Adam 
Zięcik, expressing an interest in doing a PhD with me on adult cognition in dyslexia. 
Having kept abreast of the literature in the intervening period, I proposed the idea 
of studying prospective memory and he was very taken with it.  Adam successfully 
completed his part-time PhD in 2015, co-supervised by Dr Chris Sterling.  We are in 
the process of seeing the research published across several journals.  It certainly 
proved to be a very interesting and fruitful subject for PhD work! 
 
At present, there is only a small literature on prospective memory in dyslexia but it 
has highlighted difficulties in children (Khan, 2014) and adults (Smith-Spark, Zięcik & 
Sterling, 2016a, b).  Certain aspects of prospective 
memory seem to be more affected than others.  I will 
now describe this evidence.  Currently, there is more 
literature on adults with dyslexia than there is on 
children with the condition, something of an oddity for 
dyslexia research!  However, as I will argue later, its 
potential impact is greater on adults who have to rely 
on their own memory to get things done rather than 
being reminded about tasks as children often are. 
 
We (Smith-Spark, Zięcik et al., 2016b) were the first to 
report prospective memory problems in dyslexia 
under laboratory conditions.  We explored time-
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based prospective memory using both a computerised task and a semi-naturalistic 
task. Since there are usually intervening activities in real-life between forming an 
intention and carrying it out, the computerised task involved an ongoing task to keep 
the participants busy in the meantime. Each trial of the ongoing task presented the 
participants with the faces of six famous people.  The participants had to decide 
whether more of the celebrities so displayed were living or dead by making a button 
press. This, then, was the ongoing task from which they needed to break out to 
perform the prospective memory task every three minutes.  The prospective memory  
task required them to remember to press a particular key on a keyboard to make a 
prospective memory response.  To help the participants respond at the correct time, 
they were allowed to check a clock positioned behind them as often as they liked 
during the task, with these clock checks being recorded.  We found that the adults 
with dyslexia were less accurate at the prospective memory task, remembering to 
press the key on the keyboard fewer times the adults without dyslexia.  They also 
made fewer checks of the clock whilst doing the ongoing task.  Alongside the 
computerised tasks, we also presented a semi-naturalistic time-based task.  This 
required the participants to remind the experimenter to save a file 40 minutes later.  
Again, the adults with dyslexia were less likely to remember to remind the 
experimenter than the adults without dyslexia. 
 
Are the prospective memory difficulties found on laboratory-based tasks reflected in 
everyday life?  The semi-naturalistic task that we presented (Smith-Spark, Zięcik et al., 
2016b) provided something of a bridge between cognition in the laboratory and the 
outside world.  It certainly suggested that prospective memory might be worse in the 
day-to-day lives of adults with dyslexia. However, this was one specific task.  The 
question remained as to whether greater prospective memory difficulties were 
present more generally, over a large number of very diverse tasks over a timespan 
of weeks or months.  Because of this extended timespan, we needed to call upon 
the self-perceptions of adults with and without dyslexia.  Self-report measures on 
typical, everyday performance allow us to understand self-perceptions of usual levels 
of performance rather than optimal performance on an individual task in the 
laboratory where the pressure may be felt to be on to do as well as possible (c.f., 
Stanovich, 2009). 
 
Self-report questionnaire evidence indicates that prospective memory difficulties do 
indeed seem to be more frequent over longer time-frames and across a range of 
different types of task, in both children (Khan, 2014) and adults (Smith-Spark, Zięcik et 
al., 2016a).  We found that the self-perceptions of the adults with dyslexia were 
supported by close associates of the participants who were asked to rate the 
memory abilities of the respondents using exactly the same set of questions.  As with 
the Cognitive Failures Questionnaire-for-others used by Smith-Spark et al. (2004), 
collecting proxy-ratings is important in ensuring that any problems reported by 
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people with dyslexia are simply not related to a negative self-image (e.g., McNulty, 
2003; Riddick, Sterling, Farmer & Morgan, 1999).  If similar views are obtained from 
both participants and those in close contact with them, it suggests that these views 
are likely to reflect the real state of affairs.  The ratings from close associates of the 
participants, therefore, corroborated the self-reports of the adults with dyslexia in 
indicating that they experienced more frequent difficulties with prospective memory. 
 
Putting the laboratory and everyday results together, we can see that prospective 
memory seems to be poorer in dyslexia.  But why do people with dyslexia 
experience these problems more than individuals without dyslexia?  Three different 
explanations suggest themselves to me.  
 
Firstly, problems in the encoding or access of phonological information in long-term 
memory may be responsible for the increased prospective memory lapses in 
dyslexia.  These difficulties might be due to a failure to store the intention in memory 
efficiently in the first place.  Alternatively, they may arise from failing to access the 
information about what it is that is meant to be done at the point at which it is 
required.  This explanation suggests that problems lie in the retrospective 
component of prospective memory discussed previously.  The role of the 
retrospective component in prospective memory needs to be explored in greater 
depth in future research. 
 
A second explanation lies in the time perception difficulties experienced by people 
with dyslexia (e.g., Bruno & Maguire, 1993; Klein, 2002; Nicolson, Fawcett & Dean, 
1995).  This could explain why problems show themselves more on time-based tasks 
rather than event-based ones.  There is only a small amount of research on time 
perception as a predictor of prospective memory performance (e.g., Mackinlay, 
Kliegel & Mäntylä, 2009; McFarland & Glisky, 2009).  
 
Furthermore, none of this work has used durations 
which map on to the extended periods of time that 
usually accompany prospective memory (being 
instead concerned with durations in the range of 
milliseconds rather than minutes, hours or days).  
From the few studies in this area, it would seem that 
time perception is more strongly related to clock-
checking behaviour when performing the task rather 
than the accuracy of prospective memory itself 
(Labelle, Graf, Grondin & Gagné-Roy, 2009; Mioni & 
Stablum, 2014).  As mentioned previously, Smith-
Spark, Zięcik et al. (2016b) found that adults with 
dyslexia made fewer clock checks on their 
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computerised time-based prospective memory task, so there may well be a link here.  
 
The third line of explanation lies in the prospective component of prospective 
memory.  As I have already mentioned, stronger executive functions are associated 
with better prospective memory (e.g., Bisiacchi et al., 2009; Gonneaud et al., 2011). 
We know that executive functions tend to be worse in adults with dyslexia (e.g., 
Brosnan et al., 2002; Smith-Spark, Henry et al., 2016), so it is easy to see how, in 
general, these executive functioning problems might have a negative impact on 
prospective memory.  More particularly, executive functions are needed to break out 
from ongoing activity to perform a prospective memory task (e.g., Cockburn, 1995; 
Van den Berg, Aarts, Midden, & Verplanken, 2004).  Weaker executive functions in 
dyslexia should, therefore, mean that fewer successful prospective memory 
responses are made in dyslexia.  However, the ongoing activity (from which they are 
less likely to break out!) should be performed at a roughly equivalent level to that of 
people without dyslexia.  This is the pattern which is emerging from the research I 
have described in this article.  This explanation would also seem to tally with the 
results of the Cognitive Failures Questionnaire paper (Smith-Spark et al., 2004) on 
which the participants with dyslexia reported being over-focused and not noticing or 
responding to other events around them.  These difficulties in moving from one focus 
of attention to another may result in poorer prospective memory. 
 
This third explanation seems to me to be the best candidate to explain prospective 
memory problems in dyslexia.  Of course, it could also be a combination of all three 
explanations that lead to more frequent prospective memory problems!  Further 
research is needed to determine which of these explanations is correct.  
 
 
CONCLUSIONS 
 
This article has highlighted a number of different ways 
in which the day-to-day cognition of adults can be 
affected by dyslexia.  The difficulties that I have 
described in this chapter cannot be explained by 
differences in age or IQ between my participant 
groups as, in all cases, these factors were matched 
whilst reading and spelling measures indicated clear 
differences between the two groups.  The research 
which I have reviewed serves as a useful reminder that 
individuals do not leave their dyslexia behind when 
reaching adulthood (McLoughlin et al., 1994).  Instead, 
they will continue to experience dyslexia-related 
difficulties which are likely to have a negative impact 
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when going about their daily tasks, even when those tasks do not require reading 
and writing skills.  
 
It is important to document areas of difficulty to ensure that adults with dyslexia 
continue to be supported into adulthood to give them the best possible life chances. 
In the usual way of things, an individual will spend more of their life in adulthood 
than in childhood, so whilst the effects of dyslexia may be more greatly felt in 
childhood, they have to be lived with for longer in adulthood.  Moreover, the 
demands made on memory in adulthood are likely to be very different from those 
made on the memory of a child (c.f., McLoughlin et al., 1994), as are the 
consequences of it going wrong.  
 
Attention has, quite rightly, been focused on dyslexia and childhood, with research 
helping to inform early diagnosis and intervention.  Identifying problems early in life 
and providing support to improve them is very much the best approach, especially 
given the greater flexibility of the younger brain.  However, one of the aims of such 
interventions should be to prepare children with dyslexia for the broader cognitive 
demands of adulthood, identifying methods of helping them that can be carried 
through life across a range of experiences.  In childhood, parents, carers, and 
teachers act as a kind of “external memory” (c.f., Clark & Chalmers, 1998; Spurrett & 
Cowley, 2010) in support of the child’s everyday cognition, ensuring that particular 
tasks are performed or reminding the child to carry them out.  Adults are not so 
fortunate in this regard.  The onus is very placed on them to remember to carry out 
necessary tasks effectively at the time that they need to be done.  Unfortunately, 
despite knowing an adult has dyslexia, people are likely to be much less forgiving of 
their errors than they would be of a child with dyslexia!  
 
All of this means that it is important to study the memory of adults in its own right 
(c.f., McLoughlin et al., 1994), to identify where problems lie and, in the longer-term, 
devise ways to overcome them.  The problems of adults with dyslexia are most 
definitely not confined to literacy and laboratory-based cognitive tasks.  Instead, they 
have a broader impact on everyday life and this needs to be accounted for when 
providing support.  As the present article has shown, the everyday perceptions and 
experiences of adults with dyslexia are useful in highlighting where these concerns 
lie. 
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KEY WORDS 
 
Linguistic profile: the particular combination of languages that an individual uses, 
has learnt or has been exposed to informally. 
 
Cognitive profile: the particular configuration of an individual’s cognitive functioning, 
including aspects such as memory, speed and accuracy of processing, spatial 
awareness, sequencing, etc.   
 
When we teach multilingual (and multicultural) classes we may start to notice how 
the individual linguistic profiles (and cultural backgrounds) of the students affect the 
development of their cognitive profiles. In my experience, as an English language 
teacher, this can particularly affect different aspects of second / additional language 
development.  Some of my students will find the pronunciation of English relatively 
straightforward, while the writing system seems impenetrable to them; others may 
find the English tense system most problematic while taking the quirks of English 
spelling in their stride.  Some of this may be due to their prior experiences of how 
language works, and the way(s) they have been taught languages before. 
 
Even taking cultural and linguistic differences into account there will always be a few 
students in each class who seem to be experiencing additional difficulties in 
learning, and these are the students about whom we as teachers have the most 
concern. In some cases we may even begin to suspect that the student has a specific 
learning difference (SpLD), such as dyslexia.  
 
A formal identification may be difficult to obtain, as SpLDs can be masked by the 
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complexities of the language learning process, and indeed, it may not be desirable 
to draw attention to the learner or broach the subject with the parents, as this may 
cause distress or tension within the family.  However, in order to find the best way to 
reach these learners and enable them to access the full curriculum, it is useful to 
build a picture of their cognitive profiles, to see where their strengths are and which 
areas they may need support to develop further.  Unfortunately, assessment tests do 
not exist in every language, and it may be misleading to assess a student in a 
language which is not his/her strongest.   
 
Since dyslexia is not just about literacy development, and often co-occurs with other 
SpLDs such as AD(H)D and dyspraxia, there are non-linguistic elements of the 
cognitive profile which may be more easily noticed in multilingual learners.  To assist 
in this, ‘Cognitive Assessments for Multilingual Learners – young learners’ 
version’ (CAML-yl) has been designed for use with multilingual learners aged 7 – 15 
in the UK, from any language background, but could be used in many other 
multilingual contexts to separate the cognitive functioning from the issues of 
language learning.  Here I will focus on the first - and most important - stage of 
assessment, which is gathering detailed information about the learner’s family 
background, educational opportunities and general health.  Then I will briefly outline 
some strategies for evaluating other aspects of a learner’s cognitive profile.  
 

Throughout this article, some different aspects of assessment are illustrated 
using the case study of student C.  This is a 10-year-old boy from a Thai-
speaking family who came to the UK at the age of 2 and has thus had all of 
his education in English. However, his family continues to speak Thai at home 
and he felt at the time of intervention that Thai was still his strongest spoken 
language.  C was studying in his local state primary school, which was a well-
respected and successful school. 

 
Any evaluation of a cognitive profile begins with observation, and this is something 
that happens naturally in the classroom.  Teachers cannot help but notice which of 
their learners work quickly, and which need more time to finish even seemingly 
straightforward tasks. There are a number of things that teachers should be alert to, 
and it is important that they keep a record of what they have seen. The following are 
all aspects of behaviour that may indicate a cognitive difference of one sort or 
another: 
 
Interaction with peers: does the student find it difficult to make and maintain 
friendships and working relationships with peers? Perhaps s/he can establish 
relationships but quickly falls out with friends. 
 
Emotional control: does s/he often become very upset about relatively small things, 
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and seem unable to manage his/her temper? Or does s/he exhibit rapid mood 
swings? 
 
Environmental sensitivity: does the student complain about the light / temperature / 
noise in the classroom? Does s/he seem to prefer a slightly dim working 
environment? Does s/he pull at his/her clothing as if it is annoying? Are there some 
textures that they find unpleasant (e.g. the desk, the chair, some types of paper or 
other equipment?)  
 
Balance / spatial awareness: does s/he seem to bump into things quite a lot, or fall 
over in the playground more than other children the same age? Does s/he often get 
lost, even in surroundings that should be familiar?  
 
Speed of processing: how quickly does the student get down to tasks, and how 
quickly are they finished? Does s/he work quickly but inaccurately, just to finish at the 
same time as his/her class mates? 
 
Accuracy of processing: can s/he understand instructions? Does s/he produce 
sounds accurately and in the right order?  
 
Memory: can the student remember instructions? Can s/he remember what has been 
done from one lesson to the next? 
 
Organisation: does the student bring the right books to the right place at the right 
time? Can s/he tell a story in a way that others can understand the narrative? 
 
Sequencing: can s/he organise ideas? Can s/he put words in the right order in 
sentences, and get the letters in the right order in words? 
 
Awareness of time: does the student know what time of day it is (even roughly)? 
Can they estimate how much time has gone by? 
 

C’s teachers were concerned because he was finding it hard to concentrate in 
class and they perceived him as being a day-dreamer and a bit detached from 
the rest of his peers. It took him much longer to complete tasks than his 
classmates, and he often seemed to ‘change direction’ in the middle of a 
piece of writing. His teachers were aware that he was using English as an 
additional language, but even so, they felt that he did not have the range of 
vocabulary that his multilingual classmates had developed at this stage. He 
did not enjoy playing in the playground and instead spent breaks in the 
library, where he sometimes helped by putting returned books in alphabetical 
order, ready for shelving. The librarian often needed to remind him when it 
was time to go back to class. 
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After 3 - 4 weeks of systematic and recorded observation, both by classroom staff 
and adults who work with the student in different contexts (e.g. the school canteen, 
the after-school club) some patterns of behaviour may become clear and may start 
to indicate which situations the student finds most challenging, as well as the coping 
strategies that have already been developed.  At this point it can be helpful to have 
a conversation with the learner, and even ask him/her to complete a brief 
questionnaire to find out more about how s/he perceives any difficulties that have 
been noted.   
 
The CAML-yl suite includes some checklists and tips about what to look out for in 
order to detect characteristics of five common SpLDs (dyslexia, dyspraxia, AD(H)D, 
Asperger’s Syndrome and dyscalculia), which may be helpful in guiding the 
conversation, according to what has been observed.  This questionnaire / 
conversation should sensitively cover the student’s family situation, including the 
linguistic profile of the family members, any previous educational experiences, and 
the student’s general health; in particular, confirmation should be sought that 
eyesight and hearing have been checked and corrected if necessary. If not, this 
could be a useful first step, although there may also be other issues that need further 
investigation.  
 

A classroom assistant helped C to work through the questionnaire. This 
revealed that he was aware that he worked more slowly than other children 
and this was why he preferred to work on his own. He felt that he was good 
at following instructions, doing maths and working on the computer but 
found writing more difficult. He acknowledged that he found it difficult to tell 
the time, and that he was often in trouble at home for being late, as well as 
for eating and dressing untidily. 
 
In an informal conversation with his parents, his class teacher was able to 
ascertain that he had had all the usual eyesight and hearing tests and that 
there were no other health concerns in the family. 

 
If further assessment is required, this can be done in a 1:1 session, such as a tutorial, 
but if this is not desirable or possible, the CAML-yl suite suggests some group tasks 
that help teachers to explore students’ cognitive profiles in more depth. These 
include writing activities, and games that draw on memory and phonological 
awareness. 
 
Writing: all the students in the class are asked to write in the language they feel 
most comfortable using for 5 minutes. For some this will be the language which is the 
medium of education but for others it may be a home language, if they have had the 
chance to develop literacy practices in that language. Suggested topics could 
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include the family, hobbies or something that they have been studying recently. The 
main thing is that they feel free to keep writing so that their fluency and confidence 
in writing can be observed. During this task it is often immediately noticeable which 
students start straight away, who needs more time to collect some ideas, and who 
spends some time checking over the text and self-correcting where necessary (or at 
least attempting to).  
 

C hesitated for about 45 seconds before he started writing about his favourite 
computer game. He wrote in English as he has not had the opportunity to 
learn to write in Thai, although he can recognise a few words in Thai (such as 
his name). His handwriting was rather immature but legible. He 
demonstrated some weakness in spatial awareness: difficulty in maintaining 
a horizontal line and in gauging when he needed to start a new line for a new 
word. His spelling was accurate, but the range of vocabulary used was 
somewhat limited for a boy of his age; there was no description or reference 
to feelings or senses, despite the fact that this had been the focus of literacy 
classes that term. He wrote only 6 short sentences (much less than most of 
his peers) and did not check his writing at any time. 

 
Memory Games: there are many games that can be played as a class, or in small 
groups with the teacher monitoring them. One popular game is ‘My aunt went to 
market’, where each student adds an item to an increasingly long shopping list. As 
the students are playing, the teacher should look out for students who are lost after 3 
or 4 items, or who look uncomfortable as their turn approaches. If the student who is 
being observed does not have a good command of the classroom language, a 
similar game can be played, using the names of the class members in a list 
(perhaps ‘My aunt had a party, and she invited…’).  
 
The CAML-yl suite includes a visual memory task in which students are asked to look 
at coloured shapes on the screen, and then to mark on a pre-printed sheet the 
shapes that they saw.  No language is required to complete this task, so that it 
provides a good indication of how good a student’s visual memory is.  These 
activities can lead into a discussion of memory strategies, where the more successful 
students can share how they remembered what they saw / heard, and the whole 
class can benefit from thinking about memory strategies that could be tried out in 
the future.   
 

In order to reinforce some new vocabulary related to a geography project, 
the class teacher set up small groups to play a memory game matching key 
words to pictures. C was in a group with 3 other children, who were all quite 
engaged in the game, but it became apparent quite quickly that he was not 
really paying attention, and had to be reminded when it was his turn. He was 
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not able to make use of the cards that the other children turned over, and 
when he (accidentally) found a matching pair it had to be pointed out to him. 
It was not clear whether this was because of weak memory or lack of 
engagement with the game. 

 
Phonological games: ‘Spoonerisms’ is a popular game with secondary school 
learners, whereby everybody in the class is given a new name, by swapping the first 
sounds of their first and last names (so that Tom Brown becomes Bom Trown).  By 
watching how easily students manage this phonological manipulation it is possible 
to gauge the degree of phonological awareness that each learner has.   
 
Alternatively, the old favourite ‘I spy with my little eye…’ can be adapted to 
encourage learners to think about the sounds in a word, rather than the first letter of 
the written form. The traditional beginning can be completed with (for example): ‘…
something including /f/’ so that the other students might guess ‘flag’, ‘photo’ or even 
‘graph’, since the spelling of the sound, and the position, may vary in the chosen 
word.  
 

In small groups the children were playing ‘I spy…’ and C seemed to be taking 
part within his group. He made some sensible guesses based on the 
information given, but was not successful in being the first to guess the right 
word, as it took him a long time to think of possible answers. 

 
CONCLUSIONS 
 
All of these tasks, and others included in the CAML-yl materials, enable us to get to 
know our students better, and to build a picture of their cognitive profiles. Even in 
contexts where a formal assessment is not required or desired, suspicions that there 
is a SpLD which is hindering educational progress may be proved correct (or shown 
to be extremely likely) and appropriate interventions can then be implemented 
which target those aspects of cognitive function that need more support and 
development.  
 

