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ABSTRACT

The negative impact of language difficulties on the ability of pre-school children with Specific Language
Impairment (SLI) and English as an Additional Language (EAL) to access the curriculum and
communicate effectively cannot be ignored. This study examined and evaluated the effect of 2 movement

program based on the Medau teaching method on the curricular and communication skills of these two

groups. Two settings were involved in the study. First a Language Unit attached to a state nursery and,

second, a private Montessor nursery in a city.

In the first stage, two groups of children from each setting experienced a ten-session program with the
participant-researcher during which time the resident Speech and Language Therapist (SLT) and
Montessori practitioner received training in the implementation of Medau teaching principles. Stages two

and three involved the initial groups of children receiving a further ten sessions delivered independently by

these professionals. Stage four focused on the evaluation of data gathered throughout this time.

There were three main research objectives of the study.

1) To develop and evaluate the effectiveness of an Initial Assessment Procedure (IAP) as a

diagnostic tool.

2) To evaluate the effect of a movement intervention program based on the Medau teaching

method on the curricular and communication skills of pre-school children with Specific
Language Impairment (SLI) and English as an Additional Language (EAL).
3) To evaluate the integration of Medau teaching principles into the practice of professionals

in a Language Unit and Montessori Nursery.

An action-research approach was adopted for the practical stage of the study and a triangulation procedure

implemented to ensure verification of data and to minimise bias on behalf of the participant-researcher.



The Initial Assessment Procedure (IAP) was found to be sensitive to a range of competencies and

supported the development and delivery of the movement program. The program had a mainly positive

effect on the curricular and communication skills of the children that was supported by the nature of the
qualitative evidence gathered throughout the initial delivery of the program by the participant-researcher.
For the two practitioners who participated, their receptive response to the training given had a further

positive effect on the learning skills of the children.

The numbers of the children taking part were small (5 in each SLI group and 10 in the Montessori groups)
and the professionals participating were carefully chosen. In addition, the sessions were only one hour long
and the children’s natural development and experiences outside this time were unaccounted for. However,
the evidence does suggest that movement skills may effectively support and assist in promoting access to

the curriculum and enhancing communication skills and provide a valuable teaching aid to the training and

practice of professionals.
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INTRODUCTION AND ORGANISATION OF THE STUDY

The effect of language difficulties on the ability of pre-school children with Specific Language
Impairment (SLI) and English as an Additional Language (EAL) to access the curriculum and
communicate effectively should not be underestimated. This study aimed to measure the effect of a
movement program on the curricular and communicative skills of these two target groups of children.

The majority of studies that focus on the areas of difficulty these groups experience have concentrated

either on clinical practice (for the SLI children), or curricular attainment (for the EAL children). The

significance of this study lies in the range of skills addressed simultaneously, the teaching approach

adopted to effect change and the professional development of participating practitioners.

The ten-week rﬁovement program was based on the Medau teaching method. This approéch has been
used previously to develop learning skills in older children and in a wide range of therapeutic settings
including physiotherapy and play-therapy. The method had not been implemented in a study that
focused specifically on enhancing the language skills of pre-school children who experience significant
difficulties in accessing alanguage-based curriculum and in developing effective communication
strategies. The flexibility of the Medau approach accommodated a wide range of skills and abilities and

addressed the children’s difficulties in a practical and supportive manner. At the heart of the teaching
method lies the belief that movement may be used as an effective medium by which essential skills
may be rehearsed and refined. It is not a therapeutic process nor designed as a means to effect
specifically changes in levels of academic achievement but is, rather, a support mechanism through
which young children may enhance the skills necessary for curriculum access and positive social

interaction. The Medau approach takes the view that movement is a ‘common language’ for young

children and is a medium in which they start from a position of strength not disability and in which the

potential for learning may be maximised.

The close involvement of practitioners in the study was essential. This element of the study was

designed to evaluate the effectiveness of the Medau approach to language development in two quite
different settings. First, a Language Unit attached to a state-funded nursery, and second, a private
Montessori nursery in a city. The resident SLT in the Language Unit, and a qualified Montessori

practitioner in the nursery worked alongside the researcher throughout the initial delivery of the



movement program and subsequently delivered independently their own programs to the same groups

of children.

The first three chapters of the thesis relate to the context in which the practical element of the study
was delivered. Chapter One concerns language development and is critical to the understanding of the
importance of the study. It concentrates on the two areas of development that are of prime concern to
practitioners who interact with pre-school SLI and EAL children on a daily basis; first, the
development of curricular skills and second, the refinement of communication skills. Intimately related
to both areas of development is the enhancement of fundamental movement skills. Although the
relationship between movement and language development is currently inconclusive, scientific

research in this area is promising and recent evidence has suggested a possible neurological link.

In chapter Two the developmental context of the study is outlined. It is suggested that the importance
of physicality to the overall development of young children has been undervalued by practitioners in
both therapeutic and educational settings. Yet physical abilities and attributes may play a critical role in
the emergence of children’s ‘selfhood’ and are common reference points in their daily interactions.

Other movement programs are evaluated in relation to the Medau approach. The Montessori teaching
method is also included in this chapter, not only because of the involvement of EAL groups in this

study, but also because this approach highlights the difficulties in including a movement component in

a highly structured approach to learning.