In C’s case it was decided that his difficulties were not due to classic dyslexia, 
as his phonological processing seemed to be sound and his memory was not 
noticeably weaker than his classmates. However, it was clear that he was 
experiencing difficulties in the areas of speed of processing, attention and 
focus and spatial and temporal awareness, all of which might point to other 
SpLDs such as dyspraxia or ADD. His attention and processing issues meant 
that his vocabulary had not developed as quickly as others in his class, and his 
reticence in social interaction meant that he had fewer opportunities to 
develop his second language than other multilingual learners in the class. It 
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was agreed that he would be allowed additional time for written tasks, that a 
classroom assistant would work closely with him to make sure he stayed on 
task, and that he should be encouraged to join the school’s chess club as a 
way of making more friends. His teacher also made sure that he got a list of 
any specific curriculum-related vocabulary, and his parents helped him to 
translate it in to Thai and to practice the English terms at home. 

 
Alternatively, a SpLD may be ruled out, and the areas of language development that 
need more attention, perhaps because of first language interference, may become 
the focus of any additional support provided.  Either of these outcomes should result 
in students who are experiencing difficulties in learning accessing the individualised 
support they need to succeed. This can only be achieved by teachers getting to 
know their learners well, not just on a superficial level, but by conducting 
investigations that include their linguistic and cognitive profiles. 
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Key Themes 
 

 Indicators of Dyslexia and Neuromotor Immaturity 
 The use of early screening programmes to identify these indicators and 

possible underlying contributory factors 
 The rationale for addressing identified weaknesses through a physical 

intervention  
 The pedagogical dilemma: Address the causes or symptoms? 
 Current Small Research Project 
 

My interest is in researching how targeted physical programmes may contribute to 
improvements in classroom performance for children in the early years and primary 
age with learning differences. In addition to the more conventional indicators for 
dyslexia, The British Dyslexia Association has produced ‘non-language’ indicators 
that have some similarities to indicators linked to retained primitive reflexes and 
associated interventions, as identified by bodies such as The Institute for 
Neurophysiological Psychology in the U.K.  and the National Health Service in the 
U.K.  
 
Is it possible that some physical programmes can exert measurable impact on 
classroom performance and the extent to which students are able to improve 
functioning in specific areas and cope with more complex processes without the 
need for accommodations such as software and occupational therapy resources?  
 
I argue that in the early stages of education, time spent on the physical aspects of 
development can reap later rewards in terms of improving the child’s cognitive 
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motor development, thus minimizing reliance on external accommodations and 
increased autonomy and locus of control. ‘I can choose if I use the tablet or write my 
report’. However, teachers and schools then face a pedagogical dilemma and 
external pressure that requires decisions about how to get the best results from 
students: a theme I will return to later. 
 
At the end of this article I will outline a current small-scale research project I am 
carrying out in England, with 15 children aged 5-11. 
 
The British Dyslexia Association promotes the early identification of dyslexia and has 
been campaigning for over 40 years to raise public awareness and influence 
decision making at national, regional and local levels. In 2007 the BDA Annual 
General Meeting agreed the policy on the Early Identification of Specific Learning 
Difficulties that identified the ways in which legislation should empower all schools to 
honor their statutory duties in respect of assessing a child’s specific learning 
difficulties ‘at the earliest opportunity in a child’s school career’.  
 
Some of the key non-language indicators that appear on the BDA website for pre-
school and primary children are as follows: 
 

 May have walked early but did not crawl: May have shuffled on bottom 
or wriggled on the tummy instead. 

 Persistent weak self-help skills (tying laces for example) 
 Weak ball skills 
 Weak performance in hopping and skipping 
 Difficulty with clapping rhythms 
 Difficulties with sequencing  
 Poor sense of direction 
 Often perceived as not listening/ paying attention 

 
 
What Is Neuromotor Delay? 
 
Goddard-Blythe (2014) refers to this in terms of the retention of immature patterns of 
movement control that can act as a barrier to optimal learning readiness. Primitive 
reflexes develop in utero and contribute to early development, but should be 
inhibited and replaced by postural reflexes before a child reaches school age. 
Movements of the head, for example, prompt reflexive movements of the limbs that 
are involuntary and can impede physical control of the body. This has implications 
for classroom performance as a student may struggle to achieve optimal 
performance: 
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As he lifts or turns his head, his posture shifts reflexively, and needs to be kept under 
control. His balance and visual focus are also compromised and interfere with 
cognitive functioning. 
 
From my own perspective as a practitioner, primitive reflexes are often implicated in 
students who are under-performing academically, when their underlying cognitive 
profiles suggest that they should be achieving at a higher level. Educational 
psychologists refer students to me when the indicators from the BDA or those below 
suggest that a physical approach to their difficulties would be appropriate as a 
component of the intervention programme. This is an important point: There is not an 
intention to substitute a physical approach for the more conventional approaches, 
rather this is intended as a  ‘kick start’ to promote a recalibration of the ways in 
which information is processed efficiently by addressing the retained primitive 
reflexes that impede optimal performance. 
 
Some Indicators of Neuromotor Immaturity 
 

 Missing ‘motor stage’ of crawling  
 Difficulty in learning to dress self and tie shoelaces above age of 6-7 
 Difficulties catching a ball 
 Difficulties with balance and the control of slow, precise gross motor 

skills with eyes open and closed 
 Difficulties sitting still/ attention 
 Academic underachievement 

 
The use of early screening /assessment programmes 
to identify these indicators and some possible 
underlying contributory factors 
 
I am currently researching screening and assessment 
programmes that can help parents and teachers to 
make decisions about interventions for students whose 
progress is a cause for concern in relation to cognitive 
profiling or parental/ school perceptions of academic 
potential. 
 
A screening programme can be characterized as the 
first stage in a filtering process to identify children with 
potential learning issues. I am suggesting that a 
screening process that includes ‘non-language’ aspects 
of children with dyslexia may identify those who would 
benefit from a developmental movement programme 
that addresses sensory immaturities.  

“From my own 

perspective as a 

practitioner, 

primitive reflexes are 

often implicated in 

students who are 

under-performing 

academically, when 

their underlying 

cognitive profiles 

suggest that they 

should be achieving 

at a higher level.”  
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I am also very fortunate to be working with Professor Fawcett on trialling the new 
version of the Dyslexia Early Screening Test that includes observations of balance 
and movement.  
 
It is important that teachers have access to knowledge and resources that enable 
them to pinpoint potential difficulties in young children so that the child’s confidence 
is not eroded and their strengths are recognized. Whereas we are not necessarily 
able to counteract the genetic influences of dyslexia, we should not discount those 
factors that do lie within our control and that can be addressed through the use of 
exercises to develop more mature vestibular and sensory functioning. 
 
The rationale for addressing identified weaknesses through a physical 
intervention  
 
Reading and writing are executive functions that are dependent on developmentally 
mature sensory systems. Movement programmes apply ‘spiralling’ principles similar 
to classroom overlearning practices that are repetitive and build fluidity, awareness 
of tempo and rhythm.  
 
They employ a spatiotemporal adaptation frame of reference that means: 
‘Spatiotemporal adaptation provides an interrelated set of constructs that concern 
sensorimotor components of human functioning and conceptual categories that 
explain the adaptation process of the development of performance skills. (Gilfoyle, 
1990) 
 
Physical interventions therefore can provide the means to build or rebuild the child’s 
perception of spatial awareness and timing that are necessary to access learning 
more effectively.  
 
The Move to Learn programme maps its exercises to the hierarchical development of 
primitive reflex integration. Each floor based exercise addresses specific reflexes 
and builds a foundation for more effective functioning.  Children from a very early 
age can engage in activities such as rolling, creeping and crawling to provide the 
brain with additional opportunities to revisit these fundamental learning processes 
that may have been missed for a number of reasons.  
 
Primitive reflexes are present in utero and early life and are inhibited through the 
birth process and early floor based activities. If there are difficulties such as ‘C’ 
section births and limited access to activities such as ‘tummy time’, the primitive 
reflexes can persist and interfere with academic and general functioning by affecting 
posture, pencil control, concentration and ball skills for example. 
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The daily Move to Learn programme works over a one year period, but can be 
integrated as part of an on-going whole school inclusive intervention. I have seen its 
use in Poland, Cyprus, U.K., Malaysia, Singapore and Japan and have implemented 
it in schools in the U.K. and internationally. 
 
The pedagogical dilemma: Address the causes or symptoms? 
 
The dilemma is whether to provide short-term solutions using technology and 
occupational therapy approaches such as slanted boards, software and wobble 
cushions to address the symptoms or to use the screening and assessment protocols 
to determine if there are causes that can be remediated. Whereas it is accepted 
that teachers are under pressure to produce data that shows progress, I argue that, 
in the early years, due respect needs to be given to the significance of recognizing 
and addressing the non-language indicators of dyslexia that can also be measured 
through improvements of basic physical exercises that most children should be 
capable of taking part in.  
 
However well meaning the short-term interventions may be, they can be perceived 
as removing the locus of control from the child and, by their nature, characterize the 
child as’ different/ defective’. The occupational therapy intervention may provide a 
possible solution to the symptoms, not the causes and addresses potential 
(identifiable) issues with sensory/ vestibular processing. However, as a consequence, 
the student with dyslexic difficulties has no internal control over his perceived 
weaknesses and is handed a ‘crutch’ to limp with forever. Is it not preferable to 
determine whether we can address these immaturities and provide the student with 
a means to judge his own improvement in skills that not only impact on classroom 
but also social and emotional skills? 
 
Current Small Research Project 
 
Treehouse School in England is a small independent primary school that charges no 
fees and focuses on providing an education that focuses on ‘nature, nurture and 
nourishment ‘. I am currently working with the school to determine whether the daily 
implementation of the Australian Move to Learn programme will assist in terms of 
improving aspects of development, matched against performance. 
 
All children have been assessed: 
 

 DEST-2 (Nicolson and Fawcett, 2004) 
 Neuromotor Immaturity Tests 
 Visual-Perceptual Test 
 Draw A Person Test (adapted Goodenough Test) 
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The school is being supported in the delivery of the daily programme as I visit on at 
least a weekly basis. Parents have been invited to a presentation and will attend a 
practical session where they will have experience of the movements and 
opportunities to provide feedback on their perceptions. 
At the end of each term (December 2016, March 2017, June 2017) pupils will be re-
assessed and the results evaluated.  
 
What would progress look like? 
 
Progress will be evaluated against the following criteria: 
 

 DEST-2 scores: changes in performance 
 Scores on Neuromotor Immaturity Tests: Tests will evaluate 4 main 

primitive reflexes as well as aspects of fine and gross motor skills 
against defined scoring system. 

 Independent scoring of pre/post testing of drawing and visual-
perceptual tests: A specialist teacher will score drawings with no 
knowledge of participants’ details (age/sex). There will be no 
information about test participants and all will be scored against 
agreed standardized criteria. 

 Teacher and parent questionnaires relating to perceptions of 
performance academically, physically and general performance 

 
What Do I Want to Achieve? 
 
I would like to raise the awareness of the potential importance of the physical 
dimensions to academic performance and the extent to which emotion is also 
implicated in this process. We are in danger, as 
educators, of focusing too exclusively on the cognitive 
systems without recognizing the subtle but powerful 
influence that our bodies exert on every aspect of 
functioning. The issue of emotion in relation to 
physical interventions is too large to address in this 
article, and I will return to it later. Suffice it to say that 
many anecdotal and more formal publications point 
to the impact of programmes such as Move to Learn 
on the emotional and affective dimensions of pupil 
performance. 
 
This is a fascinating area of research that holds out 
much potential promise to those working with or 
associated with students with a dyslexic profile. Whilst 

“We are in danger, 

as educators, of 

focusing too 

exclusively on the 

cognitive systems 

without recognizing 

the subtle but 

powerful influence 

that our bodies exert 

on every aspect of 

functioning.” 



Dyslexia Association of Singapore                491 
www.das.org.sg  

International Perspectives 

MARY MOUNTSTEPHEN 
 

we must continue to provide rigorous phonological programmes, I argue that current 
research urges us not to underestimate the importance of ‘lower level’ non-cognitive 
functioning. 
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INTRODUCTION 
 
Early intervention is important. The impact and ripple effect of early literacy 
intervention cannot be underestimated nor fully measured. Let me share with you a 
story of a little boy, where the impact of early literacy intervention went beyond 
preschool.  It propelled him as he progressed into Primary One, and moving onto 
Primary Two thereafter. He left our programme almost two years ago, after receiving 
about one and a half years of 2-hour weekly early literacy intervention at the 
Dyslexia Association of Singapore Preschool Programme. 
 
CASE STUDY 
 
Aniq is a happy, bubbly five-year-old, filled with 
natural curiosity of the world around him. A 
couple of comments from his preschool teachers 
to his mum, from time to time, that they think he 
could be ADHD. 
 
He loves stories and being read to. He can 
remember the names of cars and dinosaurs, 
facts and figures, and rattle them off from the 
top of his head.  
 
He loves drawing. His teachers said his drawings 
depicted out-of-the-box thinking.  

“Early intervention is 

important.  The 

impact and ripple 

effect of early literacy 

intervention cannot 

be underestimated 

nor fully measured, 

[and] where the 

impact of early 

literacy intervention 

went beyond 

preschool.” 
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He loves blocks and Legos. He can build the most intricate and amazing structures 
that surprises his teachers, peers and even his mother. 
 
There is just one little problem.  Writing.  This little boy hated it.  
 
He would make scribbles that went for his name and then he would cover it up with 
a darken pencil.  So all you get to see in the end as a blackened blotch.  There 
were other creative solutions to having to write his name.  A scribble, to pass as his 
“signature”, or simply leaving his name conspicuously blank on the page.  Once, 
Aniq’s teacher couldn’t find his completed worksheet from a class activity.  Thinking 
that he had not completed his work, called him aside and asked.  Aniq calmly 
flipped through the pile of submitted work and lifted it out.  His teacher acquired a 
strategy from Aniq.  To identify his work was to count the number of worksheets 
submitted by all students present on that day, …then look for the one piece without a 
name written on it … that’s Aniq’s.    
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 

Name Missing 
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Date.  When you attend preschool at five in Singapore, you’re expected to be able 
to write your name and date on every piece of given work, be it writing or drawing.  
He couldn’t do it. 
 
 
 
 
 
 
 
Here’s what Aniq’s educational therapist did. 
 
1. She gave him a jotter 
book and convinced him to 
have his name on it - so 
that he need only write his 
name once whenever he 
used it.  Thereby reducing 
some of Aniq’s ongoing 
stress in having to write his 
name constantly on every 
piece of given work, and 
navigating away from 
avoidable conflicts 
between adult and child. 
 
 
2. Aniq used the jotter book 
consistently for all his 
words-to-read and words-to-
spell activities. He was 
given direct, explicit, 
positive feedback 
immediately as the activity 
unfolds, with stars drawn 
next to the ones he got 
correct, and a bracket next 
to the ones that needed 
correction to be made.  
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3. She was flexible and accommodating of his personal needs e.g. Giving Aniq 
permission (and time) to draw a picture next to his sound drill, write-what-you-hear 
activity. Thereby, providing Aniq with the chance to catch a breather before the next 
activity…writing words-to-spell. 
 

 
 
 
 
 
 
 
 
 
 
 
 

 

 
 
 
 
 
 
 
 
 
 
 

 
 
4. Self-empowerment. Giving Aniq and other students the opportunity to give 
themselves a pat-on-the-back for accomplishing tasks that they find challenging and 
not to their liking. 

Stars, drawings  

and a stickers  

gave Aniq positive  

self-empowerment 

and self-affirmation 
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5. Offering a choice, working with individual strength, making learning a multi-
sensory process.  Aniq loves art and craft but hates writing activities.  In offering him 
a choice of pastel coloured paper, Aniq’s a decision maker.  By having him cut out 
pictures e.g. letter e from the story “Eddy elephant” and framing it by gluing it onto 
the pastel paper appeals to his love for hands-on craft activity while learning the 
letter ‘e’.  Having to repeatedly say, “Eddy elephant /e/ /e/ /e/” throughout the 
entire activity, was an opportunity to talk-as-you-work.  Aniq peppered comments 
and discussion about the story in between his recitation whilst his hands were busy 
working. 
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6. Encourage and stretch, raise the bar, and extend learning to greater heights. 
 
Aniq improved with early literacy intervention. From avoiding the need to write his 
name on worksheets, he wrote his name and the date in legible handwriting.  The 
explicit teaching of writing conventions e.g. a finger space between words, yield 
results.  Aniq was able to write “The duck goes quack” neatly on a line. 
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From being unable to complete his sight work activity sheet in one session amongst 
other activities, he was finally able to cope and complete all his work on time at a 
good pace.  
 
When he was given a challenging short passage, A day at Sentosa, he was able to 
complete it to the best of his ability. He endorsed his own efforts with a stamp 
marked “outstanding” on his worksheet.    
 
Unexpectedly, the intervention gained traction beyond the programmes reach 4 
months into Primary 1 (P1), in a mainstream school.  
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Aniq scored full marks for his spelling, in his mother tongue, Malay.  He transferred, 
somehow, what was taught in early intervention, into his mother tongue learning. 
 
He never failed his English spelling in school either. [scoring 5 or 6 out of 8] 
When his mother offered to coached him in his spelling, his happy and confident 
reply was, “Mum, stop stressing me” J 
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He participated in an art competition in Primary 1. That’s his drawing below. Wow! 
 
Into Primary two now, he is into sports while keeping pace with his school learning. 

DISCUSSION 
 
While the dyslexia debate rages on, the impact and influence of early literacy 
intervention has never been in doubt.  Aniq’s case study is a good illustration in 
support of this. 
 
According to a new study by researchers at the University of California, Davis and 
Yale University, published November last year, the importance to address this 
learning disability as soon as possible … and not wait, was once again highlighted. 
So how likely are problems in early learning to be intractable?   
 
Unfortunately, research shows (Ferrer et al, 2015) that children who start with a 
deficit in the first grade will continue to show problems right through to adolescence 
in comprehension and single word reading. 

24
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In their longitudinal study of reading from 1st to 12th grade and beyond, revealed 
findings that “an achievement gap appears as early as 1st grade in dyslexic 
readers and persist into adolescence”. These findings, according to researchers, 
provide strong evidence and impetus for early identification and intervention for 
young children at risk of dyslexia. Implementing effective reading programmes as 
early as kindergarten or even preschool, in their opinion, offers the potential to close 
the achievement gap.  What research tells us?

Scatterplot with regression line for age beginning intervention (months) as a function of 
reading and spelling gains after one year of intervention

Lim, L., & Oei, A. (2015). Reading and spelling gains following one year of Orton-Gillingham intervention in Singaporean students with 
dyslexia. British Journal of Special Education, 42 (4), 374-389.

B. Single Word Reading  A. Comprehension 

Scatterplot with regression line for age beginning intervention (months) as a function of reading 
and spelling gains after one year of intervention (Lim and Oei, 2015) 
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Local research by Lim and Oei (2015) published last year, also affirms the 
importance and need for an early start.  They found in their research with 
Singaporean students ages 6 to 14 over one year “indicates that the younger one 
receives intervention, the larger the gains from intervention in reading and spelling”.   
 
CONCLUSION 
 
Early intervention allows us to make a difference for pre-schoolers, like Aniq, who 
may otherwise be deprived of the opportunity to achieve his potential.  This bubbly 
outgoing boy can now move on to express his strengths without being pulled down 
by ongoing weaknesses.  Given the measurable outcomes derived from the recent 
progress evaluation 2015 for 213 students (Wong, 2016) perhaps we can find a 
better way to reach out and help more children like Aniq.   
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INTRODUCTION TO RETA  
 
RETA or as known in full, the Register of Educational Therapists Asia is an association 
in Singapore that was formed to connect practitioners working in the field of Specific 
Learning Differences and Education. This is in addition to endorsing their 
qualification and at the same time recognising their professional status.  This 
Register started as an initiative by the Dyslexia Association of Singapore and today, 
it is advised by a three member panel. Among the distinguished names involved in 
RETA are Professor Angela Fawcett, who is also the Registrar, and Dr Kate Saunders. 
 
RETA works under the tag line, “For educators who make a difference” and the 
various colours and symbols on their official logo carry a meaning. The blue 
represents trust, confidence and stability. The yellow is associated with energy, 
intellect and also children. Finally, the stairs represent success, growth and progress 
in life. 
 
ESTABLISHMENT OF RETA 
 
Students with specific learning differences (SpLD) 
require special care from educators and as a result, 
it is important that awareness is heightened across 
Asia in general on their needs.  Singapore has over 
the years particularly developed a sustainable 
educational hub to support these individuals with 
SpLD. The ever increasing number of students with 

“RETA was formed to 

connect practitioners 

working in the field of 

Specific Learning 

Differences and 

Education.” 
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these special needs in Singapore are currently being taught and supported by a 
good number of institutions including the Dyslexia Association of Singapore, other 
voluntary organisations, the Ministry of Education and some private institutions. 
 
Such initiatives have put Singapore and the region surrounding it on the map as the 
place where more students with specific learning differences receive support as 
compared to many places in the world. These encouraging developments are what 
necessitated the timely establishment of RETA.  The launch was done on 29 October 
2012 at Traders Hotel where the chief guest and guest speaker was the Chief 
Executive Officer of the British Dyslexia Association, Dr. Kate Saunders. 
 