Chapter Three examines the political and educational context within which the study was conducted
and the impact of the continuing debate over the nature and purpose of early-years education on the
funding and future of children with SLI and EAL. This debate not only affects funding for these groups
but also the training and mentoring of practitioners. This chapter also contrasts the educational
provision in England and Wales with that available in other countries. The comparison highlights the
holistic approach to learning adopted by a range of European counties and the fierce debate this

engenders between professionals in England and Wales. Central to this debate is the issue of
assessment. The purpose and nature of assessment procedures are examined in this chapter and the

ways in which they impact on the learning opportunities of young children with SLI and EAL.



The development and delivery of the Initial Assessment Procedure (IAP) that was specifically designed
for the purpose of the study is highlighted in Chapter Four that fully explains the research methods
used to gather data. The two settings from which the participating children were chosen are described

and the mentoring process experienced by the participating practitioners is examined. In the

Appendices may be reviewed the methods of data collection, the Initial Assessment Procedure (1AP)
and the ten session plans of the initial movement program. Also included is a personal statement of the

researchers’ involvement in the study.

Chapter Five discusses the results of the pre-intervention stage of the study. Chapters Six and Seven
examine data from the intervention stage of the study. The study concludes with chapter Eight in which

the results of the study are examined in the light of the primary research question: Can a movement
program based on the Medau teaching method promote language skills in pre-school children

with SLI and EAL?



CHAPTER 1

The Language context
of the study




THE LANGUAGE CONTEXT OF THE STUDY

1.0 Introduction

Tomblin et al (1997) suggest that 7.4 per cent of five year olds may experience significant difficulty in
relation to speech and language development and Lahey’s (1988) study found pre-school prevalence rates
In this area are of 3 per cent - 15 per cent. Burden et al. (1996) found that nearly 7 per cent of three year
olds in one English county experienced language difficulties and, furthermore, 554 pre-school children

with diagnosed problems were known to be attending community clinics, specialist units attached to

nurseries, or were awaiting therapy.

Although Bishop and Edmundson (1987) suggest that 40 per cent of all children who experience language
difficulties at 4 years of age have resolved these by 5.5 years, Weiner (1985) has found that the rematining
60 per cent continue to exhibit difficulties at 10 years and, indeed, experience a high level of linguistic,
social and educational impairment for a significant period of time after the initial diagnosis (Johnson et al.
1999). In their nationwide report on the provision for speech and language therapy for children in England

and Wales, Law et al. (2000) assessed the annual increase in the need for therapy to be as high as 5 per

cent.

For young children who have EAL the difTiculties they experience accessing the curriculum or engaging in

social interaction may not be as profound or long-lasting as those children with diagnosed clinical
problems, but a significant minority of 7 per cent will begin their schooling without an adequate grasp of
the language in which the curriculum is delivered. Pre-school practitioners delivering a mainstream
curriculum are required to prepare the children in their care for the next stage of schooling. The prevalence
of children with language difficulties who attend mainstream schools and the percentage of those with EAL
make 1t critically important that the wider educational needs of both groups are assessed and
acknowledged. Law et al. (2000) make clear that adequate provision should be made for children with

language difficulties to ensure their successful access to the curriculum and positive social interaction.



It is therefore imperative to evaluate the language, developmental and educational background of the study.

Access to a language based curriculum requires the development of specific physical skills and it is
important that the enhancement of these skills is acknowledged to have long-term consequences on the

level of achievement experienced by pre-school children with SLI and EAL in educational settings.

Alphabetic scripts, by definition, consist of fewer than thirty symbols that are essentially abstract and
unrelated to specific pictures or images. Each symbol or letter represents a single sound and meaning is
clarified only when they are written sequentially. Shlain (1998) suggests that the ability to access an

alphabetic, linear script has a profound and fundamental effect on the individual;

‘A medium of communication is not merely a passive conduit for the transmission of
information but rather an active force in creating new social patterns and new
perceptual realities. A person who is literate has a different ‘world view’ than one who

receives information exclusively through oral communication. The alphabet,
independent of the spoken language it transcribes or the information it makes available,

has its own Intrinsic impacts.’
(Shlain, 1998, p2)

In order to access this form of script it is suggested that certain core physical competencies need to be

acquired before the process of becoming literate may proceed. Intimately related to this process is the

early development of the human brain.

1.1 Brain development

The two sides of the human brain, although seemingly symmetrical are functionally different, Of the twin
hemispheres, the right (or gestalt) side develops in utero well before the formation of the left (or logic)
side begins (Shlain 1998, Ornstein 1997). The right hemisphere relates closely to earlier and more
‘animalistic’ forms of communication such as crying, gesture and touch and the ‘emotional states’ of this
hemisphere are manifested in ‘unconscious responses’ such as blushing and fidgeting. This hemisphere,
more so than the left, generates ‘feeling states’ such as love, humour and aesthetic appreciation, all of
which are non-logical and ‘defy the rules of conventional reasoning’ (Shlain 1998 p7). The left
hemisphere is concerned with the conventional features of language: choice of words, syntax and literal

meaning. The right hemisphere, in contrast, governs the forms of speech and is able to interpret inflection,

nuance, facial expression and gesture while simultaneously registering such physical responses as pupil



size and hand actions (Shlain 1998, Omstein 1997). The right hemisphere possesses a greater facility than
the left to perceive space and manage emotions, images and rhythm (Williams 1983). The right
hemisphere exhibits a growth spurt between 4 -7 years, while the left hemisphere does not experience this
until 7 - 9 years (Hannaford 1995). The left hemisphere's primary functions are opposite yet
complementary to those of the right. The right hemisphere is responsible for ‘being’, the left with ‘doing’
(Ornstein 1997). The left hemisphere is responsible for speech, letters, sentences, syntax, semantics and

sequential thinking. Essential to the understanding of speech is the ability to analyse and reduce the
components of sentences into their separate parts. It is dependent upon the knowledge of linear

progression and requires the ability to process information without the support of images (Shlain 1998).
The relationship between sequential thinking and abstract thought is realised in the concept of linear time

and the language of numbers. Although the ability to count starts in the visual, spatial, right hemisphere,

the permutation of large numbers is the domain of the left (Shlain 1998). Complete hemispheric

specialisation 1s achieved between 9-12 years of age (Hannaford 1995).