Today, RETA is able to provide support to educational therapists, teachers and other 
allied professionals. Through the platform availed by RETA, these professionals can 
come together, form a Register through which high professional practice and the 
application of related research into practice can be encouraged and pursued. After 
its formation in 2012, the members had their first meeting on 2 February, 2013 at the 
Rex House where RETA's Professional Code of Conduct was developed and sealed. 
 
THE OBJECTIVES AND AIMS OF RETA 
 
RETA works with five main objectives and aims which express their mission and 
vison. These are: 

1. Establish and maintain a directory of Educational Therapists that is 
available to the public. 

2. Develop a code of standards and ethics for professional practice. 
3. Provide professional guidelines to members of the public who seek the 

professional services of educational therapists in Singapore. 
4. Provide opportunities for the professional exchange of knowledge, 

research and experience. 
5. Encourage and support Continuing Professional Development (CPD) 

within the field of dyslexia and related learning difficulties. 
 
RETA'S CODE OF PROFESSIONAL CONDUCT 
 
RETA has had a code of conduct and values guiding their members and 
professionals since 2013.  According to RETA, the role of an Educational Therapist is 
to give individualised intervention based on a student’s assessed Specific Learning 
Difference profile. 
 
In regards to that, RETA has adopted guideline values under the title RICE meaning, 
Respect, Integrity, Competence and Empathy. This guidelines help in the 
understanding and management of the standards and behaviour expected of the 
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Educational Therapists working in the field of Specific Learning Differences. These 
guidelines therefore ensure that Educational Therapists are aware of their 
responsibility to always maintain good conduct, while at the same time consciously 
creating an environment everyone is happy and proud to function in. 
 
THE BENEFITS OF RETA TO PROFESSIONAL GROWTH 
 
Being a member of RETA comes with a number of benefits in the form of access and 
various discounts to those who choose to sign up to be members. And in 2016 in 
particular, DAS celebrates its 25th Anniversary and has extended its celebrations to 
RETA members through the benefits of membership.  
 
Some of these benefits include: 
 

 Access to the Bi-annual RETA Chronicles, which is an exclusive members’ 
only magazine with professionally relevant material and opportunities. 

 Access to the Bi-annual Asia Pacific Journal of Developmental Delays 
(APJDD)  

 Up to 25% discount on the resources sold by Dyslexia Association of 
Singapore (DAS) including a 25% discount on courses and workshops 
conducted by DAS Academy. 

 Access to the Dyslexia Association of Singapore, DAS, Academic library 
& e-journals  

 A 25% discount on full age Assessments for dyslexia.  
 Invitation to speak at conferences, workshops and courses. 
 Invitation to workshops, talks and sharing sessions by guest speakers. 
 Opportunity to be listed on RETA website for private consultation. 
 Research consultancy for all members exploring new fields. 

 
RETA has gained attention and the membership numbers (please see table below) 
have seen an encouraging growth, given the increased activities and a newly 
introduced sharing of current educational research via email. In 2016 alone, 3 RETA 
in-person meetings have been scheduled and 17 research articles have been 
recommended. 

Year Total 
Affiliate 

Member 

Associate 

Member 

Associate 

Member 

Plus 

Member 
Associate 

Fellow 
Fellow 

2015 10 0 0 0 8 2 0 

2016 88 1 4 11 34 16 22 
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With an increased diversity in membership, RETA is well situated to become a 
localised and Asian body of knowledge and a way to develop and establish 
industry standards for both the professionals in the field and the clients seeking the 
service. Many international researchers and practitioners have sought membership, 
following the 2016 UnITE SpLD conference: Research Worth Sharing, organised by 
DAS, noting that there was no similar professional body available in their own 
country.  This is encouraging and indicates that RETA must continue to grow and 
reach out to professionals in the region and beyond.  

ABOUT THE AUTHOR 
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Introduced just earlier on this year, case management discussions are 
currently one of the best and newest innovations in the field.  The case 
management studies are dedicated to bringing psychologists, therapists and 
dyslexic adults from various backgrounds under one roof to help address a 
problematic case. This ground-breaking approach shows the levels of care 
and involvement of professionals in Singapore.  
 
Moderated by Angela Fawcett who is a 
Research Consultant to DAS, and Registrar 
and Panel Advisor to the Register of 
Educational Therapists Asia (RETA), the first 
such meeting was held in to Singapore in April 
2016.  Angela needs no introduction and her 
contributions to the field of dyslexia and 
specific learning differences (SpLD) in the past 
30 years have advanced both the theory and 
practice in the field.  She is also the Vice 
President of the British Dyslexia Association 
since 2004.  What made her interested in this 
case management initiative was the fact that 

“The case 

management studies 

are dedicated to 

bringing 

psychologists, 

therapists and 

dyslexic adults from 

various backgrounds 

under one roof to 

help address a 

problematic case.” 
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in all her years she had never come across such an approach.  Such 
dedication just went on to showcase the outstanding good practices that 
characterise DAS and all its members. 
 
All these events have been reported in the RETA Chronicles and in this article, 
we present her findings as moderator. 
 
 
THE FIRST RETA CASE MANAGEMENT DISCUSSION 
 
Most educators have asked themselves this question at least once in their 
career, “what can I do as an educator if I have students who are challenging 
in their behaviour or literacy attainment or even, both?” Research has clearly 
found that teachers will face obstacles in effectively enabling students to 
learn if they have to handle behavioural issues. Additionally, students 
struggling with literacy tend to take up much more of the teacher’s attention 
as they require focused guidance. With these in mind, a few case studies 
were shared of some challenging cases of students at  DAS during the first 
RETA Case management discussion of 2016.  
 
 
Case Study 1  
 
This study involved a Primary 2 boy staying at a Children's Home.  In addition 
to dyslexia, he was also diagnosed with ADHD.  He is however, a bright 
student showing great potential despite his multiple behavioural issues in 
school, at the Home, as well as at the DAS learning centre. 
 
The debate among RETA members came up with a good number of 
suggestions that would be relevant to any other educational therapist facing 
similar challenges. 
 
Angela reports that the audience were shown a video of this child displaying 
anger and distress and banging his head on a desk in frustration.  The 
audience were clear that in this case a concerted approach based on 
rebuilding the trust and self concepts of this child would be needed before 
we could begin to make much progress on his learning needs.  The level of 
commitment of DAS therapists in their engagement with this child and their 
patience in trying to engage his interest, was phenomenal. 
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Case Study 2  
 
The second case study was based on a Secondary 4 student with low 
cognitive IQ in addition to being diagnosed with dyslexia.  This causes him to 
have major learning difficulties which cause him to perform very poorly in 
school. As a result, he ended up being placed on a one to one classroom 
setting.  This way he could get the much needed attention and guidance from 
his educational therapist.  Subsequently, a classmate was assigned the task 
of guiding him with social interactions with his peers.  Now, this year, the 
student is taking his N(T) Level examination which his family hopes he will 
pass since this has the ability to shape or break his future. 
 
The focus group that followed this discussion resulted in the exchange of 
ideas in a bid to find other options for students aged 16 and above, who 
may not be able to enter into the Institute of Technical Education (ITE). 
Through the discussion, two schools emerged which is a bright glimmer of 
hope for parents who might have students who fall into this category. 
 
One of the schools is METTA School and their mission is for the METTA student 
to lead an independent and meaningful life.  The school has a vocational 
programme dedicated to meeting the future needs of the current student 
discussed.  For students who are 17 years and over, this programme is 
perfect for equipping them with nationally recognised vocational certification 
in different sectors ranging from housekeeping operation to baking and food 
preparation. 
 
The other school discussed is DELTA Senior School.  This school acts as a post
-secondary school within APSN (Association for Persons with Special Needs). 
In this school, students who face challenges with academic pursuits can 
prepare themselves for future employment.  
 
Angela noted the concern for the overall wellbeing of this child and the 
readiness to engage with alternatives to ensure that he received the best 
possible outcome and an opportunity to express his full potential.  Again it 
was particularly heartening to note the commitment of the staff and their 
concern to try and identify the best possible future for this child.  In closing, 
Angela and her husband David found this to be an extremely rewarding 
event, that gave then great hope for the future outcomes for children who 
engaged with DAS, even those with the most intractable problems. 
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THE SECOND RETA CASE MANAGEMENT DISCUSSION 
 
Case Study 1 
 
The first case involved a 7 year old who repeated his second year of 
kindergarten as he could not read or write. This child was about eight months 
behind chronological age. Although he performed at an average range in 
visual perception and motor coordination, he demonstrates difficulties when 
he has to combine both in an activity. He in turn received intervention in 
speech inclusion, hand-in-hand OT and of course literacy support at DAS. 
 
However, it was found that despite all the intervention the boy still struggled 
with literacy, reflecting a profile consistent with dyslexia.  A school age 
assessment was therefore recommended to confirm the diagnosis of dyslexia, 
which was not possible before this as the child was too young during the first 
assessment. 
 
 
Case Study 2 
 
The second case study involved a 7 year old girl in P1 who presented issues 
in attention and had strong headed tantrums in addition to not being able to 
read or write. She in turn received an intervention in the form of Chinese 
tuition and literacy intervention through the MOE-aided DAS Literacy 
Programme (MAP). 
 
Comparing the two case studies, there were results for both cases. There 
were observations and conclusions based on: 
 

 Progress with Specific Intervention for Literacy (PSIL). 
 Behavioral Responses due to Family Background. 
 Top-Down vs Bottom-Up Approaches. 
 Dangerous High Processing Speed. 

 
In conclusion, RETA has come to transform the field of Specific Learning 
Differences and Education by creating clear guidelines for conduct of 
professionals in the field from teachers to educational therapists.  
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Intensive Remediation (IR)  
 
Such challenges necessitated the creation of the Intensive Remediation 
Programme (IR) by the Dyslexia Association of Singapore. This programme 
was initiated to give extra support and assistance to educational therapists 
with students who require special attention as described above.  
 
The Intensive Remediation team, which consists of a multidisciplinary panel of 
professionals, helps both the educators and their students by observing cases 
and offering suggestions to manage behaviour and learning. Under the IR 
programme, there are 3 groups to categorize the challenging students. These 
include IR (1), IR (2) and IR (3) - where IR (3) is the most severe. 
 
IR (1) - This is for a less demanding case requiring some levels of challenge 
or maintenance of action plans. The student in this case has mild co-
morbidity diagnosis in addition to dyslexia.  
 
IR (2) – this is a similar but more progressive case as compared to IR (1). The 
student should have moderate to severe co-morbidity and a dyslexia 
diagnosis. 
 
IR (3) – this is a more unique case requiring more challenge and 
maintenance of action plans. These students suffer from severe co-morbidity 
besides having a dyslexia diagnosis. 
 
The endgame of IR is to reintegrate these selected students into the main 
literacy programme, MAP. In 2014, 22 students were given the IR status, with 
3 students released from IR. As of September 2016, there are 32 students in 
IR, which reveals the increasing complexity in the profiles of MAP learners.  
 
While this highlights that increasingly many students who enter the 
programme may require additional behavioural support, it also reveals the 
impact IR has made on some learners and the significance of availing such 
support for our learners. Through this intensive remediation, many students 
have been supported to achieve the required prerequisite skills and 
behaviour management strategies in order to be integrated into MAP group 
classes.  
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Abstract 
 
Children with Specific Language Impairment (SLI) often struggle with receptive and 
expressive language skills.  They often display difficulties in comprehending and 
producing complex sentences or using the right grammar and vocabulary in their 
speech or written work.  Generally, these children seem to have considerable 
difficulties acquiring language although grammar concepts such as present, past 
and future tense, prepositions, conjunctions and singular and plural nouns as well as 
their usage in speech and writing might have been taught repeatedly to them.  
These challenges can in turn impede their 
educational development and learning as they 
tend to do rather poorly in school and 
underachieve in their academic pursuits.   
Hence, they are at risk of low self-esteem and 
confidence, bullying and poor academic 
achievements.  As a result, these children are 
often found to be reserved and shy, or face 
difficulties communicating with peers and adults.  
On the other hand, children with SLI can be 
healthy and possess normal intelligence range, 
are sociable and may display normal 
neurological, sensory-motor and social-emotional 
development. Normalcy in these areas may 
contribute to protective factors that override the 
risks mentioned above.  This in turn will result in 
them showing better self-esteem and confidence 
as they excel in non-academic pursuits. 

“...these children 

seem to have 

considerable 

difficulties acquiring 

language although 

grammar concepts 

such as present, past 

and future tense, 

prepositions, 

conjunctions and 

singular and plural 

nouns as well as their 

usage in speech and 

writing might have 

been taught 

repeatedly to them." 
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INTRODUCTION 
 
Bishop (2008), stated that Specific Language Impairment (SLI) is diagnosed when 
children fail to develop language skills along normal lines for no obvious reasons. In 
all cases, before a firm diagnosis is made, hearing loss, physical disability, 
emotional disturbance, parental neglect and brain injury have all been ruled out. 
The children develop normally in areas other than language, and will show 
adequate intelligence if tested using nonverbal measures such as construction 
puzzles or reasoning tasks with shapes. Generally, SLI is observed in children who 
fail to acquire age-appropriate language skills but otherwise appear to be 
developing normally (Joanisse & Seidenberg, 1998). SLI is not a speech disorder that 
is a result of difficulties in coordination of oral-motor musculature (Cohen, 2002), but 
a specific developmental language disorder affecting both receptive and expressive 
language skills with varying degrees of severity.  
 
The causes for SLI are unclear but Bishop (2006) has found a strong genetic disorder 
for its occurrence. The best evidence for this was found in twin studies where twins 
who grow up together in the same home environment may differ radically in their 
language skills. This different outcome can be seen in both fraternal and identical 
twins but is most common in fraternal twins as they are genetically different. Identical 
twins, on the other hand, share the same genes and therefore, tend to be more 
similar in their language ability. Nevertheless, there can be variation and persistence 
of SLI in identical twins indicating that environmental factors affect the course of the 
disorder, but it will be unusual to find a child with SLI who has an identical twin with 
normal language. According to Bishop (2006),  although twin studies indicate that 
genes are important, the occurrence of SLI is not usually caused by a mutation in a 
single gene. Current evidence suggests that there are many different genes that can 
influence language learning, and SLI results when a child inherits a particularly 
adverse combination of risk factors. Parents of children with SLI have similar genetic 
makeup to their offspring and may well have limited language skills themselves. 
However, we must  not assume that parents with poor language have caused their 
children's problems by providing insufficient exposure. 
 
Children vary in their language abilities. Hence, it will not be a surprise if children of 
similar ages show different rates of language acquisition. Moreover,  in the 
Singapore context, children are exposed to more than one language from a very 
young age. Parents and caregivers may speak English and other languages at 
home, particularly their Mother Tongue language, making it rather difficult and at 
times, confusing for  children to be fluent and proficient in either language. In the 
case of children with SLI, the situation is a double whammy as it can be even more 
difficult for them to acquire two languages and be proficient in either one or both. 
The onset of SLI is noted to be observed in children as young as three or four years 
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old (Ervin, 2001) and its prevalence could be between 6 to 8 per cent of preschool 
children (Simpson & Rice, 2002). They also noted that this problem can persist into 
adolescence and young adulthood (Johnson et al., 1999). 
 
CHARACTERISTICS OF SLI 
 
Our language consists of five major components namely: phonology, morphology, 
syntax, semantics and pragmatics. In a nutshell, phonology refers to  the 
organization of speech sounds into segments, morphology refers to the structure of 
words and mechanisms for creating related words such as affixing and 
compounding, syntax refers to the structure of sentences and of the grammatical 
rules that govern their formation, semantics refers to the meaning in language and 
pragmatics refers to the choices of language people make in social interaction. 
Typically, when we speak and write, these  five major components are considered 
carefully before we express ourselves. They are involved in our receptive process too 
as they inform us on the time and context that an event occurs. However, children 
with SLI will find great difficulty in exercising and applying this knowledge and 
therefore, manifest it in their poor receptive and expressive ability. The primary 
symptoms of SLI are delayed speech and slow development of language. Children 
with SLI will demonstrate varying degrees of strengths and weaknesses in their 
receptive and expressive abilities but this can change over time. 
 
Children with SLI tend to exhibit short-term verbal memory difficulties, problems with 
speaking and speech development as well as with listening and following oral 
instructions. Indeed, many of the difficulties faced by a child with SLI can be found in 
a child with dyslexia. The common features listed below are highlighted in the 
Children’s Communication checklist, 1998. 
 
(i) Problems with speaking and speech development 

 Delay in starting to talk; first words may not appear until 2 years of age 
or later   

 Unclear speech and others find it difficult to understand what is spoken 
 Have trouble communicating with other children during play or group 

discussion 
 Use of simplified grammatical structures, such as omission of past tense 

endings or the auxiliary "is",  well beyond the age when this is usually 
mastered   

 Commit many  grammatical errors when talking 
 Jumble up words while trying to explain something to a listener and thus, 

make it difficult for the listener to follow 
 Restricted vocabulary, in both production and comprehension 
 Weak verbal short-term memory, as evidenced in tasks requiring 
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repetition of words or sentences   
 Difficulties in understanding complex language, especially when the 

speaker talks rapidly 
 

(ii) Problems with listening and following oral instructions 
 Struggle with following multi-step verbal instructions  or orders 
 Tend to neglect certain parts of verbal instructions ,especially if there are 

several parts to the instructions 
 Find it difficult to follow a conversation and to respond appropriately 
 Have difficulty understanding jokes 
 Have difficulty following an event that is described 
 Encounter difficulty following the plot of a story in a movie or television 

programme 
 

(iii) Other problems with language and language development 
 Exhibit problems in phonological processing and thus, have reading and 

spelling difficulties 
 Display word-finding difficulties when conversing 
 Possess limited vocabulary or poor word knowledge  
 Display problems in stringing words together to form proper sentences 
 Confused with tense and aspect of verbs 
 Confused with subject-verb agreement, where the subject can be either 

noun or pronoun 
 Encounter difficulties using conjunctions to join sentences to form either 

compound or complex sentences 
 Have problems with the morphological structure of the past tense and 

past participle forms of regular and irregular verbs 
 
In diagnosing children with SLI, Bishop (2006) stated the characteristics below: 

 Language is significantly below level expected from age and IQ, usually 
interpreted as scoring in the lowest 10% on a standardized test of 
expressive and/or receptive language   

 Nonverbal IQ and non-linguistics aspects of development (self-help skills, 
social skills) fall within broadly normal limits   

 Language difficulties are not caused by hearing loss, physical 
abnormality of the speech apparatus, or environmental deprivation   

 Language difficulties are not the result of brain damage 
 
Children with SLI often exhibit most of the characteristics mentioned above in speech 
and/or in writing. Hence, they are prone to being bullied or teased in school when 
their speech is not well understood by peers. Knox and Conti-Ramsden (2003) noted 
that children with mixed expressive and receptive language difficulties showed the 
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greatest increase in behavioural and social problems and therefore, are at an 
increased risk of experiencing bullying behaviour in school (Botting & Conti-
Ramsden, 2000). Additionally, they stated that children with communication 
difficulties were more likely to be ignored by peers and not invited to join in with 
social interactions (Hadley & Rice,1991). Teachers who are unaware or ill-informed 
about SLI may further misunderstand the behaviour of these children due to their 
poor abilities in receiving information or expressing themselves. 
 
RATIONALE 
 
As dyslexia often occurs with other learning disorders, it is imperative for educational 
therapists to be aware of the occurrence of SLI as well as understand how it impacts 
and affects children. According to Bishop (2008), many studies have shown that 
children with SLI are at risk of educational failure. It  is especially relevant to children 
with language impairments that persist beyond the age of five years, affecting 
comprehension as well as expressive language. In fact, it was found that 67% of 
children with expressive SLI and 88% of those with receptive SLI had serious reading 
difficulties at 11 years of age (Simkin & Conti-Ramsden, 2006). 
 
Dyslexia and SLI may appear to share similar underlying difficulties in that they both 
exhibit problems of phonological processing and also short-term verbal memory 
(Muter & Likierman, 2008). However, there exist differences when examined at the 
cognitive level and behavioural level. Moreover, Ramus et al 2013, has noted that a 
multiple-component model of language abilities may best explain the relationship 
between SLI and dyslexia and the different profiles of impairment that are observed 
in children. This model considers SLI and dyslexia to be distinct in that, some 
children with SLI also have dyslexia but some with dyslexia do not have SLI. 
However, SLI can manifests itself as dyslexia if a 
proper diagnosis is not established. Classically, 
children with dyslexia display reading, spelling 
and writing difficulties. Vocabulary and grammar 
acquisition for these children may fall within the 
acceptable range if sufficient exposure to the 
English language has been provided for them.   
 
Children with SLI, on the other hand, display 
language deficits in the areas of vocabulary and 
grammar. Hence, children identified as having 
dyslexia alone tend to possess age-appropriate 
vocabulary and grammar knowledge and  will 
show improvements in their reading, spelling and 
writing ability once the phonological deficit is 
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remediated with interventions. On the other hand, children with SLI may show 
persistent difficulty in the areas of vocabulary and grammar, and remediation with 
phonological processing will  only help those with reading and spelling difficulties to 
improve in these areas but still struggle with acquiring age-appropriate vocabulary 
and grammar application. As a result, children with SLI may or may not show 
difficulties in reading and spelling, but their ability to comprehend passages as well 
as write proper and complex sentences may be compromised. This difficulty may 
render them unable to perform well in Comprehension and Writing activities, and  
often these children do not perform well in English tests. 
 