Alphabetic script - pictographic script._ Relationship to hemispheric functioning

An awareness of time and sequence is not only fundamental to the understanding of number, but is also a

vital component in the comprehension of written language. Written alphabetic script may only be
understood through the extraction of meaning from discrete abstract symbols laid out in a linear
sequence. Linearity, sequence, abstraction and analysis are all properties that relate to language, logic,
causality and computation. These, in turn, are linked to the mental processes used in alphabetic spelling
and are closely related to left hemispheric functioning (Shlain 1998, Omstein 1997, Ratey 2001).
Between the ages of 4-7 when the right hemisphere of the brain is dominant and the ability to understand

the ‘whole picture’ is an already well-developed skill, many young children have begun the process
towards the acquisition of formal literacy skills. However, the ability to access an alphabetic script

demands a high level of left hemispheric functioning to ensure any degree of success (Hannaford 1995).
Therefore, even at this early stage there may be a fundamental conflict between the natural development

of the brain and the learning opportunities experienced by young children.



Accessing an alphabetic script

In order to access a linear alphabetic script it is therefore necessary for certain left hemispheric skills to be
adequately developed before the process of becoming literate and numerate begins. For many young
children, their initial exposure to linear script is via books whose print is designed to fit the maximum
lines of text as possible on each page and script that includes letters with shortened ascending and
descending strokes to allow for closer line-spacing. Therefore children may confuse tall and short letters

and the shape of words becomes less defined. Many young children are still taught ‘print’ script as they

begin to write, a process that does not adequately prepare them for the fast-flowing movements required
of later cursive, ‘joined-up’ script. During the years in which the right hemisphere is dominant and
children may be carefully introduced to the rhythmic flow of cursive script, many are practising the
singular static symbols of print script that require a high level of left hemispheric functioning for
successful performance. This study proposes that in order for young children to access a linear, alphabetic
script certain fundamental physical skills need to be adequately developed before the formal skills

associated with the acquisition of literacy become part of their daily learning experience.

1.2 Physical skills related to literacy

Hedges and Hardin (1972) state that, ‘Readiness for learning is not a state that comes to all children

automatically; rather, the state must be attained. For the child to attain readiness and to be successful
with learning, a number of skills and abilities must be developed’ (Hedges and Hardin 1972, p249).
Prais (2002) described the Swiss system of education as being ‘propaedeutic’ in nature in that it ‘served
as an introduction to higher study.” Formal skills associated with literacy and numeracy are not
introduced in Switzerland until the basics of, ‘memory, spoken vocabulary, social capability, listening,
visual discrimination and fine-motor skills’ are of a sufficient standard. As Prais (2002,p61)
concluded, ‘These are no mean objectives: by distinguishing such a carefully graduated ‘propaedeutic’
phase, by laying foundations in a deeper, more thorough way, they promote more rapid learning
subsequently by the class as a whole.” The ‘Activity oriented observation, registration and evaluation
of basic development’” (HOREB) model of learning that was developed in the Netherlands also

recognised that specific ‘actions included’ in the acquisition of formal literacy skills must be

‘improved’ before this may be achieved. The Montessori concept of the ‘normalised’ child also



supports the principle that effective learning may not take place unless and until certain fundamental

skills have been adequately developed. This state is achieved at a different age for each child. Futrell

(1998) describes ‘normalised’ children as:

‘Having a love of order, a love of work, and a profound, spontaneous concentration;
they are attached to reality, they have a love of silence and working alone, they have
sublimated the possessive instinct, they are cheerfully obedient, and they possess
independence and initiative. They are cooperative and mutually helpful. They possess

self -discipline and joy.’
(Futrell, 1998, p27)

For Montessori practitioners therefore ‘learning-readiness’ is related to attitude, motivation, character
and self-knowledge and not to specific curricular skills. Laevers (1993) and Prais (2002) in contrast
relate this early learning phase more closely to the future demands of formal learning. The Steiner

approach (Jenkinson 1997) also emphasises the acquisition of ‘pre-literacy’ and ‘pre-numeracy’ skills

that are ‘caught rather than taught.’

The concept of a propacdeutic phase of learning to ensure successful access to a formal curriculum is

therefore not unusual, original or confined to one country or teaching method. It is a critical period during
which young children may rehearse and refine the physical skills that support and ensure access to a linear

alphabetic script. The tension that exists between practitioners and academics over the nature and purpose

of early years education will be discussed in Chapter 3.

Perceptual/visual skills

It is estimated that 75 per cent of children's classroom learning comes through visual pathways and
therefore visual skills play a fundamental role in ensuring successful access to a formal curriculum
(Heinke and Greenburg 1981). Before entering school children use three-dimensional and peripheral
vision to allow for optimal environmental learning (Hannaford 1995). A majority of children may not
have had the opportunity to refine their foveal (close focus) vision for an adequate length of time before
they begin their formal education. The muscles that shape the lens of the eye before age 7 are short,
thereby causing it to be thin and elongated. This shape is able to accommodate three-dimensional,

peripheral and distance vision with ease. At approximately aged 7 these muscles lengthen and the lens

becomes rounder in shape, thus enabling the eye to engage in close focus vision more naturally. The



eyeball 1s not completely formed until aged 9 when the eyes are able to move from one focus to another
with ease (Hannaford 1995). In the UK children start learning to recognise and write letters and numbers
as early as 2.5 years, which may be inappropriate activities if the natural development of visual skills is
taken into account. In South Africa it is estimated that 25.4 per cent of rural African children leave school
within their first year, despite having excellent three-dimensional and peripheral vision, highly developed
memory skills and the ability to speak at least two languages fluently. Their inability to use foveal focus

renders two-dimensional written work a blur and consequently the children suffer stress, humiliation and

failure (Pisani et al.1990).

To achieve literacy it is essential that both eyes work as a team (convergence), the image seen by each eye
must be sharp and clearly focused (accommodation) and that they must be able to follow a line from left
to right and then drop down to the one below (tracking). The eyes must also be able to ‘re-establish
binocular vision’ if work is to be successfully copied from board to exercise book (Goddard-Blythe
2000). Reading towards the right involves movement towards the right that is controlled by the left
hemisphere of the brain. The right side of each eye that receives this moving information sends its signals
to the left hemisphere of the brain in order to recognise individual letters (Omnstein 1998). Perception

may therefore be closely related to cognition although evidence to support this premise is considered to be

limited (Haywood 1993).

The perceptual-motor theories of the 1960°s were promoted on the assumption that there was a strong link
between perceptual and cognitive functioning. Educators could identify the difficulties children
experienced in the cognitive (usually reading) domain by administering perceptual-motor tests and
subsequently remedy the situation by training children in perceptual-motor activities requiring specific
perceptual judgements. Kephart (1971) suggested that perception and cognition develop from a motor
base and that children must acquire motor ‘generalisations’ to achieve full intellectual growth. He
proposed that all children develop through seven distinct stages that represent increasingly complex
information processing strategies. Children who do not develop at the appropriate rate or who miss a stage
completely would experience learning difficulties and need specific training in order to fulfil learning

potential. This training programme included perceptual-motor and perceptual-motor matching tasks,

ocular control activities related to blackboard skills and form-perception tasks. Eye-hand coordination and



eye movement control were also highlighted. However, little evidence exists to support Kephart’s belief
that a perceptual-motor program is able improve the cognitive abilities of slow learners. Belka and
Williams (1983) tested two domains of perceptual motor behaviour with 63 children aged 5-7 years and

they found that the relationship between perceptual-motor and cognitive behaviour was moderately
related in six year olds. Haywood (1993) suggests the following compromise;
‘Although research does not strongly support remediation of cognitive deficiencies
through perceptual-motor activities, there are indications that sensitive periods for
perceptual development exist. It is important that individuals have experience moving

in their environment during these periods. Perceptual deficiencies that result from lack
of experience could later manifest themselves in both motor and cognitive

performance. ’

(Haywood, 1993, p 230)
Goddard-Blythe (2002) however suggests that a fundamental relationship does indeed exist between
cognitive and perceptual development. Children who attend the Institute for Neurolinguistic Physiological
Psychology (INPP) undergo a rigorous assessment process to determine the level of ‘primary sensory
motor reflexes’ remaining in individuals. If the ‘Asymmetrical Tonic Neck Reflex’ (ATNR) is presented
by the children (this reflex should be ‘inhibited’ by six months of age) this 1s considered to be a reliable
indicator of future problems relating to literacy. The ‘ATNR’ in which the head, eyes and body move
together in the same direction in response to stimuli must be ‘inhibited’ before the eyes may work
independently, focus may be maintained and depth perception developed. Goddard-Blythe (2002) also
suggests that the presence of a dominant eye is essential to avoid printed script ‘jumping’ on the page.
This is often not established until aged 8. Bein-Wierzbinski (2002) also has evidence to support the
existence of a close relationship between visual and cognitive skills. In her study, a group of 100 children

between 6-12 years with learning difficulties were tested on a range of visual skills. They subsequently

followed a ‘reflex stimulation—inhibition® program that highlighted the *‘ATNR’ reflex and were post-
tested for any change in visual ability. This study found that the program significantly increased ocular-

motor control and the accuracy of their written work. However, the lack of a matching control group did
not permit the author to state that the intervention program alone was responsible for the children’s

improved performance.

Spatial and visual memory/ directional awareness

Spatial memory, visual memory and directional awareness are also fundamental skills associated with

successful reading and spelling. It is essential for children to develop the ability to distinguish between

10



similar but directionally different symbols such as 6/9, b/d, p/q, h'y, n'u/c, on/no, and to recognise that
very small vanations in spacing between parallel lines (A and H for example) form widely differing
symbols. ‘Directionality® is based on the three Euclidian concepts of time and space: up/down, back
/front, right/left. The majority of 2.5 - 3 year olds have some awareness of the first two but understanding
right/left does not typically develop until 4 years (Haywood 1993). Thus a sense of directionality may be
a significant component in determining the level of success young children experience while acquiring

formal literacy skills. Johnson (1996 p64) proposes that, ‘Unless directionality is learned the child will be

unable to appreciate or manipulate the spatial relations within or among the objects around him. It is

possible that many ‘reversals’ and similar confusions in reading can be attributed to a failure to establish

an adequate directionality.’

Aural memory and phonics

Aural memory is a skill fundamentally related to the ability to discriminate between different sounds.