In view of this, educational therapists need to be aware of the characteristics of SLI 
and be able to identify the subtle differences between SLI and dyslexia in order to 
provide the right kind of intervention to children who come through DAS. The most 
beneficial intervention and remediation for children with SLI would involve the 
educational therapist remediating the phonological deficit of the child so as to 
improve his or her reading and spelling ability, and at the same time collaborating 
with the speech and language therapist who will aid the child in acquiring the right 
vocabulary and grammar. It is hoped that with these two forms of remediation, 
children with SLI can show improvement in their receptive and expressive skills. 
 
CASE PROFILE OF A CHILD WITH SLI 
 
Jessie (not real name) was a Primary 2 girl from an elite school when she came 
under my charge. She came from a predominantly Mandarin speaking family but 
only started talking at the age of 2 to 3 years. Besides attending the literacy class 
and speech and language therapy at DAS, Jessie also received English support at a 
tuition centre, as well as English and Mathematics tuition from a private special 
needs tutor. Historically, Jessie was attending fortnightly sessions of Speech and 
Language Therapy (SLT) and Occupational Therapy (OT) at the Society for the 
Physically Disabled (SPD) at Kindergarten 1 and 2. These sessions were aimed at 
improving her receptive and expressive language, as well as fine motor skills. 
According to Hill (2001),significant co-morbidity exists between SLI and poor motor 
skills, suggesting that SLI is not a specific disorder of language, but rather that 
children with SLI experience a broader range of difficulties including motor in-
coordination. It should also be noted that articulation is one of the most complex 
motor skills involving thousands of muscle movements. 
 
Before becoming my student, Jessie was under the charge of another educational 
therapist who observed that Jessie had unclear speech, difficulty understanding oral 
instructions as well as comprehending text passages and difficulty cutting using a 
pair of scissors. Jessie's educational therapist noted that perhaps Jessie displayed 
traits of hyperlexia though this had not been diagnosed as Jessie was able to read 
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age-appropriate text independently but had trouble understanding what was read. 
Despite the intensive remediation that she had been receiving, Jessie continued to 
struggle with the educational demands of school. The DAS psychologist who had 
assessed Jessie indicated that Jessie had below average non-verbal cognitive 
functioning and very low verbal ability. Furthermore, Jessie demonstrated poor 
phonological awareness, weak visual memory and processing skills, as well as 
difficulties with spelling when writing sentences.  Although Jessie's poor phonological 
processing is a feature of dyslexia, she exhibited a poor command of the English 
language as was evident in her limited expressive and receptive language skills. On 
the other hand, Jessie showed age-appropriate processing speed and auditory 
working memory and was able to read, spell and comprehend what she had read 
at an appropriate level. Jessie had a performance IQ of 86 which placed her in the 
below average range and her verbal IQ of 69 was considered as very low. 
Consequently, Jessie was conferred the STAR PLUS status by an educational advisor 
who observed that Jessie would benefit from more guidance provided by her 
educational therapist, and by being in a small class (less than 4). Jessie was put 
under my charge the following year with two other students who were found to be 
well-suited for Jessie. 
 
When Jessie came under my charge, she was still undergoing SLT with the DAS 
speech and language therapist. However, Jessie continued to present difficulty in her 
receptive and expressive language skills. She faced a major challenge when asked 
to construct sentences from words or phrases that were just taught to her. It was 
even more challenging for Jessie to form ideas when writing a short passage. 
Although Jessie could identify many high frequency words, her reading was jerky 
and lacking in expression and appropriate pauses. While Jessie presented as very 
sociable and cheerful girl who enjoyed the company of her peers and often wanted 
to be involved in their interaction, she had difficulty expressing herself.  Similar 
observations were made during class discussions where Jessie tended to be quiet at 
times but when she showed enthusiasm in sharing her thoughts, she had difficulty 
expressing her opinions clearly enough to be understood. Class observations of 
Jessie depicted a girl who was earnest at learning and compliant when presented 
with tasks but had great difficulty grasping concepts such as spelling and suffixing 
rules, retaining information as well as applying appropriate social skills during 
interactions. Jessie would often interrupt others without understanding social cues, 
turn taking or the language of others. Such behaviour tended to upset her 
classmates and at times, a little disagreement would ensue. Jessie needed explicit 
explanation as to why her behaviour was unacceptable and what actions could 
have upset her peers. In addition, Jessie was observed to be easily distracted with 
short attention span as well as rather low in motivation and confidence as she 
needed encouragement to persevere on her tasks. 
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Jessie completed her SLT with the DAS speech and language therapist while still 
under my charge. It was noted by the speech and language therapist that Jessie 
displayed very poor memory of spoken words and poor discrimination of subtle 
sounds, was very sensitive to background noise and showed immense difficulties 
with language processing. Moreover, through an oro-motor examination, it was 
observed that Jessie tended to maintain an open mouth posture with slight tongue 
protrusion which led to occasional saliva pooling and drooling. This suggested 
reduced lips sensitivity which caused Jessie to have difficulty planning and 
coordinating oral motor movement and hence, affects her ability to sequence the 
sounds in words. Both the DAS psychologist and speech and language therapist had 
recommended special classroom accommodations to compensate for the 
weaknesses that Jessie presented. 
 
INTERVENTIONS AND REMEDIATION 
 
The words 'intervention' and 'remediation' are often used interchangeably but they 
carry slightly different connotations. Roulstone, Wren, Bakopoulou and Lindsay 
(2012), viewed interventions as an action, technique, activity or procedure, or a 
combination of these that reflects a shared aim to bring about an improvement, or 
prevent a negative outcome, related to a child’s speech, language and 
communication skills. In this respect, interventions for children with SLI include 
teaching grammar and vocabulary explicitly to them besides providing them with 
reading and spelling support. Therefore, at DAS children with SLI may receive two 
forms of interventions: literacy intervention conducted by the educational therapist as 
well as speech and language therapy conducted by the speech and language 
therapist.In the case of Jessie, she had received two forms of interventions during 
her kindergarten years - SLT and OT. Subsequently, she continued to receive speech 
and language therapy as part of her remediation with DAS.  
 
From the aspect of literacy remediation, Jessie was taught using the multisensory 
way. As Jessie was faced with the challenge of poor memory of spoken words, 
instructions given were short and succinct. Occasionally, I would demonstrate to 
Jessie what I wanted her to do or get her to repeat my instructions back to me. Class 
rules are minimal and each rule was accompanied by a visual that was easily 
captured and understood by Jessie. When introducing a new phonogram or sight 
word, Jessie was made to trace and sound the letters which involved the kinesthetic, 
visual and auditory route to learning. Where the sight words taught were 
prepositions such as 'above', 'under', 'behind' or 'between', props were used to 
demonstrate the idea. Jessie was made to position an item for each preposition to 
show her understanding. As Jessie loved to draw, she was encouraged to draw 
when new vocabulary was taught and given pictures to construct sentences and 
paragraphs in writing. Jessie was encouraged to share her thoughts with me prior to 
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her writing so that I could guide her in her sentence construction.  
 
Although Jessie faced great difficulty in constructing grammatically correct sentences, 
her effort was praised for just attempting to form such sentences. This also gave her 
more confidence to attempt writing independently. Initially, Jessie was prone to form 
simple and short sentences but as her confidence improved, she became more 
determined to form longer ones. Occasionally, with the help of the other students, I 
would act out any phrase or sentence that was taught to aid Jessie in her 
understanding. In order to ensure that Jessie pronounced words or sounds correctly, 
she was instructed to look at my mouth and encouraged to model after me in 
pronunciation or to repeat the sounds given. 
 
Instructions given to Jessie had to be short for she had difficulty retaining 
information. At times, I had to demonstrate to her how things had to be done so that 
she could produce what was required. Activities given catered to  Jessie's interests  
such as writing quizzes on the board or doing worksheet exercise as a game. This 
motivated Jessie to work on her ability at retaining information on concepts taught 
such as spelling and suffixing rules. Jessie could perform well when instructions were 
given to her orally and supplemented by visual aid. To guide Jessie towards 
improving her social skills, she was given clear explanations on how she should 
interact with others and occasionally, we would do a role play in the class. Jessie's 
classmates were instrumental in Jessie improving in this area. In order to aid Jessie 
in expressing herself, she was assisted with verbal expressions to repeat after me. 
 
EDUCATIONAL IMPLICATIONS 
 
Due to the challenging issues that children with SLI face with language, these 
children often do rather poorly in language based tests. In the Singapore education 
context, besides the English subject, subjects such as Mathematics and Science are 
taught and administered in English. Children with SLI will face some challenges in 
performing well if their language acquisition continues to be impeded by their 
impairment. Hence, they may display poor scores and underachieve in their 
educational performance. 
 
In examining the components of these subjects 
when tested, components of the English paper 
consist of: Composition writing; Grammar and 
Vocabulary multiple choice questions; Synthesis 
and Transformation which involves combining 
two sentences using connectives; Comprehension 
components which consist of passages and 
multiple choice as well as open-ended questions; 
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and Cloze Passage which involves filling in the blanks with relevant vocabulary 
derived from contextual clues. The mathematics paper consists of equations and 
story sums that students need to understand and be able to perform in order to 
solve questions and derive answers. The Science paper consists of two sections 
namely, multiple choice questions as well as structured questions where students 
have to answer in their own words. As all the components of the test papers are 
language based, children with SLI may struggle to fully understand questions and 
passages which may cause them to give inaccurate answers. Moreover, multiple 
choice questions can be very confusing for children with language difficulties or 
dyslexia because the answers are often designed to be difficult to disentangle. 
Access arrangement such as extra time should be granted to them so that they have 
more time to think and process the questions before attempting to answer them. 
 
Although children with SLI may not perform well in language based tests, it does not 
reflect their true ability as they may possess normal intelligence and are able to 
think out of the box during project work as in the case of Jessie. Teachers working 
with children with SLI have to be aware of their difficulties and needs and therefore, 
provide the right kind of support to them. In this respect, Jessie had been rather 
fortunate as her school teachers and allied educator were fully aware of the 
challenges that she faced and provided her with the kind of support she needed.  
 
REFLECTIONS 
 
At the cognitive level, SLI and dyslexia share some similar underlying difficulties 
namely, problems of phonological processing and short-term verbal memory ability 
(Bishop, 2006). Hence, it is common to find the difficulties children with SLI possess 
manifesting as dyslexia. If a misdiagnosis occur, the kind of interventions given may 
not be suitable for children with SLI as they may not necessarily address the root 
problem faced by these children.  
 
In the case of Jessie, her difficulties were identified by her parents at a very early 
age when she was in kindergarten. Thus, appropriate interventions were given when 
a diagnosis was made and Jessie showed gradual improvement in her receptive 
and expressive abilities after undergoing SLT and OT. Although she had completed 
her OT intervention, Jessie still required some help with her fine motor skills 
especially at using the scissors when we did cut and paste activities. While Jessie 
was also showing gradual improvement in her reading and spelling abilities, she 
was still struggling with verbal and written expressions. She exhibited difficulty in 
retelling a story, answering comprehension questions or finding the right words to 
express herself verbally. She often said 'I don't know' or 'that thing' when referring to 
something. Her speech was found to be unclear at times though some improvement 
was noticed. Likewise, she continued to show difficulty in forming ideas for sentence 
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and paragraph construction. Jessie needed much hand-holding and scaffolding 
when these activities were done.  
 
On the other hand, it was observed that Jessie was showing some improvement in 
her self-esteem and confidence level. Her interactions with and mannerisms towards 
her classmates was progressively more tactful as she became more aware of her 
social behaviour in relation to others. As Jessie realised that her sociable and 
cheerful disposition endears everyone to her, she made a conscious attempt to 
exercise a little patience while waiting for her turn or when sharing her thoughts. 
Furthermore, Jessie could draw well and she was often praised for it by her 
classmates and everyone who saw her drawings. Throughout my time with Jessie, I 
noted that she never allowed her weaknesses to get in the way of her learning 
especially when she was motivated and encouraged. Jessie's parents played an 
important role in providing her with appropriate academic support and by allowing 
her to thrive in her areas of interest such as drawing and swimming. These 
presented as protective factors that spurred Jessie on to keep on trying her best at 
literacy and oracy tasks. 
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The day to day difficulties of adults who experience dyslexia have been reported in 
articles such as the dyslexia diary (Fawcett, 2014) and by those living in close 
contact with them in particular with regard to memory lapses and daily experience 
(Fawcett, 2004; Alexander-Passe, 2015; Cameron, 2016).  A recent article by Smith-
Spark et al., (2016) concerning the executive function of adult individuals who 
experience dyslexia noted, most particularly, difficulties in relation to inhibition, set 
shifting and working memory.  They also refer to Nicolson and Fawcett’s hypothesis 
that adults use conscious compensation to mask deficits (Nicolson and Fawcett, 
1990), and propose that an impairment in the Supervisory Attentional System (SAS) 
requires the extra conscious attention necessary to deal with new tasks and in 
constructing a pattern of thought or behaviour.  Further research is needed to 
support this link with executive function, but it is interesting to speculate that this may 
underlie some of the organisational difficulties reported in dyslexic adults. 
 
It is well known that anxiety and stress exacerbate 
dyslexic traits (Carroll and Iles, 2006, Miles, 2004) 
and as each individual experiences dyslexia in a 
different way, so the way stress affects each 
individual will be expressed uniquely.  
 
A key area of diagnosis of dyslexia is difficulty in 
acquiring literacy skills, so there are some 
commonalities, for example, an increase in 
spelling and reading difficulty.  As a person who 
experiences dyslexia, I can appreciate the articles 
cited above.   
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Assistive software can do a tremendous amount to mitigate difficulties in the area of 
literacy but not under all circumstances.  It is often in a setting which is less formal 
than an academic setting that frustration becomes hard to bear.  For example, 
typing in the wrong bank pin number and having your card swallowed by the ATM, 
out of bank hours, when you need to pay for a taxi waiting by the curb!  In this 
article I want to give my personal view and describe my own thoughts and 
experiences. 
 
When there is no time constraint and I am given free rein with content and word 
count, I enjoy writing.  The whole process of researching a subject, making 
connections, following themes and then thinking about and planning how to set out 
my thoughts in an accurate and simple style, thus allowing the reader to follow my 
discoveries and arguments, is work I find engrossing and fulfilling.  It is, for me, not a 
time-conscious process; it is a process of distillation of ideas and crystallisation of 
the appropriate words.  It is almost as if I am not just using my head but my whole 
self to express my thoughts.  However, writing without a deadline looming is so rare 
as to be a practical impossibility.  Why does a deadline make such a difference?  
Because it fixes in stone the time I have available to process information.  I put 
pressure on myself to short cut this most enjoyable and, for me, necessary process.  
The pressure and stress I put on myself exacerbates my dyslexic tendencies.  
 
If I allow myself to become very stressed by pressure of work or agreeing to 
unrealistic deadlines (because, as Ginney Stacey puts it, I am in the here and now, 
even the next room needs imagination and future), I reach a point each day when I 
think non-verbally and it is hard to retrieve words and express ideas, although I can 
‘see’ ideas or solutions.  My sequential skills are compromised, leading to reading 
inaccuracy, and in writing my spelling mistakes increase and my sentence structure 
is compromised.  As I hold a responsible position in work, I need to organise my 
environment to keep stress within healthy parameters.  This means giving myself 
enough exercise and sleep and trying to keep to a healthy diet.  I need to plan my 
diary and give myself adequate time to complete tasks and not take on too much 
either at work or at home.  I can plan for the events I know about, but it can be hard 
to know what new committee may suddenly require my help and time.  I can also 
allow my ever growing Inbox and the requests contained therein to give me a sense 
of information overload.   
 
From my early teenage years, meditation has formed part of my daily routine.   
Meditation and mindfulness are known to reduce stress (Tarrasch et al., 2016) and 
meditation is known to quiet the sympathetic nervous system (Arch et al., 2016), but 
what has made the most dramatic effect on my ability to deal with stress is the 
Alexander Technique (AT). This has been adopted and explored by many AT 
teachers but it led Dimon (1999) to develop his Neurodynamics or Mindfulness in 
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Action, an apt designation (Dimon, 2015).  AT was developed by Frederick Matthias 
Alexander, known as FM (1869-1955), as a way of consciously working with mind 
and body in order that you may achieve your goals in life. 
 
FM was born in Tasmania and his love of Shakespeare together with his talent for 
acting led him to give recitals and to become involved in theatrical productions.  On 
a tour of New Zealand he started to suffer from loss of voice towards the end of 
each recital.  Medical doctors suggested that he rest his voice which led to 
restoration of his speech, but this was short lived once he returned to the stage.  He 
recognised that it was the way he was speaking on stage that interfered with his 
voice production and that the medical profession could not help him.  This was an 
eureka moment.  He set out, by observation and experimentation, to discover what 
he was doing to interfere with his natural ability to speak, and to correct this 
interference. He discovered that when he was on stage and was about to speak, he 
pulled his head back unnecessarily which led to him depressing his larynx and the 
consequent hoarseness of voice.  By becoming aware of what he was doing, he had 
taken the first step towards being able to change his usual, habitual way of 
speaking.   
 
His next discovery was that it was how he thought that changed his musculature.   
After becoming aware of what he was doing in pulling back his head, he had to 
learn to stop, or in the terms of AT inhibit, producing his voice in this harmful way 
(see below).  He achieved this by consciously changing his thinking and then his 
voice was strong for the whole stage 
performance.  FM recognised that he had built 
up extra muscular tension when speaking on 
stage.  If he stopped interfering with the natural 
mechanisms of voice production, he could 
maintain optimum coordination and poise when 
reciting.  He also realised the importance of the, 
“dynamic relationship between the head and 
neck, and between the head, neck and trunk that 
enhances the individual’s locomotor coordination 
and its overall functioning,” (Vineyard, 2007), 
which he called the Primary Control.   
 
Primary Control is a natural phenomenon.  If you 
watch children move and play, their primary 
control functions optimally such that they do not 
have to consciously think about it.  However, as 
children grow, they develop habits of standing, 
sitting and moving which compromise their 
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primary control, such that additional muscles are activated in ordinary movement.  
This is exacerbated by social demands and activities such as sitting at desks for 
long periods.   
 
An example of this additional muscular tension is that most car drivers tense up 
when driving in heavy traffic, particularly if they are in a hurry.  I find that I grip the 
steering wheel tightly and tighten the muscles in my arms, neck and legs. To change 
this habit I have to become aware of it, stop and then make a conscious decision to 
release any unnecessary muscular tension.  If I allow myself to become tense before 
or as I get into the driving seat, my muscles are already fired up to make my 
habitual tension movements when driving during the rush hour.  I have to stop or 
Inhibit, the extra muscles being fired up.  Vineyard (2007) explains inhibition as “at 
a neurological level…the capacity of a neuron to cause another neuron to be less 
easily activated”.  She also states that in AT conscious inhibition is the “skilled use of 
the mind” so that only necessary muscular tension is activated in movement.   
 
Underpinning AT is the principle of ‘a unified view of the organism’, so that no act is 
purely physical or purely mental (Dimon, 1999). In developing his skill, FM 
considered the ‘process’ to be more important than the end or goal, and he 
considered his technique to be educational.  He details his discoveries most 
succinctly in his third book, written in 1932, The Use of the Self. I suggest this is the 
most accessible.   
 
FM was successful teaching AT in Australia, the UK, where he settled in London in 
1904, and the United States.  He had a thriving practice giving lessons to such 
people as Sir John Dewey, Aldous Huxley, Sir Henry Irving and Sir Stafford Cripps 
(Bloch, 2004).  His work was recognised by senior men in the medical profession 
who sent him patients they could do nothing further for, and he had many success 
stories, many letters from such patients thanking him for their cure or improved 
health (Alexander, 1932).   
 
In 1931, FM started a training course in London for teachers of his technique and 
eventually, after his death, the Society of Teachers of the Alexander Technique 
(STAT) was formed in the UK. Other societies such as Alexander Technique 
International (ATI) have formed to continue training, scientific research and 
developing FM’s legacy. (It should be noted that FM’s brother, AR Alexander, also 
taught the Technique mainly in the USA.) Many AT teachers have websites with 
podcasts etc. and some are detailed at the end of this article, but concrete scientific 
research has been relatively scarce.  The UK National Health Service has run a study 
of AT and back pain (Little et al, 2008) and is presently conducting another study on 
AT and neck pain (http://www.nhs.uk/Conditions/alexander-technique/Pages/clinical-
trial.aspx?CT=0&Rec=0&Countries=All+Countries).   
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At the recent AT conference in Limmerick in 2015, there were workshops on AT and 
Hypermobility (Barber, 2015), often associated with Developmental Coordination 
Disorder (DCD) known in the UK as Dyspraxia. In addition, Freeman (2014) 
described the positive effect of AT with individuals who experience Autistic Spectrum 
Condition (ASC).  Thus, I would venture to suggest that AT has the potential to help 
many individuals with Dyslexia and other Specific Learning Difficulties.   
 