Phonetic awareness is currently considered to be the defining component in ensuring the success of
early literacy (OfSTED 2001). Levinson and Levinson (1973) suggest that 94-97 per cent of children
with dyslexia and other leamning disabilities have experienced some trauma to the vestibular system in
the form of ear infections and allergies when very young or having been shaken as infants.
Notwithstanding that educationalists believe that the targets were politically motivated, statistics
suggest that in the England and Wales young children have not yet achieved the required or predicted
levels for literacy (Lawlor 2002). In 2001 one third of 7 year olds failed to reach the requisite targets set
for reading and four tenths failed to reach the standard targets for writing. OfSTED (2001) state that the
reason for this is; ‘A lack of emphasis on phonics and weaknesses in the way it is taught in primary

schools (OfSTED 2001 p.1). Also, ‘There is a further decline in both the amount and quality of phonics

work for 8 and 9 year olds, for whom phonics is critically important in learning to spell and to express

themselves in writing’ OfSTED (2001 p1).

In contrast, Wyse (2000, p362) suggests that; The research evidence supporting the explicit teaching of
phonics is far from conclusive. It is very difficult to extrapolate the findings reliably and apply these
directly to national educational policy." He cautions that the differences in ability and experience that are

evident between children at an early age do not support the promotion of a systematic teaching of phonics



and that available evidence does not support the premise that all children, ‘irrespective of their pre-school

development should be subjected to the same program of phonics teaching.” He concludes that ‘research
into ‘phonetic segment awareness’ has not yet provided conclusive evidence that this particular ability,
‘improves/enhances or predicts a child’s ability to ‘understand’ a written text.’ In a later paper, Wyse
(2003) questions the decision to combine reading and writing under the umbrella of ‘literacy® considering

the different skills they require and the promotion of the formal teaching of phonics and grammar.

The system of education in England and Wales is closely related to that of the USA. In the USA it is
estimated that one third of 8 year old boys are experiencing remedial reading programs and that 15,000
children are referred for educational assessment each week (Hannaford 1995). In a cross-cultural study,
Seymour (2001) compared the rate of acquisition of basic reading skills by children in the UK to that
experienced in other European countries. This study was based on the premise that English (as with
Danish, Dutch, German and Norwegian) possesses a very ‘deep’ orthography. This is because a) the
spelling of English maps imprecisely and inconsistently onto sounds and, b) the syllable structure of
English is highly complex. This is in contrast to Italian, French, Portuguese and Spanish who present

‘shallow’ orthographies and lie at the ‘simple’ end of both dimensions. There were three components to
this study: the reading of letter sounds, the reading of familiar words and the reading of simple nonsense
words which can be decoded on the basis of ability to identify and blend letters and sounds. The results of
the letter sounding tasks were approximately equivalent across all languages but large differences
emerged between countries in the reading of familiar and nonsense words. The English group (aged 5.5 -
6.5 years) and the Danish group (aged 7 - 8 years) scored significantly lower than French and Portuguese
children on these tasks. Seymour (2001) concluded that the age at which children start to read may be a
significant factor but Danish children who do not start until aged 7 experience the same difficulties as

those in England who start the process at least two years earlier. Seymour (2001) suggests that a learning

period of 2.5 - 3 years is needed for children to become literate in English in contrast to other languages in

which the same level of competence may be reached within one year (Seymour 2001). He concludes;

‘The teaching methods could be important. But the teaching method for a deep
orthography such as English probably needs to be different from the method of a

shallow orthography such as Spanish. So, although it might be possible to accelerate
progress somewhat in the UK (by appropriate emphasis on letter knowledge and
decoding) it is unlikely this could eliminate the differences.
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We would therefore like to retain the suggestion that learning to read in English is
simply a slower process than leaming in other languages. We suggest that syllable
complexity affects decoding and that orthographic depth affects both word learning and
decoding. It is possible that the psychological mechanism developed to encompass the
task of leamning to read differs between shallow and deep orthographies.”

(Seymour, 2001 p5)

These findings have important implications for young children with SLI and EAL who attend

mainstream educational settings. If, as Seymour suggests, the English language possesses inherent
properties that exacerbate the difficulties in accessing its written form, how much more challenging this
process will be for children with SLI and EAL who experience a range of language difficulties and may
need greater levels of learning support or different teaching approaches. Blatchford and Plewis (1990)
suggest that the pre-school children with specific ‘reading-related knowledge’ at school entry become
more competent readers at 7 years and have retained their lead when assessed again at 11 years.

‘Children who bring to their reception year a recognition of letters and the ability to reproduce them on
paper do appear to be advantaged in terms of their reading progress during primary school’ (1990 p428).
For young SLI and EAL children who may not have acquired these skills within the requisite time scale,

the level of disadvantage they experience is compounded.

Dockrell and Lindsay (2000) found that children with SLI in school settings experienced significant
difficulties acquiring literacy. In their study of 133 eight year old children (96 boys and 37 girls) 82.7 per
cent had significant problems with reading, and an even higher percentage of 86.5 per cent found spelling

problematic, 75 per cent found constructing written responses to language difficult and 48.9 per cent had
problems with handwriting. Interestingly, a lower percentage of 61.7 per cent were found to have

difficulties with mathematics.

However, more evidence must be gained by researchers into the difficulties experienced by pre-school
children with language difficulties. A significant body of data exists that relates to older children but it

would be problematic to assume that recommendations for practice with older children may suit pre-

schoolers.
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Laterality/crossing the midline of the body

An essential physical skill that requires constant refinement to ensure literacy is ‘laterality’, or the ability
to cross the midline of the body. English is written and read from left to right and it is therefore essential
that children are able to cross the midline with ease. There is some evidence to suggest that the crawling

stage of a child's life may be closely related to the ability to cross the midline,

‘Cross lateral movements (including crawling) activate both hemispheres in a balanced
way. These activities work both sides of the body evenly and involve co-ordinated
movements of both eyes, both ears, both hands and both feet as well as balanced core
muscles. When they are being used equally, the corpus callosum orchestrating these
processes between the two hemispheres becomes more fully developed. Because both
hemispheres and all four lobes are activated, cognitive function is heightened and ease

of learning increases.’
(Hannaford, 1995 p 81)

Typically, children with dyspraxia do not experience the crawling stage of development and in 54 per cent
of cases they will also have delayed language acquisition (Portwood 2000). This evidence is convincing

but further work is required relating the ability to crawl, the acquisition of laterality and language

development.

Lateral dominance and fine-motor coordination

The preferential use of one hand, eye and foot is known as ‘lateral dominance’ or ‘handedness’ and
emerges at varying times during early childhood. Between the ages of 4 -6 years the majority of children
have acquired a dominant side. The ability to use the pincer grip for formal work with a pencil is required
by children in the England and Wales at an early age and is a skill needed for the successful completion of
certain baseline assessment procedures including the Linguistic Awareness In Reading Readiness (LARR)

test of emergent literacy in which the answers must be circled with a pencil.

In relation to young children with SLI, the difficulties they experience acquiring ‘handedness’ has an
immediate effect on the range of activities they are willing or able to access in school settings. For 95 per
cent of right-handed people and in 60 per cent of left-handed individuals, the left hemisphere of the brain
is responsible for speech (Ornstein 1998). Therefore the development of ‘handedness’ was an important

factor to accommodate in the design of the movement intervention program.
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Proprioception

Proprioception is intimately related to balance and body alignment. Children's early success in school
may be affected by their lack of ability to sit still, work quietly, listen to instructions and respond in the
appropriate manner (Hannaford 1995). Sitting still requires a highly developed sense of balance and
adequate strength to sustain a fixed position. This relies on the proprioceptive sense sending constant
feedback to the brain, which then adjusts the balance of shoulder and neck muscies to keep the head and
eyes in the correct position to receive visual and aural information. Shrager (2001) found a relationship
may exist between language ability and balance. Children with language difficulties recorded significantly
lower times than the group with normal language ability on the ‘one leg-stand’ balance test. Although this

evidence is inconclusive it may prove to be significant and was therefore included in the structure of the

Initial Assessment Procedure (IAP) designed to provide data prior to the intervention stage of the study.

Successful engagement with a linear alphabetic script therefore demands a wide and varied range of
physical skills. It is suggested that young children with SLI and EAL need to develop a significant degree
of competence in these skills before they are exposed to the rigours of a formal, language-based
curriculum. The development of these fine-motor skills plays a fundamental role in the ability of young

children to engage with educational materials and affects the smooth acquisition of literacy.

1.3 Communication skills related to Language Development

Language development is fundamentally related to communication skills and the cultural context in which
these are acquired may play a significant role in determining the level of success or failure children

experience in social interaction. In Western societies independence is valued at an early age and the
acquisition of effective communication skills is actively promoted from birth (Bishop 1997). Young
children are encouraged to make their own decisions, express themselves orally, maintain eye contact and
cooperate with adults. Children in Japan, unlike those in the West, learn to communicate ‘empathically’
from a very early age. In Japanese culture it is regarded as highly undesirable to state orally anything that
may be inferred more easily and high value is therefore placed on indirection and ‘avoidance of

imposition’ (Clancy 1986). The ability to anticipate another’s needs is considered to be the primary skill

to ensure effective social communication. Kennedy (2000) concluded in her study that the extreme
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passivity of her Thai students was closely related to the structure of their language. As an American, she
was familiar with verbal debate, argument and discussion but she was forced to review her teaching
methods when confronted by a culture that places no value on these modes of learning. Noting the

students’ extreme deference to those in authority she concluded that;

‘Status 1s even built into their language — whereas the English language provides words
for siblings that announce their gender (brother or sister), the Thai language offers
words that announce their seniority, younger or older. Thais also have several different
words for ‘I’ each used by people of different status. These linguistic patterns illustrate

how deeply authority and status relationships are embedded in the Thai culture.’

(Kennedy, 2000 p79)
In a significant majority of societies the ability to communicate verbally is highly valued and in Western
societies 1s the skill possibly valued most highly by parents and carers of young children. The language
difficulties that SLI and EAL children experience in verbal communication may affect their ability to

participate in the ‘culture of independence’ that is encouraged and rewarded (Bishop 1997).

However, Locke (1993) found that spoken language was the final manifestation of human social
communication that appeared long after the child acquired a wide range of pre-verbal communicative
strategies. Far from being primary, spoken language is a ‘supplementary system’ that is added to already

well-established communicative processes. Locke (1993) therefore takes a broad view of language

development that accommodates cultural differences and acknowledges the underlying skills that

constitute social interaction.