Because AT emphasises that the individual uses conscious thinking to re-educate 
herself, there is a shift in the individual’s locus of control (Rotter, 1966), that is, she 
may realise more deeply that she is able to effect change in her own use of herself 
and understand the variety of choices available to her rather than pursuing routines 
without thinking.  Currently, I am about to start my third and hopefully final year of 
training to be an AT teacher at the Bristol Alexander School (BAS).  I had my first 
lessons in 2000 and fairly soon after realised that I would like to undergo the 3 year 
teacher training because AT improved the quality of my life.  As I have applied the 
principles of the technique, the extra muscular activation and tension I created as I 
used my body have quietened down such that I now experience a certain lightness 
and energy which I did not have before.  I am more consciously aware of when I am 
feeling stressed, of how stress affects my muscles, for example, in the tightening of 
my leg muscles, so that my legs are pulled into my torso.   
 
By inhibiting and changing my thinking, I am able to stop interfering with my 
primary control which improves my coordination and this is accompanied by a 
clarity of mind.  I now find that under pressure, I am able to think more clearly and 
write with fewer mistakes in numbers and words. It is almost as if I experience a 
different sense of time and more space in the moment. Using AT I have been able 
to stop the ways in which I interfere with my natural good coordination and poise, 
and no longer expend energy bound up in this muscular tension. This enables me to 
release any emotional tension so that I experience a more positive mood. I am 
more able to plan my day, I no longer work through the night and I can make better 
decisions in work and at home. This is anecdotal 
but I look forward to future research into AT and 
Dyslexia/SpLDs to explore how conscious control 
helps individuals to work with their difficulties. 
 
The Dyslexic Academic Network (DAN) launched 
in March 2016 has allowed scholars in academic 
positions to voice their solidarity and to indicate 
to colleagues that dyslexia both is a reality and 
does not affect innate ability, creativity or the 
capacity to ‘think out of the box’.  In my case, 
using the Alexander Technique (AT) to change my 
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fully acknowledge 
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responses to daily situations, such as those described above, has allowed me to 
more fully acknowledge and accept myself.  It gave me the freedom to join DAN, 
and to be more appreciative of what I have achieved academically and 
professionally.   
 
Editor’s Note 
 
As a friend and colleague of Margaret I can totally endorse her feelings about the 
impact of AT on her life, and in particular on her processing.  This is why I suggested 
she should contribute this article to the DAS Handbook.  As a researcher, Margaret 
has impressively strong ideas and her support work is second to none.  As a 
dyslexic herself, she has a very real understanding of the complexities of the 
condition in everyday adult life, even for those whose problems are largely 
remediated.  It is notable that Margaret is able to deal so much more calmly with 
all the demands that she encounters through her work, and those that she imposes 
on herself in completing contributions such as this.  I would like to congratulate her 
on seeking out and following through a training that is challenging in itself, but that 
seems to have enhanced her capacity and her abilities, that were previously 
masked by the stress of her dyslexia. It is interesting to note that there are many 
different ways in which we can help those we work with, and help ourselves to 
achieve greater success and satisfaction in life.  
 
Websites 
 
Articles and other writings on the Technique by Tim Soar:  
 www.timsoar.com/alexandertechnique/articles.htm 
 
Alexander Technique International:  
 www.google.co.uk/webhp?sourceid=chrome-instant&ion=1&espv=2&ie=UTF-
 8#q=alexander+technique+international 
 
Bristol Alexander School:  
 bristolalexanderschool.co.uk 
 
British Medical Journal Back Pain Study BAS Video:  
 bristolalexanderschool.co.uk/bmj-research-into-alexander-technique 
 
Society of the Teachers of the Alexander Technique:  
 alexandertechnique.co.uk 
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Raising awareness and removing the stigma of a learning condition are the first 
objectives of DAS outreach.  In 1996, the late Mr Lee Kuan Yew revealed in a press 
interview that he had mild dyslexia, which in retrospect made him realise the reason 
the difficulties he had with learning how to speed read.  The condition was 
discovered at a very late age of nearly 60 and by then he had found ways to 
overcome it.  When the news broke in January 1996, thousands of Singaporeans 
contacted DAS asking for more information on dyslexia or to seek help.  By coming 
forth and announcing his condition, Mr Lee Kuan Yew significantly removed the 
stigma held by thousands in Singapore.  
 
Based on Ministry of Education (MOE) Education Statistics Digest 2016 (Ministry of 
Education, 2016a), there were 239,102 primary students and 186,036 secondary 
students which totalled to 425,138 students.  With the international statistics of 
prevalence of 4-10% for dyslexia (British Dyslexia Association, 2016), we are looking 
at approximately 17,005 to 42,513 Singaporean students with dyslexia.  
 
As part of a continuous process to remove 
stigma and to increase awareness, DAS 
Outreach division aims to reach out to as many 
parents, educators and organisations working  
with children to educate them about learning 
differences.   
 
In raising awareness, Outreach division targets 
to have the “at risk” child assessed in order for 
them to access remediation before they leave 
the mainstream schools.  

“By coming forth and 

announcing his 

condition, Mr Lee 

Kuan Yew significantly 

removed the stigma 

held by thousands in 
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DAS currently supports more than 3,500 students on the MOE-aided DAS Literacy 
Programme (MAP) and other programmes provided by the Specialised Educational 
Services (SES) division at DAS.  However, there are still many more students in 
Singapore that remain undiagnosed.  While Singapore is a developed country 
known for its excellent infrastructure and forward planning, we still have many 
parents, educators and the general public relatively unaware of this learning 
difficulty, this results in a continuous need for DAS outreach and awareness. 
 
DAS Outreach aims to raise awareness through three targeted platforms:  
 

 Social & Print media 
 Awareness talks 
 Dyslexia screening 

 
The social and print media is managed by the DAS Publicity and Publications team 
who are responsible for social media, websites and print publications promoting the 
services and activities of DAS.  The awareness talks and screenings are conducted 
by the DAS Outreach team. The two divisions work closely together to reach out to 
as many of the target audience as possible.  DAS campaigns such as “Embrace 
Dyslexia” and “Positive Dyslexia” are constantly emphasised in highlighting the 
positive aspects and embracing its differences to broaden the public’s view and to 
eradicate stigma.  
 
To raise awareness in educators, around 350 primary and secondary schools (MOE, 
2016b) would be sent a letter of invitation for a free awareness talk yearly. The free 
awareness talk covers topics such as signs and symptoms of dyslexia , its co-
occurring morbidities and helpful tips and strategies to use in the classroom. A 
record number of 94 talks were conducted in 2013, which averaged to 8 talks a 
month.  While talks were done to raise awareness of the condition, the process of 
identifying children who may be at risk of dyslexia were also undertaken with free 
screenings done at schools, children’s homes, orphanages and other youth at risk 
organisations. 
 
In the early years of screening in 2013, the Outreach team would do computerised 
screening for primary students upon requests from schools. There was a record 
number of 1,275 students screened in 2013 which could have been due to the 
schools’ implementation of the pilot School-based Dyslexia Remediation (SDR) where 
schools wanted to know how many of their students were at risk (Ho, 2015).  
However, we found that many screenings done by Outreach in schools was missing 
the parents’ involvement.  In 2014, a 3-in-1 model was coined where a talk, dyslexia 
screening and a concluding session can be arranged in school only if both the 
parent and child were present.  
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3-Year Comparative Data on talks, 
screenings and % referrals for 
Assessment 

2013 2014 2015 
2016 

(Till June)  

Number of Screenings 57 25 14 12 

Number of Students Screened 1,275 954 622 445 

Number of Awareness Talks 94 79 65 43 

Number of Attendees 5,500 5,620 2,603 2,373 

Total Referrals Received 805 837 822 422 

Referrals via  
Awareness Talks / Screenings / Teachers 

305 397 307 143 

% of Referrals via  
Awareness Talks / Screenings / Teachers 

38% 47% 37% 34% 

A 2015 survey was done to capture feedback on the awareness of 520 teachers and 
30 parents.  94% of teachers and 97% of parents found the talks very useful, 
informative and relevant.  This showed that the talks have had the desired effect of 
raising awareness in educators and parents alike. 
 
Subsequent years, we took a more targeted approach where we had organised 
mass screenings on designated days throughout the year.  In 2014, we started with 
four organised mass screenings.  By 2015, we had up to eight organised mass 
screenings which included Preschool, Primary and Secondary students.  At each 
session, we could screen up to 110 students a day.  During these sessions, the 
parents are engaged in an awareness talk on the signs and symptoms of dyslexia 
and its co-occurring morbidities whilst the child takes a computerised dyslexia 
screening lasting around 20 minutes.  A report from the screening is generated and 
the screening results about the possibility of dyslexia is explained to the parent as 
well as the options available for their child. 
 
In the last 3 years, an average of 37% students went on for a full assessment after 
the computerised screening.  This does not take into account those who were 
considering financial aid for the assessment which could increase the total to more 
than 50%.  
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2015: Number of respondents: 20 teachers  
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Survey questions  

5 4 3 2 1 4 + 5 

I have gained a greater 
understanding of dyslexia and DAS 
after this presentation. 

232 250 37 1   93% 

The content of this presentation was 
relevant and useful to my needs. 

213 267 38 1 1 92% 

Ideas and concepts were presented 
clearly to me. 

227 260 33     94% 

The slides and materials given are 
helpful and informative. 

219 257 43 1   92% 

The presenter was knowledgeable 
about dyslexia. 

280 222 18     97% 

I would recommend DAS Awareness 
Talks to others. 

220 238 62 1   88% 

I am interested in receiving more 
information on DAS and its services 

138 229 153     71% 



Dyslexia Association of Singapore                  547 
www.das.org.sg  

Practical Applications 

2015: No. of respondents: 30 Parents 
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Survey questions  

5 4 3 2 1 4 + 5 

I have gained a greater understanding 
of dyslexia and DAS after this 
presentation. 

12 17 1     97% 

The content of this presentation was 
relevant and useful to my needs. 

9 20 1     97% 

Ideas and concepts were presented 
clearly to me. 

8 21 1     97% 

The slides and materials given are 
helpful and informative. 

11 19       
100
% 

The presenter was knowledgeable about 
dyslexia. 

15 14 1     97% 

I would recommend DAS Awareness 
Talks to others. 

15 14 1     97% 

I am interested in receiving more 
information on DAS and its services 

4 23 2   1 90% 
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A comparison chart (above) summarising computerised screenings data over three 
years from 2013 to 2015 showed that the highest number of students reflected in the 
moderate range.  In 2011, an exploratory study undertaken by DAS psychologists led 
by Gaynor Brookes conducted a study of 127 students, aged from 6 to 12 years 2 
months using the Lucid Rapid computerised testing.  Following this, these students 
were put through formal testing.  The results indicated that those children found to 
be at risk of dyslexia using the Lucid Rapid computer screening were likely to be 
subsequently diagnosed as dyslexic. (Brookes, Ng, Lim, Tan, & Lukito, 2011, p.33). 
 
In line with positive dyslexia, the creation of the Young Achievers Awards (YAA) and 
the Special Achievement Awards (SAA) came about in 2014.  The yearly monetary 
awards for the YAA and SAA are for them to use for educational purposes such as 
playing a musical instrument or payment of tuition fees.  This award is to recognise 
their achievements reached outside academia and presented at the yearly 
graduation ceremony.  
 

Computerised Screening Results 2015 2014 2013 

Number of Computerised 

Screenings 
14 21 28 

Number of Students Screened 622 954 1275 

Very High (Risk of Dyslexia) 140 224 315 

High (Risk of Dyslexia) 125 207 225 

Moderate (Risk of Dyslexia) 247 332 410 

Low (Risk of Dyslexia) 109 191 364 
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The YAA recipients are harnessed as active role models to mentor and inspire the 
younger students while the SAA’s recipients are called upon occasionally to 
showcase their talent at the various events.  The active alumni members mentor 
youths who are going to Institutes of Higher Learning (IHL) such as polytechnic or 
Institute of Technical Education to show them the ropes and assist them to settle into 
their new environment.  The DAS Student Alumni have a 5-year plan is to build a pool 
of active mentors in each IHL for the newcomers to tap on for a buddy system. 
 
With all MOE primary schools in 2016 having the SDR (Ho, 2015) the awareness of 
dyslexia has improved tremendously over the past 3 to 5 years.  From 2013 to 2015, 
238 talks have been conducted by Outreach team reaching out to 14,413 
participants.  These participants have through word of mouth or direct 
recommendations led to more students going for assessment for their learning 
difficulty. Preschool talks have been stepped up to ensure early identification when 
the K2 student transits into Primary 1 (NECTAC, 2011). 
 
In 2014, there were 10 preschool talks to 150 Preschool teachers, in 2014, it 
increased to 21 talks to 717 teachers and in 2016, as of June, there had been 16 
talks to 465 teachers. With a close partnership between MOE and DAS, the potential 
of identifying a high risk student with dyslexia before they leave the mainstream 
school system is greater than ever. However, the work of awareness continues as the 
student population is always moving ahead and new waves of teachers, parents 
and students need to be enlighten. 
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Since the launch of the DAS Specialised Educational Services (SES) in 2014, 
fundraising has played a critical role in the DAS.  This is mainly to ensure that 
sufficient funds are raised for children from lower income families to attend the 
various programmes and services offered by SES.    
 
Working in fundraising in a not-for-profit organisation (NPO) like the DAS is a huge 
challenge.  We need to have the confidence, good interpersonal skills with workable 
strategy and business acumen. Traditionally, fundraising consisted mostly of asking 
for donations on the street or at people's doors, but new forms of fundraising, such 
as online fundraising and crowd funding have emerged. 
 
Donors want to be engaged.  They want to 
understand the impact of their donations.  
Therefore maintaining a relationship, knowing 
how much our donors have given, and how 
frequently and what sort of appeal triggered 
their initial donation are all critical information 
that contributes to the success of fundraising.  
 
We need to keep the donors active, engaged 
and inspired by constantly sharing with them 
information about the programme which they've 
funded and the progress the bursary students 
made through the help of their donations. To 
replace donor fatigue and obtain new donors 
for our organisation, we have to constantly build 
our donor database. 

“We need to keep 

the donors active, 
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We feel that in Singapore, there seems to be a difference in the needs of companies 
and charities.  Many companies prefer to help NPOs by getting their staff to 
volunteer in activities so that their staff are engaged with the beneficiaries.  But 
many NPOs have professional staff delivering professional services and may not 
have enough volunteer activities for volunteers.  Funds to allow beneficiaries, 
especially those from lower income families, to access the professional services 
offered is therefore more important to the NPOs.   
 
Another difference is that charities prefer partnerships with companies to last longer 
than three years to provide stability for their programmes.  But many companies 
prefer to support different charities and for short periods of one year.  Many firms 
also prefer to donate items instead of funds and the items may or may not be 
needed by the NPO.  It is for this reason that fund raisers must continue to 
encourage that the needs and interests of both companies and charities run parallel 
with each other. 
 
Percentage of students receiving financial assistance on the DAS MOE-aided 
literacy programme 

 
With more financial assistance needed, the Fundraising team has increased our 
efforts to meet the fund raising targets to support all the programmes in the DAS. 
One of our focus is on donor retention.  Once the donor is kept engaged and is 
satisfied, this will lead them to continue contributing year after year, as well as to 
increase their funding over time.  NTUC Income OrangeAid is a fine example 
reflecting the success of donor retention who have been a great supporter of our 
DAS SES Preschool Programme since 2012.  
 
Below are the thoughts of NTUC Income OrangeAid on the programme:- 
 
ORANGEAID ESTABLISHMENT & FOCUS 
 
Income OrangeAid was launched in October 2010 at Income’s 40th Anniversary, and 
Income’s CSR unit was set up in early 2011.  We decided that OrangeAid will focus 
on children and youth from disadvantaged circumstances. Why children and youth? 
Because Income is an Insurance Company, and insurance is about the future, and 
children embody the future.  Why disadvantaged?  Because the vision is to provide 

2010 2011 2012 2013 2014 2015 

35.2% 37.2% 40.7% 47% 44.7% 48.4% 



Dyslexia Association of Singapore                  553 
www.das.org.sg  

Practical Applications 

affordable insurance to all Singaporeans, and up till today, there is a pocket of 
people who are under-insured and underserved. They are primarily from 
disadvantaged circumstances. So the combination of these two factors form the 
focused population OrangeAid is compelled to reach.   
 
STRATEGY 
 
With that focus, Income OrangeAid funds strategically and not haphazardly.  DAS is 
part of the ecosystem and working with them enables OrangeAid to approach the 
problem strategically. Given that we had our initial partners such as Assumption 
Pathway School (APS), we started asking questions like: “Where did the children 
come from? Why would they need to study in a Specialised school?” While there is 
nothing wrong with having specialised schools, as it met specific needs, we realised 
that OrangeAid has to understand and deal with the issue further upstream in the 
education system to where the children feeding into schools like APS might be from. 
We realised that learning disabilities like Dyslexia might be one of the underlying 
causes.  
 
So OrangeAid partnered DAS in 2012 in line with our strategy of supporting children 
in disadvantaged circumstances. We liked that DAS has the capability to work with 
preschool children to increase their chances of remaining in the mainstream 
education system.  
 
PRESCHOOL PROGRAMME 
 
OrangeAid supports the Preschool Programme with bursary awards for K1 and K2 
children from the lower-income bracket that require specialised early literacy 
intervention. This lessens the financial burden on families and also to reduce the 
chances of these children falling through the gaps which might have longer term 
negative impact. 
 
The programme helps children acquire a good foundation in alphabet knowledge 
and phonograms, gearing them towards reading and spelling readiness. At the end 
of the preschool programme, children are better equipped with coping strategies 
and have built a good foundation in reading and spelling.  
 
MULTIPLIER 
 
Apart from this, DAS investment in the community include training and awareness 
outreach to help caregivers and teachers be better equipped to spot symptoms 
amongst children in school.  One of such is their Preschool Seminar, supported by 
Income OrangeAid, which discusses early signs of learning difficulties early 
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childhood educators from many other organisations, as well as intervention 
strategies available to help preschool children.  
 
COMMITMENT TO NEEDY 
 
DAS also has a “turn no child away” policy, which we respect greatly. They have 
demonstrated that they will fund children with special needs themselves if they 
cannot find resources from the outside. We have grown it to support up to 57 
children in 2015, and are supporting up to 70 children in 2016. 
 
HIGH QUALITY REPORTING 
 

OrangeAid is serious about social returns on investment. DAS is meticulous 
with their reporting. They are able to report meticulously, the amount of 
funding is given to each child, for how long, at what tier of funding and 
what outcomes the child has achieved after remediation and the results of 
the school-aged psychological assessment. It is this quality of reporting and 
meticulousness that OrangeAid likes. It shows accountability and we can 
communicate the accountability to OrangeAid stakeholders and donors. 
 
Overall, DAS addresses a critical need in the community that hasn’t yet been 
filled by any other organisation for a problem that affects some 10% of 
population in varying degrees. We are proud to be associated with the 
Dyslexia Association of Singapore because it enables us to be a part of early-
stage upstream solutions to complex social issues... We have been 
supporting DAS since 2012 because we believe in long term support in order 
to achieve OrangeAid’s strategy for long term social impact.  

 
Theodore Teo 

Deputy Vice-President &  
Head, Corporate Social Responsibility  
NTUC Income OrangeAid (2011—2016) 

 
Fundraising’s line of work is not exclusive to corporate and governing bodies though. 
Through community initiatives, DAS often receives the opportunity to work with much 
younger clients such as school going children from the primary to junior college 
levels. 
 
At an age where fun usually prevails, these youths have redirected their interests to 
more noble pursuits such as volunteering and contributing to the general wellbeing 
of society.   
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It also helps that Singapore government schools have implemented the “Value in 
Action” (VIA) scheme to further incentivise these students to partake in community 
activities to champion for a social cause that is impactful to the needy groups in 
Singapore.  
 
One such community project is the Youth for Causes (YFC) campaign, a youth-driven 
initiative organised by Citibank and the YMCA of Singapore, largely aimed at raising 
awareness and fundraising for the Voluntary Welfare Organisation (VWO) of their 
choice.  
 
Targeted at youths from the ages of 15 to 25, YFC serves as a platform to promote 
social entrepreneurship and community leadership development among them by 
providing an initial seed funding of $1,600 as well as volunteer mentorship to guide 
them along the way. 
 
Since 2012, DAS has been fortunate to be selected as an adopted beneficiary by 
groups of students keen to champion our cause in helping dyslexics achieve, with a 
total of $142,600 raised to date. 
 
Getting new teams onboard is never an easy task.  With the good rapport built over 
the years with these students, we do have many instances where junior teams from 
teams of the previous years come forth to render the support and to continue the 
good work that their seniors started. The DAS Fundraising Team plays the role as a 
mentor in this project.  We help vet through their proposals, assist and offer 
suggestions in all of their fundraising activities.  It is often heart-warming to see the 
passion ablaze in the eyes of some when they share their enthusiasm about their  
project and the creative ways that they devised to achieve their fundraising targets 
to benefit our students with dyslexia, especially those from the low income bracket. 
 