Ervin-Tripp (1981) demonstrated the extent to which ‘communicative intentions’ may be understood

without decoding spoken language and suggests that the majority of what is said, ‘serves to influence

social relations, to orient the attention of the listener, or to add specification to what is already known.” In
her study a group of adults was asked to judge from videos of social interactions which *speech act’ was
likely to occur next. Their judgements proved to be more accurate than simply guesswork which suggests
that much of what is said is predictable on the basis of context and what has happened previously. These
findings also support the rationale for using movement as a basis for acquiring and refining essential
communication skills for children whose verbal skills are limited because increased awareness of

‘context’ and body language may support and aid social interaction.
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Ornstein (1998, p99) describes ‘context’ as; ‘Joining information about what who we are, what we can
do, what our surroundings are, who is with us and what they can do.” He states that; ‘This determines our
comprehension of where we are in the world and in life. The individual words we speak, important
though they are, are but the bare text that signs the details of life.” Bugental et al. (1990) also suggest that
long before children understand the literal meanings of complex sentences they use non-verbal clues to
interpret the communicative behaviour of people around them. Bishop (1997) proposes that long affer

language has been acquired pre-verbal behaviours and facial expressions remain important clues that

often ‘override the verbal message.’

Fey and Leonard (1983) in their overview of studies of conversational participation concerning children
with language difficulties concluded that these children were significantly less responsive in this respect
than normally developing children. Courtright and Courtright (1983) assessed how accurately children

could match a photographed facial expression with the accompanying emotional tone of the spoken
sentence, “Would you please bring that to me.” Children with language impairments performed less well
than the control group of children, who had no diagnosed difficulties. They concluded that this evidence
was related more closely to problems with auditory discrimination rather than any impairment in socio-
emotional development. Bishop and Adams (1991) concluded that children with language problems
experienced a higher degree of difficulty than age-matched control groups on tests that assess levels of
social comprehension. In their study children were asked for precise descriptions of pictures of cats and

dogs. The children with SLI had problems in giving the relevant information even though this was not

considered to relate to size of vocabulary.

Law et al. (2000) emphasised that communication skills lie at the heart of the educational process and

recommend that; ‘There be renewed emphasis on the role that speech and language plays in mediating all

the child’s experiences in school and at home.’(p7) The issues surrounding the definition, diagnosis and

treatment of SLI will now be reviewed.
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1.4 Specific Language Impairment (SLI)

The issues surrounding the definition, diagnosis and treatment of SLI are many, varied and contentious.
The term Specific Language Impairment is the one used most widely in the UK although Specific Speech
and Language Difficulties is more prevalent in the USA. Bishop (1997) concludes that the former is of
significance because ‘specific’ accommodates the premise that language difficulties must be addressed in
the context of otherwise normal development and the word ‘impair’ suggests a diminution in the strength,
value, quality and quantity of the subject under discussion. Zangwill (1978 p7)) describes SLI as;
‘referring to slow, limited or otherwise faulty development of language in children who do not otherwise
give evidence of gross neurological or psychiatric disability and where the language difficulty is not
secondary to deafness.” However, the American Speech Language Hearing Association (2000 p2) make a

clear distinction between speech and language difficulties and define each as follows;

‘Speech disorders refer to difficulties producing speech sounds or problems with voice quality.
They might be characterised by an interruption in the flow or rhythm of speech or there may be
problems with the way sounds are formed. In contrast, language difficulties are problems in the
ability to understand and/or use words in context, both verbally and non-verbally. These
difficulties include improper use of words and their meanings, inability to express ideas,
inappropriate grammatical patterns, reduced vocabulary and the inability to follow directions.’

The usual approach to diagnosis is to take as a benchmark the child’s performance on standard assessment
procedures (Bishop 1997). If their performance falls into the bottom 3-10 per cent of children of a similar
age, then intervention is justified. As Bishop points out however, this criteria is not very effective as it
assumes that the prevalence of SLI will remain constant irrespective of age, country and time in history.

To ameliorate these difficulties Bishop (1997 p23) suggests the following refinement should be added;

‘One answer would be to define disorder, not in terms of statistical abnormality but in terms of
disability, ie. the extent to which there are difficulties in carrying out everyday activities and /or
handicap, ie. whether the impairment places the child at a disadvantage in society.’

Bishop (1997) cites the American Psychiatric Association who have added a further requirement to the

World Health Organisations definition of SLI, namely the impact of language difficulties on academic or

occupational achievement or with social communication. Whilst this refinement comfortably avoids

dependence on statistical definitions, what is considered to be a communicative disability varies
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considerably, ‘depending on the social environment, the demands placed on the child and parental
readiness to seek help. Two children with exactly the same level of language ability may be diagnosed as

affected or unaffected solely on the basis of whether the adults who know them are concerned about their

language’ (Bishop 1997 p 26)

In 2002, the Government of Queensland in Australia created a new term of ‘Speech-Language
Impairment’. Professionals had decided that the term Specific Language Impairment covered too broad a
range of difficulties to be tenable and did not account for the educational problems experienced by their
client base. The categories provided by the Diagnostic and Statistical Manual of Mental Disorders were
too narrow and confined to children’s difficulties surrounding receptive or expressive language, or both.

A distinguishing feature of this new category is the emphasis on learning. Criteria have thus been changed

to accommodate this and are possibly less open to misinterpretation.