Each year always poses a different problem, from the difficulty in securing student 
teams to the gathering of volunteers for the street sales.  Despite all these 
challenges, it is without a doubt that Youth for Causes was not just a learning journey 
for the students but for DAS as well.  It placed the fundraising team in different 
scenarios with different roles to play, from mentor to friend.  This experience was 
nevertheless both enriching and meaningful as dealing with youths tends to bring a 
refreshing perspective on matters as we get to learn the latest trends among the 
youth culture.  
 
To conclude, raising sufficient funds was and will always be a challenge and an 
uphill climb, especially with the current gloomy economic outlook that poses a 
serious concern for many charities.  Nevertheless, we will continue to persevere in 
increasing sustainable funding sources and take concrete steps towards meeting the 
mission for our students with dyslexia. 
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DAS believes that no child should be left behind because he or she cannot afford 
the cost of a DAS education.  Every year, DAS offers various bursaries to 
Singaporean students attending MOE mainstream schools between Primary One  
and Secondary Five.  
 
DAS bursaries are funded by two major sources:  
 

 Ministry of Education Financial Assistance Scheme (MOE FAS) for 
dyslexic students. 

 DAS’s fundraising efforts including corporate donors. 
 
The Ministry of Education funds the MOE-aided DAS Literacy Programme (MAP) while 
donations fund other DAS programmes. Studies from overseas have suggested that 
the provision of bursaries have resulted in better student retention and in some 
cases better results. 
 
Bursaries are provided for the following services 
 
 Psychological assessments 
 MOE-aided DAS Literacy Programme (MAP) 

remediation 
 Specialised Educational Services (SES) 

programmes.  This bursary is only 
applicable to students who are currently  
on our MAP remediation.  A bursary is given 
for only one SES programme, with the 
exception of Speech and Drama Arts 
programme, which is given as a second 
bursary.  This second bursary policy is due 
to the limited donations received each year. 

“It aims to equip 

educators and others 

working with children 

on the signs and 

symptoms of dyslexia, 

as well as the 

accompanying  

co-morbidities of 

learning differences, 

for the main purpose 

of early identification 

and intervention.”  
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MOE-AIDED DAS LITERACY PROGRAMME (MAP) REMEDIATION  
 
Since 2007, the number of students receiving bursary has increased from 236 
students to 1,450 students in 2015 for MAP.   The bursary for MAP is funded by MOE 
under its Financial Assistance Scheme (FAS).  DAS provides additional bursary to 
parents who are still unable to pay the difference in term fees despite being granted 
a quantum by MOE. 
 
From 2008 on, all students who are applying MOE FAS for MAP programme may be 
awarded an in-principle approval (IPA) percentage (%) by DAS, subject to certain 
eligibility criteria being met. This enables the students to commence MAP lessons 
earlier, while waiting for the MOE FAS application to be approved.  It is a 
commitment on the part of DAS.  If the MOE FAS % approved by MOE in the later 
months is lower than the IPA %, DAS will absorb the difference and the student will 
continue at the IPA %. MOE FAS provides 33%, 50%, 70%, 90% and 100% waiver of the 
DAS term fees.  Table 2 shows an increasing percentage of students receiving 90% to 
100% bursary for MAP programme over the years. 
 
Table 1 : Number of students receiving bursary for MAP remediation 

Year 
Student 

Enrolment as at 
October 

No. of Bursary 
Applications 

Received 

No. of Students 
Receiving 
Bursaries 

% of Students 
Receiving 
Bursaries 

2007 1,032 255 236 22.9 

2008 1,085 314 298 27.5 

2009 1,233 379 378 30.7 

2010 1,633 589 575 35.2 

2011 1,936 738 720 37.2 

2012 2,211 928 900 40.7 

2013 2,465 1,178 1,151 46.7 

2014 2,723 1,380 1,336 49.1 

2015 3,003 1,496 1,452 48.4 

2016 * 2,972 1,422 1,388 46.7 

*This is up to June 2016 only. 
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Table 2 - Students who received 90% to 100% bursary for MAP remediation from 2007 
to 2016 

 
The 2008-2009 global financial crisis was hailed as Singapore’s worst ever recession. 
This most likely contributed to the spike in the number of students receiving 90% to 
100% between the years 2009 and 2010. 
 
Despite the MOE FAS % awarded by MOE, some parents may still find it difficult to 
pay the balance of the DAS term fees because of their financial constraints.  The 
parents can appeal for higher bursary quantum and all appeal cases are reviewed 
by the DAS Bursary Appeal Committee.  
 

Year 
No. of students who 
received MOE FAS/

DAS bursary 

No. of students 
awarded  

90% - 100% 

% of bursary  
students awarded 

90% - 100% 

2007 236 95 40.3% 

2008 298 121 40.6% 

2009 378 198 52.4% 

2010 575 422 73.4% 

2011 720 489 67.9% 

2012 900 560 62.2% 

2013 1,151 705 61.3% 

2014 1,336 794 59.4% 

2015 1,452 850 58.6% 

2016* 1,388 1,076 77.5% 

*This is up to June 2016 only. 
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CASE STUDIES ON APPEAL FOR HIGHER BURSARY PERCENTAGE 
 
For confidentiality, the families and students names have been anonymised. 
 
CASE STUDY A 
 
Family A consists of 6 children of which 4 children having medical issues. 
 
The father is under a debt management programme. 
 
The eldest son was diagnosed with ADHD and Dyslexia by the Child Guidance Clinic 
(CGC) and the Dyslexia Association of Singapore (DAS).  He has been visiting CGC 
ADHD, counselling and behavioural support.  He was in DAS MAP remediation from 
Year 2009 to Year 2013. 
 
The second daughter has ADHD, severe Oppositional Defiance Disorder (ODD) and 
dyslexia.  She attends individual therapy and counselling with CGC for her ODD and 
also taking medication for ADHD/ODD.  She joined DAS MAP remediation in Year 
2010 and is currently still in the programme. 
 
The third son has a learning disorder and dyslexia.  He has follow-up visits with KK 
Women’s and Children’s Hospital (KKH) for speech therapy and occupational 
therapy, as well as paediatric treatment for allergy issues, tonsillitis and stomach 
problems.  He has been a DAS student since 2009. 
 
The youngest son was diagnosed with Global Developmental Delay (GDD) from the 
Child Development Clinic of KKH.  He has follow-up visits with KKH for a gastric 
disorder, allergy issues and thalassemia.  He has been hospitalised due to seizures 
and fits.  He also has some heart issues.  He is currently in DAS MAP remediation.  
 
 
How DAS helped 
 
DAS has supported the three children from this family with 100% bursary for their 
MAP remediation since 2009. 
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CASE STUDY B 
 
Student B has symptoms of ADHD and significant articulation, language and reading 
difficulties.  
 
Student B was assessed by DAS and enrolled in DAS MAP remediation in Year 2013.  
 
Student B’s parents were not legally married and are not supporting him.   As a 
result he was cared for by his nanny since infancy.  Initially the nanny was paid to 
care for him.  However, when his mother married and had her own family, the 
mother facing financial difficulties gradually stopped paying the nanny when he was 
5 years old.  Since then, the nanny voluntarily cared and financially supported this 
child although she was not his legal guardian.  Student B’s father was incarcerated 
for a few years and has been recently released.  He is now working as a food stall 
helper but is not supporting his son.  The nanny continues to care and support for the 
boy. 
 
2013 - Student B was enrolled in one SES programme, Speech and Language 
Therapy and was granted 90% bursary.   
 
2014 - Student B was enrolled in two SES programmes – i) Speech and Language 
Therapy and ii) English Exam Skills.  He was only awarded bursary for Speech and 
Language Therapy.  A fee of $535.00 was chargeable for his second SES 
programme i.e. English Exam Skills programme.  His nanny appealed for bursary for 
English Exam Skills programme.  
 
2015 & 2016 – Student B was enrolled in two SES programmes – Maths and English 
Exam Skills.  He was only granted bursary for Maths.  His nanny appealed for 
bursary for English Exam Skills programme  
 
How DAS helped 
 
Student B has been awarded 100% bursary for MAP remediation, and he is still 
enrolled to date.   
 
2014 - He was awarded 90% bursary for Speech and Language Therapy and 100% 
bursary for English Exam Skills programmes 
 
2015 - He was awarded 100% bursary for English Exam Skills and Maths programmes 
 
2016 - He was on 100% bursary for English Exam Skills and Maths programmes. 
 



DAS Handbook 2016 

  #                Dyslexia Association of Singapore 
     www.das.org.sg 

CASE STUDY C 
 
Family C has four children.  The father’s monthly gross income is $2,800 and the 
mother is a homemaker. 
 
Student C joined DAS MAP remediation in Year 2009.  He was granted a  bursary 
from Year 2011 to Year 2015.  Unfortunately he failed his Primary School Leaving 
Examination (PSLE) for Year 2015.  He was retained in primary school to retake the 
PSLE in 2016. 
 
His mother withdrew him from his MOE School in 2016 as she felt that his teacher 
was not supportive and did not motivate her child.  She indicated that the teacher 
always made comments to him such as, “why you don’t understand?” or “how come 
you are dreaming?”. 
 
Student C is now in a private school pursuing his religious studies.  His mother also 
engaged a personal tutor to prepare him for his GCE N (T) level examination.  He is 
performing well as he is currently learning at his own pace. 
 
Because Student C is not in a MOE school, he is not entitled to the MOE grant and 
bursary for the DAS MAP remediation.  Hence his parents are required to pay the 
standard term fee of $1,021.85 per term for his MAP remediation. 
 
His mother appealed for a DAS bursary as she was unable to pay the standard rate 
fees.  Student C stopped attending MAP remediation while the appeal was pending 
to be approved.  
 
How DAS helped 
 
We regret that we were unable to accede to the mother’s appeal for a DAS bursary 
based on the DAS bursary policy guideline, i.e. the child must be in MOE 
mainstream school for eligibility for a bursary.  
 
The Dyslexia Association of Singapore (DAS) is a non-profit organisation with limited 
funds.  There were 48.4% of students enrolled in MAP remediation receiving varying 
percentages of bursaries in 2015.  We raise funds to help children from needy 
families to pay for DAS services.  Hence we have to follow our bursary policy 
guidelines in order to ensure that the bursaries are sustainable in the longer run. 
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Case Study D 
 
Student D was diagnosed with autism and dyslexia.  He is from Pathlight School. 
 
Pathlight School is not a MOE mainstream school.  Under MOE’s guideline, he is not 
entitled to receive any bursary from the MOE FAS as he would have already 
received financial support from Pathlight School.   
 
In Year 2011, Student D’s mother appealed for a DAS bursary through her Member 
of Parliament of Tanjong Pagar GRC.   
 
How DAS helped.  
 
It is imperative that this child be given the appropriate support for him to learn to 
read and write.  DAS decided to award Student D a 90% bursary on a special case 
basis in Year 2011.  Student D is still in MAP lessons and he has been receiving the 
same bursary percentage since then.  The bursary provided came from the Roshen 
Daruwalla Trust Fund. 
 
The Roshen Daruwalla Trust Fund was set up in 1999 in memory of Mrs Roshen 
Daruwalla, the late wife of DAS founding President Dr Jimmy Daruwalla.  Mrs 
Daruwalla had contributed tremendously to DAS through her active fundraising 
efforts.  She also volunteered her teaching services for dyslexic students.  Her 
unfaltering support of DAS had inspired the setting up of the Trust Fund which 
provides for dyslexic students who cannot access DAS services via regular funding 
schemes.  The Trust Fund is also used to purchase educational resources for teachers 
to support dyslexic children.   
 
CHALLENGES FACED BY THE BURSARY TEAM   
 
To apply for financial assistance, applicants are required to submit relevant 
documents to support their financial status.  Parents are required to submit 
completed relevant documents for their MOE FAS applications.  Some parents find it 
difficult to submit the documentation required, are unable to comply or submit the 
wrong documents.  Others will take a long time to rectify documents with 
discrepancies, hence delaying the submission of the MOE FAS application to MOE.  
 
It is difficult for some parents to understand or accept that they can only declare 
grandparents as household members provided the grandparents’ NRICs show the 
same address as the parents.   
 
DAS uses the eligibility criteria for the MOE FAS scheme provided by MOE and is not 
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at liberty to disclose the criteria to parents.  Hence, DAS is unable to turn away 
applications from parents who want to apply for a bursary for their child, but may 
not qualify for one.  The processing of these additional bursary applications create 
an administration burden for DAS and MOE.  
 
Managing the expectations of bursary parents each year can be difficult.  Bursary 
applications are processed annually and the majority of parents hope for the same 
bursary percentage to be awarded based on the previous year despite having an 
upward adjustment in their gross family income in the new calendar year.  
 
It is very challenging for the bursary team of two staff to process more than 1,000 
bursary applications in the first quarter of the year.  DAS is mindful that only the 
financially needy families are awarded with a bursary, therefore the bursary team is 
conscious of checking the bursary documentation thoroughly while processing all 
applications. 
 
CONCLUSION 
 
The bursaries that DAS provides have helped many children from low socioeconomic 
status (SES) families, as well as families with unique financial situations.  We are 
grateful to MOE for their unstinting support in providing financial assistance.   
 
We also thank our corporate and private donors for their generosity.  Through the 
funds we receive from our donors we are able to provide additional bursaries to 
support needy students to access our SES programmes that are currently not funded 
by MOE. 

ABOUT THE AUTHOR 

BETTY LEE 
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The Staff Professional Development (SPD) Division oversees the training, continuing 
professional development, quality assurance and training and career pathways of 
Educational staff at the Dyslexia Association of Singapore (DAS).  This division is 
overseen by Geetha Shantha Ram and supported by the Educational Advisors (EAs) 
and SPD Executive. 
 
WHY IS PROFESSIONAL DEVELOPMENT IMPORTANT & NECESSARY? 
 

It's all to do with the training: you can do a lot if you're properly trained.  
- Queen Elizabeth II 

 
The real voyage of discovery consists not in seeking new lands,  

but in seeing with new eyes.   
 - Marcel Proust 

 
THE THEORY BEHIND THE PRACTICE 
 
Where the education industry is concerned, 
research declares without hesitation that the most 
crucial factor in ensuring student success (and 
therefore client happiness) is the quality of the 
service provided.  And while our clients may not 
always be familiar with this research, they are 
united in their intention - to see their children 
succeed.   

“...the most crucial 

factor in ensuring 

student success (and 

therefore client 

happiness) is the 

quality of the service 

provided." 
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In order to meet these expectations, educational institutions turn to professional 
development as a strategy. And this of course extends to all staff as each one 
influences client satisfaction at different times and in different ways.  
 
What does staff professional development at an organisational level mean?  
 
DAS has well thought-out staff day activities through which staff have the opportunity 
to engage with each other in an informal setting. 
 
DAS has also invested in training staff by funding their training with external 
agencies and in providing continued training throughout the staff's service in the 
form of in-service training. Annually, staff are also identified for conferences and 
further training, both local and overseas.  
 
The implementation of the Staff Professional Development Division is to further 
enhance the professional and career development of DAS staff and is a mark of the 
organisation's' commitment to staff welfare - by ensuring that staff are exposed to 
various strategies to effectively manage their job responsibilities - and to ensure that 
the service we offer is of the highest quality possible.  
 
What does staff professional development at an individual level mean?  
 
While DAS has career and professional development pathways for all staff, 
individual attention will be given to everyone's personal professional wants and 
individual initiated professional development is not only supported, it’s applauded. 
And wherever possible, opportunities to develop in the individual's area(s) of interest 
will be created. 
 
What are the characteristics of an effective staff development programme? 
 
Studies conducted to evaluate the effectiveness of staff development programmes 
identify the following common characteristics to success: 
 

 Involvement of staff planners 
 Providing choice and differentiated learning opportunities 
 Use of demonstration, supervised practice, and feedback as a part of 

training 
 Ongoing assistance and support 
 Connectedness to school settings and to school-wide efforts 
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Are there other ways of developing a staff professionally other than through 
training? 
 
There are certainly many ways to develop professionally (improve knowledge, skills, 
attitudes, and practice beyond the typical training experiences and these are 
represented by the differentiated staff development models available: 
 

 Individually-Guided Staff Development 
 Observation/Assessment 
 Involvement in a Development / Improvement Process 
 Training 
 Inquiry 

 
How do you effectively design and implement the staff development 
programme? 
 
By making certain paradigm shifts on what staff development should be: 
 

 From individual development to individual plus organisational 
development. 

 From intermittent efforts to a clear, coherent strategic plan for the 
organisation and the divisions within. 

 From training that one attends away from the job to job-embedded 
learning. 

 From a focus on generic skills to a combination of generic and content-
specific skills. 

 From staff developers who function primarily as trainers to those who 
provide consultation, planning, and facilitation services, as well as 
training. 

 From staff development provided by 
one or two departments to staff 
development as a critical function and 
major responsibility performed by all 
administrators, leaders and senior 
staff. 

 From teachers as the main 
beneficiaries of staff development 
efforts to intended improvement in 
performance for everyone. 

 From staff development as an add-on 
to staff development as an 
irreplaceable process in ensuring 
student success. 

“The implementation 

of the Staff 

Professional 

Development Division 

is to further enhance 

the professional and 

career development 

of DAS staff and is a 

mark of the 

organisation's 

commitment to staff 

welfare ." 
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These may be ideals, but many of these are already in place and the rest can 
certainly be achieved in time, with everyone's contribution. Together, we hope we 
can make this a reality. 
 
HUMAN RESOURCES (HR) AND STAFF PROFESSIONAL DEVELOPMENT (SPD) ROLE  
 
Professional development of staff is managed by both the HR & SPD.  A break down 
on the roles for better understanding in shown in the table below: 
 

Activity Responsibility Target Personnel 

Human Resources   

General Management 
Team 

Quality Assurance,  

Pathways and  

Personal Development  

Corporate Staff 

Centre Managers 

Administration Staff 

Staff Professional 
Development 

Educational Therapists 

Psychologists 

Speech and Language 
Therapists 

Sponsorship Human Resources 

All Staff 
INSET’s 

Staff Professional 
Development 

Training Budget  SPD, HR and Finance 

Training Applications SPD and HR 
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THE SPD FRAMEWORK 

TRAINING AND CONTINUING PROFESSIONAL DEVELOPMENT 
 
1. On the job training for Dyslexia and the Essential Literacy Approach (DELA) 
 

 As part of the Specialist Diploma, new trainee Educational Therapists 
(EdTs) are required to fulfil 20 hours of on the job training during the first 
module (DELA) 

 The 20 hours on the job training takes place during the 2nd & 3rd week 
of the DELA module (10 hours each week) 

 This allows the EdTs to get an idea of what a typical class is like as well 
as for them to get the experience of teaching and lesson planning 

 There will be an informal and formal observation conducted during this 
period 

 Educational advisors assist with selecting Supervising Teachers (STs) and 
Cooperating Teachers (CTs) 

 STs are EdTs with at least 2 years experience and CTs are EdTs who 
have at least 1 year experience. Both will observe lessons conducted by 
trainee EdTs and they assist with co-teaching too 

 The STs will conduct an informal observation in the 1st week, after which 
a formal observation will be conducted by the EAs in the 2nd week 
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2. Applied Educational Therapy (AET) 
 The educational advisors (EAs) plan for the lectures for this module, 

which runs for a period of 6 months. They also mentor the new EdTs 
 There are 10 planned lectures, each of 3 hours long and most of these 

lectures are conducted by the EAs 
 For the 1 to 1 mentoring, depending on the number of new EdTs, there 

is 1 EA to 1 EdT and sometimes 1 EA to 2 EdTs 
 There are 12 - 1 to 1 mentoring session for a period of 6 months and 

each session is 1 hour 
 
3. In-Service Training (INSETs) 

 INSETs are conducted throughout the year by various teams for different 
staff groups 

 Since 2014, a total of 49 INSETs has been conducted by various 
divisions 

 These trainings usually help give an update and further improvements 
on how things are being done in the various departments. For example, 
the Curriculum Team conducts an INSET for the EdTs to inform them on 
updates on Reading Comprehension, CMs and/or SSAs conduct INSETs 
to update on forms used, the system, bursary, etc 

 
4. Budgeted & Ad-hoc Training 

 DAS is an organisation that is very pro-active when it comes to staff 
training 

 A report in 2015 showed that the DAS spends 7 times the national 
average on staff training 

 We have 2 types of training: 
 Budgeted 

 All divisions submit a wish list on the training they plan for 
their staff to attend within the financial year 

 This is usually prepared between September to December 
and confirmed by March the following year 

 Divisions are advised to keep to their planned budget 
 However, sometimes we have training that are not 

budgeted for but are useful for staff, this will fall under Ad-
hoc training 

 Ad-hoc (usually non-budgeted) 
 When we have an ad-hoc training, the respective division 

that the staff is from is advised to make adjustments to the 
current budget 

 Either the number of pax attending other training is reduced 
in order to get some amount for the ad-hoc training or is 
replaced with a planned training  
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5. Consultants 
 As we believe in training our staff, especially the EdTs to equip them 

with the expertise and knowledge to develop themselves, so that our 
children benefit from what they are taught, we engage consultants 

 We have a Research Consultant Professor Angela Fawcett and a 
number of others that support some of the SES programmes as well as 
the Curriculum Team 

 These consultants give their views on how to improve teaching 
resources as well as feedback on any research that takes place within 
the DAS 

 
6. Attachments to schools/institutes 

 There are 2 types of attachments at the DAS: 
  

 Teachers from the Ministry of Education (MOE) and/or other 
Educational Institutes coming in to the DAS for lesson observation 
 The duration for the attachment is between 1 – 10 weeks 
 The EdT who the teacher is attached to has to have a 

minimum of 2 years experience 
 Reports are requested from the teachers who attend 

attachments at the DAS 
  

 DAS EdT’s going for lesson observations to MOE schools and/or 
other Educational Institutes 
 SPD usually will liaise with schools to arrange for an 

attachment 
 We try to send at least 1—2 EdTs 
 Classes requested for observation – Standard Class, 

Foundation Class, School-based Dyslexia Remediation (SDR) 
& Learning Support Programme (LSP) 

 EdTs who go for these attachments are required to submit 
PD Reports 

 
The table below shows the number of attachments we have had from January 2016 
to August 2016: 

To DAS DAS to other schools 

A total of 15 teachers from 4 different 
schools have come to DAS. 

A total of 14 EdTs have visited 4 
different schools 
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7. Teams Teaching Teams (TTT) 
 Teams Teaching Teams was adapted from the ASSETS School in Hawaii, 

Honolulu  
 This is a yearly event, which SPD has been organising since 2013 
 All staff are expected to attend this event 
 It is an event that encourages sharing of knowledge between staff and 

the topics shared range from academic to non-academic 
 We usually have at least 20 sessions, each of a 45 minute duration 
 To view a sample site, please view this link: https://sites.google.com/a/

das.org.sg/ttt---2016/ 
 
8. Attending Local / Overseas Conferences 

 Staff get opportunities to attend and/or present at conferences both 
local and overseas 

 These staff are usually recommended by management based on their 
research papers 

 Staff who present at conferences are expected to write up their 
research for journal publication, either in Asia Pacific Journal of 
Developmental Differences (APJDD) or other international journals 

 They are also expected to share their presentations upon their return. 
Please refer to table below: 

 From January – August 2016, we have attended and presented at the 
following conferences: 

 

Conference Local / Overseas PD Report TTT Presentation 

Attended 

Overseas YES YES 

Local NO YES 

Presented 

Overseas YES YES 

Local NO YES 

Did not attend or present 
but poster was presented 

Local & 
Overseas 

NO YES 

Did not attend or present 
but submitted paper/

poster. But paper/poster 
not selected 

Local & 
Overseas 

NO NO 
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QUALITY ASSURANCE AND PATHWAYS FOR EDUCATIONAL THERAPISTS (EDTS) & 
PSYCHOLOGISTS  
 
1. Preview and Writing tests for recruitment of new EdTs 

 A preview session is conducted for candidates who have applied for 
the EdT position 

 This session is conducted before the interviews 
 The session is conducted to communicate to the candidates on what is 

expected of them, the training that they will be going through as well as 
their career development 

 The writing test is conducted after their 1st interview 
 The purpose of the writing test is to determine the language, grammar 

and spelling used by the candidate and this is used to short list 
 
2. Centre Support for EdTs 

 Every learning centre has an EA allocated to support the EdTs there 
 Some EAs are allocated to 2 learning centres 
 The purpose for this support is to help EdTs with any concerns that they 

have with regards to their lessons, documents, etc 
 

3. Lesson & Documentation Audits for EdTs 
 We conduct two types of QAA audits: (1) Documentation (2) Lesson 

Observation 
 All MAP EdTs including sessionals will be audited once every financial 

year 

Conference 
Number of staff 
attended and/or 

presented 

British Dyslexia Association (BDA) – United Kingdom 6 

Regional Language Centre (RELC) - Singapore 2 

Special Education Network In Asia (SENIA) - Malaysia 4 

Asia Pacific Dyslexia Festival and Symposium 2016 - 
Japan 

1 
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 EdTs will be notified of the audit 1 week in advance via email 
 Feedback will be communicated to EdTs after the audit 

i. EdTs will receive their original feedback forms which they 
will be required to upload in their e-portfolios 

ii. Summary of the EdTs’ audit will be shared with CMs 
 EdTs who have completed their 6-month mentoring will be included in 

the audit i.e. their third term’s documentation 
 SPD, CMs and EdTs will work together to identify further training/support 

(eg. mentoring) for those who did not meet the necessary criteria 
 A follow-up audit may be carried out after the refresher training/support 

or after 1 term 
 If the EdT fails to meet the necessary criteria again during the repeat 

lesson observation/documentation audit despite the training/support 
given, he or she would be deemed to not to have met the requirements 
and further monitoring may be required. 

 
 Documentation Audit 

 The following documents from previous term will be audited  (e.g. if 
audit done in Term 3, then documents from Term 2 will be audited): 

i. MAP Programme Plan with goals for the class/students 
ii. Lesson Plans 
iii. Worksheets 
iv. Students’ red files/books of works 
v. Communication Log 

 Note that documents will be randomly selected by SPD 
 
 Lesson Observation Audit 

 For the Lesson Observation Audit, EdTs are to submit a 1 hour video 
recording of their class (video should not exceed 3GB) 

 EdTs must show competency in conducting band appropriate lessons in 
accordance to the MAP Integrated Curriculum lesson plan templates. 

 EdTs must be able to demonstrate in their 1 hour video that they are 
able to teach comprehension and / or writing 

 The areas that will be looked at are as follows : 
i. Band A: Language and Vocabulary (oracy), Reading 

Fluency, Phonemic/Phonological Awareness, Phonics 
(Review), Writing and /or Listening Comprehension (Band A1 
& A2)/ Reading Comprehension (Band A3) 

ii. Band B: Phonics (Review), Fluency, Language and 
Vocabulary, Writing and /or Reading Comprehension  

iii. Band C: Phonics (Review), Fluency, Language and 
Vocabulary, Writing and/ore Reading Comprehension 
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 EdTs are advised to submit, where possible, video lesson of a different 
group from what was submitted previously 

 Along with the video, EdTs are required to submit the lesson plan for 
that class, worksheets used and the students profile 

 
4. Quality Assurance for Psychologists 

 Quality assurance for all psychologists are as follows: 
i. The creation and maintenance of an e-portfolio of their 

professional work, achievements, trainings attended and 
range of cases taken  

ii. Clocking in of at least 50 hours of continual professional 
development hours which may consist of attendance of in-
service training, external workshops, courses, seminars or 
conferences, training they conduct for others as well as peer 
feedback of their work. 

 All psychologists at the DAS are required to be members of a 
professional body such as the Singapore Psychological Society (SPS). 
For those with Masters, registration with SPS is necessary before they 
are deemed to be independent practitioners. 

 
5 Intensive Remediation (IR) 

 EdT who would like to recommend their students for one of the following 
status: IR (1)/IR(2)/IR(3) due to the severity of: behavioural issues, 
literacy difficulties, a combination of both and/or other aspects that 
warrant guidance and support. 

 The students should have already been observed under Broad-based 
Support and Educators would already have the strategies suggested by 
the observer (Senior EdT or peer) but had little success 

 If it is a new case from Admissions: 
 Recommendation of student into the IR must be reflected  

upon assessment on the referral spreadsheet 
 To include EA who overlooks IR in Placement email sent out 

to Centre Managers (CMs) 
 The EA arranges a sit-in observation of student with CM and 

EdT 
 For a unique case: 

 CM, Psychologist, EdT and EA (IR personnel) will convene to 
discuss the suitability of the student in the MAP Programme 

 Parents may be asked to sign the Placement Agreement 
Form 

 EA (IR personnel) will prepare the IR Request form indicating 
the action plan for the next 1 term 
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 EA (IR personnel) will inform other EAs attached to the LC of 
student who has been highlighted 

 A follow-up with EdT and review will be done in 2 terms/1 
semester  

 The review observation will be done by EA (IR personnel) or 
EA attached to the  LC 

 
 If it is a new case from EdTs: 

 EdTs may express concern for a particular student and 
would like to recommend him/her for the IR program due to 
the challenges and difficulties they may face in their classes. 

 EdTs could, informally, bring such cases up to either the SPD 
Team and/or CMs.  

 CMs to note that following this, EdTs have to fill in the IR 
Request form which is to be submitted to the SPD Team for a 
formal follow-up. Submission of request will have to be 
made between Weeks 1- 4 or Weeks 6-8 of each term 

 EdT to email the IR request form to the SPD Team for follow-
up and consideration 

 Following discussion with SPD Team and receiving confirmed 
status of student, CMs will be informed 

 Monitoring/support/follow-up commences 
 Review to take place after 2 terms/1 semester 

 
6. Appraisals 

 Key Performance Indicators (KPIs) are taken into account when 
appraising 

 The different groups of both EdTs & Psychologists are evaluated based 
on different work targets 

 The targets act as a guideline to indicate what are the necessary tasks 
and qualifications expected to be completed and achieved within the 
financial year 

 These targets as well as performance are linked to possible promotions 
and/or bonuses 
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7. Training Pathways 
 

Educational Therapists 
 Once an Edt has completed the Specialist Diploma and 1 year of 

employment at the DAS, they can proceed to selecting a Dual 
Specialisation in one of the Specialised Educational Services (SES) 
Programme 

 The SES Division consists of 6 programmes: 
 Math 
 Chinese 
 Preschool 
 Speech & Drama Arts 
 English Exam Skills 
 Specialist Tutoring 

 After or while attaining a specialisation, the EdT can proceed to doing 
their Post Graduate Certificate (PGC) 

 All new EdTs are expected to complete up to PGC in order to be 
promoted to Senior EdT 

 They can then decide if they want to continue to complete their Post 
Graduate Diploma (PGD) & Masters for further promotion 

 
 



DAS Handbook 2016 

  #                Dyslexia Association of Singapore 
     www.das.org.sg 

 Psychologists 
 When the psychologists first start their employment at DAS, they go 

through a certificate course conducted by DAS Academy.  This course 
covers the Initial Psychologist Training – 4 weeks theory & Practicum – 5 
months of supervision and to complete 20 cases 

 They are also expected to: 
 do journal/topical presentation and case presentations of 

10 hours each 
 do case consultations and report vetting (ongoing for every 

case) 
 attend INSETs/TTT – 24 hours 
 do 2 peer observations 
 attend the DAS annual conference  

 In the 2nd year of their employment, they are required to: 
 attend the 3 weeks Dyslexia and the Essential Literacy 

Approach (DELA) training 
 do journal/topical presentation and case presentations of 

10 hours each 
 do case consultations and report vetting (ongoing for every 

case) 
 attend INSETs/TTT – 24 hours 
 do 2 peer observations 
 attend the DAS annual conference  
 deliver training of about 3 – 6 hours 
 attend supported training and sponsorship 

 To be a senior psychologist in the 3rd year, the following have to be 
met: 

 complete the Certificate of Competence in Educational 
Testing (CCET) 

 do journal/topical presentation and case presentations of 
10 hours each 

 do case consultations and report vetting (ongoing for every 
case) 

 attend INSETs/TTT – 24 hours 
 do 2 peer observations 
 attend the DAS annual conference  
 deliver training of about 3 – 6 hours 
 attend supported training and sponsorship 
 supervision of psychological trainees (this is optional) 
 MAP intervention (this is optional) 
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CAREER PATHWAYS 
 
Educational Therapists 
 

 As mentioned earlier, EdTs have to complete their PGC and be dual 
specialised in order to be promoted to Senior EdT 

 As a Senior EdT, they can contribute as a mentor to new EdTs or 
conduct awareness talks 

 Once they complete their PGD, they can take on the role of an Adjunct 
Lecturer 

 Moving forward, they can decide to be an Educational Advisor or a 
Programme Manager 

 Upon completion of their masters, they can convert to being a Lecturer 
 In the following years to come, with experience and continuous 

upgrading of oneself with training, a Senior Edt can be promoted to a 
Lead EdT to a Principal EdT, a Lecturer to Senior Lecturer to Principal 
Lecturer or either can be promoted to an Assistant Director 
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Psychologists 
 

 Trainee Psychologist - 6 months passed probation and DAS certificate 
 To be promoted to a Specialist Psychologist, up to 3 years of service 

with additional DAS DELA certificate and CCET is required 
 Upon completion of Masters, the Specialist Psychologist can be 

promoted to a Senior Specialist Psychologist 
 For further promotion to being a Lead Psychologist, the Senior Specialist 

Psychologist has to be registered and in a position to supervise  
Finally, with growth in expertise and continuous upgrading of oneself, a Lead 
Psychologist can be promoted to Principal Psychologist 
 

 
9. Professional Membership 

 EdTs and Psychologists are highly encouraged to have a professional 
membership 

 This is part of their career path 
 For EdTs, they are encouraged to be a member of the Register of 

Educational Therapist (Asia) – RETA, which is an initiative by the DAS 
 For the Psychologists, they are encouraged to be a member of the 

Singapore Psychological Society (SPS) 
 For SLTs, they are encouraged to be a member of the Allied Health 

Professions Council (AHPC)  
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Personal Development 
 
1. E-portfolio 

 The e-portfolio is like an online Curriculum Vitae that was created for 
staff to include the following: 

 A small write up about themselves 
 Qualifications 
 Sharing of videos or interesting articles 
 Trainings attended  
 Continuing Professional Development Hours 

2. Research 
 At the DAS, we are very pro-active with research 
 Our staff not only conduct research within the DAS, but they collaborate 

with other institutes as well 
 We have done collaboration with Temasek Polytechnic, Nanyang 

Technological University, Lee Kuan Yew School of Public Policy & 
University of South Wales 

 Our research papers have been presented at renowned conferences 
like the BDA & IDA and are also published in the Asia Pacific Journal of 
Developmental Differences (APJDD) 

 As of 2016, we have 10 new research projects and more to come 
 
3. MAP Educational Therapist of the Year Award 

 This award started in 2015 
 It is an effort to further motivate EdTs and to give them the recognition 

they deserve 
 Who is awarded is not determined by the management, instead it is 

determined by fellow colleagues through votes 
 Once we receive the votes by the given deadline, the selected staff are 

viewed by the SPD Team and shortlisted based on several other 
components like their QAA scores, punctuality, behaviour, etc 

 After the shortlisting process, we then approach colleagues to provide 
us with a survey that has scoring based on a set of criteria, from this we 
get the MAP EdT of the year 

 In 2015, we had 2 winners - Miranda Chng & Tarsheeni Rajoo 
 
This handbook documents the range of activities conducted by members of the SPD 
team and the functions the division serves in order to collaboratively enhance the 
knowledge skills and abilities of the DAS staff.  
 
In the words of Benjamin Franklin, “without continual growth and progress, such 
words as improvement, achievement, and success have no meaning.” 
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RATIONALE FOR THE JOURNAL 
 
There has been an upsurge of interest in the Asia Pacific area in developmental 
differences, with a series of key international conferences presenting research into 
practice over the past few years, including India in 2012, Sarawak in 2013, Malaysia 
in 2014 and Singapore in 2015 and 2016.  At the same time, the level of 
development of services in some of these areas 
would benefit from knowledge and models from 
outside the area, to allow rapid progress in the 
further development of services.   
 
The level of development and provision within for 
developmental differences in Singapore is unique 
in the region and therefore it should provide 
guidance and leadership for those whose 
systems are still in the process of development.   
 
Research across the world is now acknowledging 
the overlap between a range of developmental 
differences, which means that the new journal 
Asia Pacific Journal of Developmental Differences 
(APJDD) will be unique in addressing these 

“Research across 

the world is now 

acknowledging the 

overlap between a 

range of 

developmental 

differences, which 

means that the new 

journal will be 

unique in 

addressing these 

issues.” 
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issues, and will attract attention from the UK, USA and Europe.  In our view the level 
of interest in developmental differences across the region and beyond warranted a 
new journal that can address this interest and need.  Moreover, there has been a 
burgeoning of research output from the Asia Pacific area, not least from DAS itself, 
and until the creation of this journal there was no outlet for publication for Asian 
researchers at all levels, with US and UK journals dominated by articles from their 
own experts.   
 
In creating the journal we needed to consider several issues, including the likely 
demand and the best way to ensure that the journal was freely available across the 
region and beyond.  Although there are a number of general education journals in 
the Asia Pacific area, there is only one Journal that deals with developmental 
differences.  This is from Australia, and our search identified no others from the 
remainder of the area. 
 
The journals that this journal would cluster with would be Dyslexia from the UK and 
Annals of Dyslexia and Journal of Learning Disabilities from the USA.  The Asia 
Pacific Journal of Developmental Differences will offer a platform for research and 
practice across the region.  This will provide greater opportunity for researchers to 
publish at all levels, where currently UK, US and European journals may include only 
one article which is directly based in the region.  It will also provide a broader 
platform than existing journals, addressing a more diverse range of developmental 
differences, in addition to dyslexia and specific learning difficulties.  
 
In terms of ease of access, we initially submitted a proposal to Sage, and received 
an encouraging response, but decided that our best interests lay in self publication, 
to ensure that our journal could access areas of need where it might not be possible 
to afford a costly journal subscription.  The APJDD was therefore made available on 
the DAS website and is free access to all.  
 
The first issue indicated that authors were eager to submit their work for publication, 
with articles from key international players in the area, including Nicolson and 
Fawcett, Chapman and Tunmer, Ho and colleagues, and Thomas West.  
 
The APJDD has now reached its third volume, with 6 successful issues published to 
date and the next volume to be published in January 2017.  In this article we present 
the international editorial board, recruited from colleagues with expertise in the area 
across the world, as well as abstracts of all the articles published to date to illustrate 
the breadth and scope of the journal, both internationally and in terms of subject 
content. 
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EDITORIAL AIMS AND SCOPE 
 
What are the aims and scope of the journal? 
 
The Asia Pacific Journal of Developmental Differences (APJDD) has been designed to 
be unique in addressing a range of special educational needs including dyslexia, 
autism, dyspraxia, dyscalculia, ADHD in the Asian context.  The journal covers theory 
into practice and provides a showcase for research in the Asian context as well as 
highlighting research areas that have implications for further research within Asia 
and beyond.  
 
Who is it for, at what intellectual level and what disciplines? 
 
The brief of the journal is twofold; to appeal to psychologists and researchers in 
dyslexia with a series of articles addressing experimental studies and reviews of the 
area; and to appeal to teachers and professional staff dealing with the more 
applied issues, through a series of reports and case studies of theory into practice. 
Parents and dyslexics themselves will also find articles of more general interest.  A 
key feature has been to allow the voice of those with developmental differences to 
shine through, with a series of articles illustrated by quotes from participants across 
the age range, and notably the young adult dyslexic.   
 
The journal covers the disciplines of Psychology and Education, Learning and 
Literacy.  The journal appeals to those working in the special needs field such as 
other dyslexia associations in the region and in other parts of the world, academics 
who teach and instruct on learning differences, educational professionals within 
organisations such as the Ministry of Education, medical professionals and specialist, 
teachers from preschool to tertiary institutions and specialist tutors who support 
individuals on a one-to-one basis.   
 
Primary consideration for publications has been given to manuscripts that are 
focused on developmental differences within the Asia Pacific region, or that 
contribute to greater understanding of the issues arising, modelling approaches and 
highlighting research and practice that can contribute to the area.   
 
Authors from the UK, USA and Europe are explicitly asked to consider what their 
papers can offer to Asia, and ensure that any literature based in the Asia Pacific 
region is referenced in their work. 
 
Manuscripts will be peer reviewed and included in the journal on the following 
criteria: 
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1. They contribute to the further understanding of developmental 
differences as well as the applications and implications in the 
educational, social and cultural environments 

2. They include sound research methods, interpretation and validity of 
results 

3. They contain well-organised material with clarity of writing 
4. They contribute to the local Asian context  
5. They should be original papers that have not been submitted to other 

journals or publications 
 
Recognition of the need for a truly international perspective can be seen in the first 
two issues of the journal.  The first issue included material from the UK, USA and 
Asia.  The second issue included articles from Europe, as well as both local and US 
articles on Response to Intervention, a key perspective in the area of reading 
research. 
 
We accept only papers submitted in the English language.  We recognise that some 
authors from the region may require support with their English, and this will be 
provided as part of the editorial process.  In our view, the role of the editor and her 
team includes developing the talents of the contributors, with some articles requiring 
several iterations to ensure that sound research is presented in the most 
approachable and effective way. 
 
 
EDITORIAL BOARD AND ADMINISTRATION 
 
Editorial Board 
 
Editor-in-Chief—Angela Fawcett 
 
Professor Angela Fawcett, Academic Research Consultant to DAS, Emeritus Professor 
Swansea University, Honorary Professor, University of Sheffield.  Former editor-in-chief 
of Dyslexia,  an International Journal of Research and Practice, from 2004—2010, and 
currently the Executive Editor of that Journal. 
 
Executive Editor—John Everatt 
 
Professor John Everatt, University of Canterbury, New Zealand 
 
Managing Editor—Deborah Hewes 
 
Deborah Hewes, Head of Publicity and Publications, Dyslexia Association of 
Singapore 
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Associate Editors 
 
 Professor Hugh Catts, Florida State University, USA 
 Professor James Chapman, Massey University, New Zealand 
 Professor Steve Chinn, Educational Consultant, UK 
 Professor Kevin K H Chung, The Hong Kong Institute of Education, Hong Kong 
 Kate Curawalla, President, Maharashtra Dyslexia Association, Mumbai, India 
 Dr Kristiantini Dewi, Dyslexia Association of Indonesia 
 Dr Shirley Egley, University of Wales, University of South Wales, UK 
 Dr Gad Elbeheri, Dean, Australian College of Kuwait 
 Professor Esther Geva, University of Toronto, Canada 
 Dr Aziz Abu Hassan, Dyslexia Association of Malaysia 
 Professor Connie Ho, University of Hong Kong 
 Professor Sunil Karande, King Edward VII Memorial Hospital, Mumbai, India 
 Junko Kato MD, Japan Dyslexia Research Association 
 Professor Sharanjeet-Kaur, Universiti Kebangsaan Malaysia 
 Professor Amanda Kirby, University of South Wales, UK 
 Dr Lim Boon Hock, Special Education Consultant, Malaysia 
 Dr Beth O'Brien, National Institute of Education, Singapore 
 Dr Dino Ocampo, Philippine Dyslexia Foundation, Philippines 
 Professor Ong Puay Hoon, Dyslexia Association of Sarawak, Malaysia 
 Professor Kenneth Poon, National Institute of Education, Singapore 
 Dr John Rack, Director of Education and Policy, Dyslexia Action 
 Dr Gavin Reid, Educational Consultant, UK 
 Associate Professor Susan Rickard Liow, National University of Singapore, 

Singapore 
 Dr Kate Saunders, CEO, British Dyslexia Association, UK 
 Dr Thomas Sim, Principal Educational Therapist, Metacognition 
 Dr Purboyo Solek, Dyslexia Association of Indonesia, Indonesia 
 Professor Su-Jan Lin, National Kaohsiung Normal University, Taiwan 
 Professor Akira Uno, Tsukuba University, Japan 
 Professor Taeko N. Wydell, Brunel University, UK 
 Associate Professor Dongbo Zhang, University of Michigan, USA (formerly 

National Institute of Education, Singapore) 
 
 
The editorial board are asked to review articles, or to find reviewers who have 
expertise in the area to enrich our reviewing panel.  The managing editor Deborah 
Hewes has initially been responsible for the production of the journal, but we plan 
over time to use a publisher who can bring the benefits of Scholar 1 for our 
reviewing, and manage production and distribution.  
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FORMAT OF THE JOURNAL 
 
The formulation of the editorial board reflects the distribution of papers proposed 
within the journal.  In addition to academics at all levels, we have also invited 
representatives of the Dyslexia Associations across the region to join the board.  We 
would expect around 50% of journal articles to be representative of the region, but 
this may vary if we adopt a special topic for a specific issue.  The board has a 
broad enough base in terms of disciplines in order to address issues of 
interdisciplinary areas, and any issues will be resolved by the appropriate choice of 
reviewers and the executive editors’ decision.  In the first instance, we have 
published two journals yearly, in January and July with each issue containing 6 to 7 
articles.  We aim to be consistent and timely in our publication with the aim of 
entering the publication indices. 
 
Listed below are the contents of each issue published from January 2014 to July 
2016. 
 
APJDD Volume 1, Issue 1, January 2014 
 
Editorial Comment—Angela Fawcett 
 
Pragmatic Skills in Chinese Dyslexic Children: Evidence from a Parental Checklist 
Kwan-Hung Lam and Connie Suk-Han Ho 
 
The Impact of Teaching Methods on Learning of Chinese Characters among English-
Chinese Bilingual Children with Dyslexia 
Alvina Hui Shan Lee and Kenneth K Poon 
 
The Literacy Performance of Young Adults who had Reading Difficulties in School: 
New Zealand Data from the International Adult Literacy and Lifestyle Survey 
James W Chapman and William E Tunmer 
 
The Identification of Dyslexia in Preschool Children in a Multilingual Society 
See Shuhui Jacey and Koay Poay Sun 
 
Sustained Benefits of a Multi-skill Intervention for Pre-school Children at Risk of 
Literacy Difficulties 
Angela Fawcett, Ray Lee and Rod Nicolson  
 
“Amazing Shortcomings, Amazing Strengths” - Beginning to Understand the Hidden 
Talents of Dyslexics  
Thomas G. West  
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Mathematical Difficulties in Singapore: A Case Study Approach 
Tim Bunn 
 
 
APJDD Volume 1, Issue 2, July 2014 
 
Editorial Comment—Angela Fawcett 
 
Dyslexia:  A Brief for Educators and Parents 
Joseph K. Torgesen, Barbara R. Forman and Richard K. Wagner 
 
Chinese Language and Remediation Support for Children with Dyslexia in Singapore 
Shen Peixin Priscillia, Liu Yimei, Kong Yun Rui, See Lay Yen and Sha Lan 
 
Factors related to reading comprehension weaknesses in Persian speaking primary 
school children 
Amir Sadeghi, John Everatt and Brigid McNeill  
 
A Meta-Analysis of Technology-Based Interventions on the Phonological Skills of 
Children with Dyslexia 
Thomas W.T. Sim and Zachary M. Walker  
 
The importance of Rapid Automatized Naming Skills as a Predictor of Reading 
Acquisition: A Theoretical Overview  
Kadi Lukanenok 
 
Could pre-school eye movements contribute to diagnosis of reading and/or dyslexia? 
A longitudinal case study  
Jiri Jost  
 
Dyslexia with Attention Deficit Hyperactivity Disorder: a case study 
Hani Zohra Muhamad  
 
 
APJDD Volume 2, Issue 1, January 2015 
 
Editorial Comment—Angela J. Fawcett 
 
Behavioural self-regulation and its contribution to reading among Chinese poor 
readers  
Kevin K. H. Chung 
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Effectiveness of an Early Intervention Programme for Pre-School Children at Risk of 
Dyslexia in Singapore 
Thomas W. T. Sim, Wong Kah Lai, Nor Ashraf Bin Samsudin & Tim Bunn 
 
The UK’s Dyslexia-friendly Initiative and the USA’s Universal Design Movement: 
Exploring a Possible Kinship 
Barbara E. Pavey 
 
Educational Therapy in Singapore: Towards Professionalisation and Professionalism 
Siew Hui Li, June 
 
Special Education Teachers’ Attitudes toward Including Students with SEN in 
Mainstream Primary Schools in Singapore 
Chee Soon Weng, Zachary M. Walker & Kara Rosenblatt 
 
The Impact of Morphological Intervention on Spelling and Self Esteem in Adolescents 
with Dyslexia 
Nicole Mei-Lin Chua  
 
Perceptions of Success in Dyslexic Adults in the UK 
Neil Alexander-Passe  
 
 
APJDD Volume 2, Issue 2, July 2015 
 
Editorial Comment—Angela J. Fawcett 
 
Behavioural interventions and developmental learning difficulties: Factors influencing 
effectiveness in a Kuwaiti school context  
Abir Al-Sharhan and John Everatt 
 
The use of ubiquitous bottle caps as concrete aids to learn to read and spell for 
struggling readers 
Ong Puay Hoon, Ong Puay Tee, Ong Puay Liu, Carol Persad, Wallace Lee Boon Liang and 
Alban @ William John Lisen 
 
Evaluating the progress of dyslexic children on a small-group maths intervention 
programme 
Rebecca Yeo, Tim Bunn, Aishah Abdullah, Siti Aishah Bt e Shukri &Anaberta Oehlers-Jaen 
 
Improving the fluidity of whole word reading with a dynamic  
co-ordinated movement approach 
Piero Crispiani and Eleonora Palmieri 
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Improving English exam skills for dyslexics in primary education in Singapore 
Edmen Leong 
 
The Dyslexia Experience: Difference, Disclosure, Labelling, Discrimination and Stigma 
Neil Alexander-Passe 
 
Expanding the Provision for People with Dyslexia in Singapore 
Carolina Landulfo, Crystal Chandy, and Zeng Yi Wong 
 
 
APJDD Volume 3, Issue 1, January 2016 
 
Editorial Comment—Angela J. Fawcett 
 
Spacing improves reading in dyslexic children 
Indira Madhavan, Sharanjeet-Kaur, Mohd Izzuddin Hairol, Zainora Mohammed 
 
Self evaluations of children with Specific Learning Difficulties  
Adam Oei, Albert Lee, Laura Lim 
 
Teachers' Perceptions on the Effectiveness of a Process Genre Approach on the 
Writing Skills of Students with Dyslexia 
Nur Alia Salim, Zachary M. Walker, Kara Rosenblatt 
 
A Language Barrier or Literacy Difficulties: Native Chinese Speakers in an English 
Educational Setting 
Ben Seal  
 
Dyslexia, Success and Post-Traumatic Growth 
Neil Alexander-Passe  
 
The impact of dyslexia support at University; A case study of the student’s 
perspective 
Margaret Meehan 
 
 
APJDD Volume 3, Issue 2, July 2016 
 
Editorial Comment—Angela J. Fawcett 
 
How does the understanding of dyslexia impact on University support in the UK: a 
survey of staff. 
Margaret Meehan 
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Early predictors of dyslexia: Parental literacy skills, home and phonics support 
predicting preschoolers' phonological and literacy skills. 
Pei Yi Fong, Vicki Lim, Shehnas Alam, Lois Lim 
 
Impact of Information Technology: the use of iPads in Teaching. 
Soofrina Mubarak and Geetha Shantha Ram 
 
The Teaching of Math to Students with Dyslexia: A Teachers' Perspective. 
Hani Zohra bte Muhamad, Zachary Walker, Kara Rosenblatt 
 
Evidence-led improvements to the DAS Maths Programme  
Anaberta Oehlers-Jaen, Rebecca Yeo, Siti Aishah Bte Shukri and Aishah Abdullah  
 
How can 5 + 6 = 7? Exploring the use of a screening tool to investigate students’ 
mathematical thinking in class two in Kolkata, India. 
Melinda Eichhorn  
 
UnITE SpLD 2016 Conference in Singapore, Abstracts of Presentations. 
Dyslexia Association of Singapore 
 
 
RECENT DEVELOPMENTS AND FUTURE PLANS 
 
In July 2016, we invited the editorial board and the authors who had submitted to the 
journal to submit abstracts for the UnITE SpLD conference, which is held annually by 
DAS.  This year we adopted a new technique based on 20 minute talks plus 
presentation of a range of posters.  We are particularly proud of the response we 
received and the interest this conference evoked.  Speakers and delegates came 
from across the Asia Pacific region, including Singapore, Japan, Indonesia, Malaysia, 
Thailand, Korea, the Philippines, India, UK and Italy, with submissions from New 
Zealand and Iran.   A particularly fruitful international session was held the next day, 
which has led to further international collaboration and a number of pending 
submissions to the journal.   
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The work of Professor Goswami is well known in 
the field of learning differences and she is 
Director of the Centre for Neuroscience in 
Education, which carries out research into the 
brains basis of literacy, numeracy, dyslexia and 
dyscalculia. 
 
Her co-author is an Honorary Research fellow at 
the University of Oxford.  In this Classic Edition of 
their original book, they set out to revisit their 
original research ideas and assess how well they 
have stood up to the test of time.  This is a 
readable overview of the field that provides a 
fascinating insight into the ways in which 
researchers plan and analyse their work in 
relation to significant topics such as how children 
learn to read. 
 
Chapters include: 
 

 Phonological Awareness and Reading 
 How Children Read Words 
 How Children Read and Write New 

Words 

This book would be 

of interest to those 

working in the field 

of reading and 

literacy skills and 

who would like to 

extend their 

knowledge and 

understanding of 

this field from a 

research 

perspective  
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 Do Children Learn to Read in Different Ways From Each Other? 
 Theories About Learning to Read 
 

The book explores the significance of different stages of learning to read and some 
possible underlying causes of reading difficulties.  
 
They point out that children that are taught about rhyme are more successful than 
those who are not given training and they provide a clear overview of research 
relating to the links between reading and spelling. 
 
This book would be of interest to those working in the field of reading and literacy 
skills and who would like to extend their knowledge and understanding of this field 
from a research perspective.  
 

MARY MOUNTSTEPHEN 
 

ABOUT THE AUTHOR 
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The authors of this book are university-based 
experts in child development and learning 
differences in England and Northern Ireland, 
with Macblain and Long also having a 
background as educational psychologists. 
 
The aim of this book is to place dyslexia, or 
developmental literacy difficulty, within a context 
of inclusion and diversity.  It is designed for 
students, practitioners and lecturers in Higher 
Education Institutions, from a wide range of 
associated disciplines such as speech and 
language therapy and psychology. 
 
Each chapter follows a common format, opening 
with a list of aims, followed by information and 
exercises for the reader to complete, reflecting 
on the content.  This is followed by a brief 
summary, recommended reading and 
comprehensive referencing.  
 
Part 1 outlines the ‘changing nature of 
childhood’, pupils’ perspectives of dyslexia and 
related background in emotional intelligence 

“This is a well-written 

book that focuses 

on early years and 

the primary sector 

and provides much 

information and 

guidance as well as 

raising important 

issues about how 

dyslexia can be 

reframed in the 21st 

Century.” 
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and holistic approaches/ interventions. 
 
In Part 2, the authors focus on aspects of best practice in raising literacy standards 
and the need to create culturally responsive curricula that follow children’s interests. 
This is then related to the challenges facing those responsible for teacher training, 
both at the initial level and as mentors in practice, 
 
This is a well-written book that focuses on early years and the primary sector and 
provides much information and guidance as well as raising important issues about 
how dyslexia can be reframed in the 21st Century. 
 

MARY MOUNTSTEPHEN 
 

ABOUT THE AUTHOR 
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This is the third edition of the book.  I adapted 
the first edition when working with secondary 
students in Singapore, and used the second 
edition for supporting university students when 
working in the UK. The third edition seeks to 
integrate technology and online resources with 
study skills to promote academic confidence in 
students enabling them to cope with the 
demands of modern studying in Higher 
Education.   
 
To achieve this, the book offers traditional study 
skills strategies, such as SQ3R for reading, and in 
the same chapter suggests types of Assistive 
Technology, which also aids reading.    
 
The book encourages the student to develop 
effective learning competencies associated with 
absorbing information in the form of acquiring 
information; organising that information to take 

“I think the book’s 

strategies and 

ideas, especially the 

use of technology, 

would apply to any 

student, and across 

the range of 

learning differences.  

It can also be 

adapted for 

Secondary 

students.” 
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control of the content; synthesising and remembering that information; and applying 
that information when being tested. 
 
Thus, the book covers managing study and how students learn, how to develop 
critical thinking, note-making and note-taking and reading strategies, through to 
answering exams questions and academic writing. It also includes collective learning 
and how to write a dissertation, and covers basic skills in grammar and maths which 
are essential for study in Higher Education. 
 
The online resources are very useful to aid a student to take control of their learning.  
Many students may be able to access both the book and materials to develop their 
study skills effectively by themselves; especially if they have received study skills 
support previously, or have already developed effective study habits, as the book 
and materials would give them new ideas for improving their skills.  
 
However, this book is enhanced by the effective instruction offered by a study skills 
specialist who understands the profile of the student they are supporting.  In chapter 
three, for example, an excellent questionnaire can be downloaded to help a student 
gain the most from their lectures. Some students whom I have worked with would 
need help to think about how to use this resource and how to adapt it to their 
individual barriers to learning 
 
The strength of the book for study skills specialists is the range of materials it offers, 
from note-making and note-taking, through to basic maths concepts. The book also 
offers advice on ways to use strategies most effectively, as demonstrated in chapter 
4 which advises on the of use Q-notes.  
 
If the editors decided on a fourth edition, it would be good to hear feedback from 
students who have used the book, or their tutors, on what works for them and why, 
and how they adapted the ideas from the book.   
 
I think the book’s strategies and ideas, especially the use of technology, would apply 
to any student, and across the range of learning differences. It can also be adapted 
for Secondary students.  
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ABOUT THE AUTHOR 
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In 1993, DAS had one learning centre, one teacher and 12 dyslexic students.  Today, 
DAS employs over 250 staff, who jointly support over 3,000 school students in 13 
centres through the MOE-aided DAS Literacy Programme (MAP).  
 
What’s more, the enhanced MAP curriculum appreciates local requirements, bringing 
us closer than ever to achieving our mission.  Our MAP Educational Therapists are 
graduates with a Specialist Diploma in Special Education to ensure that learners with 
dyslexia receive quality assistance. 
 
What seemed like an incredible task two decades ago has quickly become a reality 
as an appreciation of the dyslexic difficulties and their unique gifts is now prevalent 
in Singapore. There is much they can achieve, when given the right support which is 
our MAP to success.  
 
With an estimated 23,000 dyslexic children in local preschools, primary and 
secondary schools, efforts to reach these children must and will continue.  In the 
words of Camus “every achievement is a servitude.  It compels us to a higher 
achievement.”  And so MAP will continue in its mission, with you by our side. 
 
We reflected on our past, prepared for our future by looking at our profiling and 
placement of students as well student progress monitoring mechanisms. In 
recognition of the increasingly sophisticated needs of dyslexic learners, a MAP 
Curriculum Matrix was designed to assist in the identification of what components 
work best with each unique learner. The Matrix contains the full range of the MAP 
curriculum, is based on the student profile and banding, and assists educational 
therapists to define the needs of the learners by targeting specific knowledge and 
skills. And by doing so, it also encourages educational therapists to be mindful of the 
subsequent stages for the child and to be more aware of the progress (or the lack 
of) that the students make. 
 
We have enhanced and developed the MAP curriculum so that it now offers 
individualised group lessons modified in view of local requirements. In accordance 
to MOE’s Professional Practice Guidelines, the Rose Report and the National 
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Reading Panel, an appropriate literacy programme should include phonemic 
awareness, phonics, fluency, vocabulary and comprehension. And so, the MAP 
integrated curriculum follows Singaporean, US and UK guidelines for good practice. 
Based on the Orton-Gillingham approach, the MAP integrated curriculum also makes 
reference to a range of programmes and strategies in order to support the 
development and improvement of each learner. 
 
DAS has increased awareness of the dyslexic needs and strengths through a variety 
of efforts such as awareness talks in schools, free mass computerised screening 
efforts as well as open house events. Through these means, we are confident of 
increased awareness resulting in an increase in support to dyslexics. 
 
On the ground, DAS has upgraded facilities by increasing the number of learning 
centres as well as updating the classrooms by adding smart boards and projectors.  
 
Increased use of technology can facilitate students with specific learning differences 
to learn and lead productive lives.  DAS therefore invests in equipment and software 
to add to the learning experience in our classes and infuses assistive technology into 
the lessons as a complementary teaching approach to enhance students' academic 
success and independence as well as to personalise lessons and skills enhancement 
to each learner. 
 
Specialised Educational Services (SES), a division of DAS, was created with the aim 
to uncover the true strengths of individuals with learning differences and 
empowering them with the necessary skills and strategies to succeed. We are a 
team of professionals who are committed to delivering a quality service focusing on 
the needs of the individual, at a price which is competitive.  All of our professionals 
are highly qualified and specially trained to help persons with learning differences 
who may be struggling in the different areas of their lives.  We have a good 
understanding of the curriculum and the demands that today’s education systems 
place on a person and strive to bring out the best in every individual that we see. 
 
Going forward, DAS will continue to develop and deliver a comprehensive and 
holistic range of programmes for our clients across different age-groups !  
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 The MOE-aided DAS Literacy Programme (MAP) division crossed the 3,100 
student enrolment mark. 

 The Specialised Educational Services (SES) division achieved over 1,000 student 
enrolments. 

 The SES Chinese Programme begins developing an assessment tool. 
 The SES English Exam Skills programme evaluation experimental group 

outperforms control group. 
 The SES Maths programme has all Maths Educational Therapists receive 

mainstream Maths training. 
 The SES Speech and Drama Arts programme has largest end of year 

production yet with focus on  ‘Shakespeare' and attendance by 300 students, 
parents and staff.  

 The SES Preschool Seminar 2016 has the largest audience of over 200 
preschool teachers and parents 

 DAS Student Graduation and Awards Ceremony was the largest event on our 
calendar with over 800 guests in attendance at Kallang Theatre. 

 DAS awarded "MAP Educational Therapist of the Year" to three Educational 
Therapists. 

 DAS staff have presented at 9 conferences, both locally and internationally.  
 UnITE SpLD Conference 2016 - “Research Worth Sharing”, a TED Style event 

presenting current research from 28 presenters. 
 DAS published its third volume of the Asia Pacific Journal of Developmental 

Differences, a total of six issues since its launch in 2014. 
 DAS Academy renews contract to train MOE Allied Educators 
 DAS Academy increasingly receives requests from MOE  

schools to conduct on site workshops and courses 
 DAS Academy graduates its first Masters in Special  

Educational Needs students in 2016  
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DYSLEXIA ASSOCIATION OF SINGAPORE 
 

DAS HANDBOOK 2016 
 

A collection of articles, essays, research, case studies and practical 
information for people with dyslexia, their families and for the 

professionals who work with them to help them embrace dyslexia. 
 

Students with dyslexia struggle in the education system each and every day.  
DAS believes that each student is unique in their own way and have strengths 

that will see them through their education and into a successful career.   
At the Dyslexia Association of Singapore we EMBRACE DYSLEXIA and know that 

every child will unlock their potential to succeed. 

ISBN 978-981-11-1890-6  