The absence of a universally accepted definition of SLI, the broad range of available assessment
procedures and the difficulties associated with accurate diagnosis relate to an even more contentious area
that was highlighted by Law et al. (2000) in their report on the availability of language therapy in England
and Wales, namely what is the precise purpose of therapeutic interventions? In this report evidence was
provided to support anecdotal data relating to the ‘uneasy relationship’ that exists between the
departments of Health and Education. This manifests itself particularly in debates over funding and
provision for speech and language therapy. Speech and Language Therapists (SLT) conventionally place
emphasis on ‘deficiencies within the child’ and consequently follow ‘impairment-based therapy.’
Intervention is closely linked to structured outcomes and, in line with the philosophy of the Department of
Health, the model they follow is essentially ‘curative’ in nature and approach. The difficulty of using this
model however lies in the fact that the majority of young children undergoing language therapy are
treated in educational settings, within which the rationale of the practitioners is to ‘optimise the childs’
learning environment.” For teachers, the therapeutic process is viewed as a means of ‘filling in the gaps’
to ensure the children are brought up to ‘normal levels® and facilitate their access to the curriculum.
Primarily, they will be influenced by progression dictated by the curriculum. In contrast, SLT’s are more

concerned with the developmental norms for language development that may not run precisely in tandem

with curricular demands.

19



In the study produced by Law et al. (2000) Language Units were defined as (p41); ‘where the children are
in a separate class for most of the time, with their own specialist teacher and SLT. ‘Language resource
bases’ were defined as, ‘where the children are educated in their mainstream year group for most of the
time, with a specialist teacher and SLT available for a significant period of the week. The ‘Association
For All Speech Impaired Children’ (AFASIC) define a Language Unit as being, ‘a special facility which
Is usually attached to a mainstream school. It gives extra help to children with specific language
difficulties, so that they are able to return to a place in mainstream school as soon as possible.” Per year
group the volume of caseloads waiting to be addressed were highest in the 0-4 age group; less than one
third of Local Education Authorities provided language units in the nursery phase; of the 189
questionnaires that were returned in order to gather data, 68 per cent of LEA’s reported that 25 per cent of
children requiring therapy were treated in educational settings; 88 per cent of the SLT managers involved

in the study reported that they had no more than three language units in their entire area for primary age

children and, even more problematic, that the pre-school age group received a disproportionately low

number of therapeutic sessions.

Despite the acknowledged tensions that exist between teachers and therapists regarding the purpose and
expectations of therapeutic interventions, the report by Law et al. (2000) clearly states that the two
professions should have as a common cause; ‘a renewed emphasis on the role that speech and language
plays in mediating all the child’s experiences in school and at home’ (p.vi1)) Most pertinent to the

movement intervention study is their insistence that communication skills are as important as curricular

skills to children’s development;

‘Communication is at the heart of the educational process. Language, whether written or spoken
is the most effective medium for a child to show he or she understands a topic in class and can
access the curriculum. But communication is equally key to the child’s broader well-being and
mental health. Being able to convey personal and social needs to friends and family is an integral

part of the process of growing up.’
(Law et al. 2000 p1)

In 2000, the SLT profession joined the ‘Council for Professions Supplementary to Medicine’ that in turn

was taken under the guidance of the Health Professions Council (HPC) in 2001. In 2004, the Department
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of Health produced a scheme entitled the ‘National Service Framework for Children, Young People and

Maternity Services.” The following pledge is made in the forward (p2);

‘At the heart of this National Service Framework is a fundamental change in our way of thinking
about children’s health. It advocates a shift with services being designed and delivered around
the needs of the child. Services are child-centred and look at the whole child, not just the illness
or problem, but rather the best way to pick up problems early, take preventative action and
ensure children have the best possible chance to realise their full potential.’

This ten-year program intends to, ‘lead to a cultural shift, resulting in services that are designed and
delivered around the needs of children and families using these services, and not around the needs of
organisations.’(p3) This radical shift may have a profound impact on the increased provision for language

services for young children and on the critical role played by parents in their children’s language

development.

1.5 English as an Additional Language (EAL)

The teaching of English as an additional language (EAL) was an important component of the SCAA
(1996) guidelines in which educators of four-year-olds were encouraged to, ‘Provide the framework for
planning educational activities which ensure that equality of opportunity.” EAL pedagogy has yet to
receive adequate attention in England and Wales as it is considered that children are able to ‘absorb’
another language simply by being in an ‘active learning environment.” Crystal (1987) writes that; ‘If the
language environment is natural, consistent and stimulating, children will pick up whatever languages are
around.’ Gee (1989) also states that; ‘Languages are not mastered by overt instruction...(hardly anyone

ever fluently acquired a second language sitting in a classroom), but by enculteration (apprenticeship) into

social practices through scaffolded and supported interaction with people who have already mastered the

language. (p.9)

Dodwell (1995, p7) highlights the difficulties experienced by young bilingual children; ‘For the young
bilingual child with an as yet insecure command of her second language, the task of achieving effective

social speech is even more complex than for the monolingual child, no matter what the level of her

conceptual development or social skills.’
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Dodwell (1995) also stresses the importance of using young children’s primary languages in school
settings as an effective aid to developing their fluency in English. In her study she described the ways in
which pre-school children may be encouraged to solve problems, acquire new concepts and build bridges
between the cultural expectations of home and school through discussion of how language may be used in
different settings. Lightbown and Spada (1999) suggest that there should be greater concern for young

children in learning situations where they are ‘virtually cut off’ from their family language and
‘submerged’ in a second language for long periods of time at school or in day care centres. They state that
these children often begin to lose their indigenous family language before gaining an age-appropriate
mastery of a new language. This is frequently referred to as ‘subtractive bilingualism® and may have
serious negative consequences for young children in early educational settings. Lightbown and Spada
(1999) concur with Dodwell (1995) that it is essential for these children to retain familiarity with their
family language and continue to use it in home settings; ‘Children who can begin their schooling in a
language they already know will have more self -confidence, will be able to learn more effectively in the

early school years, and will not lose time in a period of limbo during which they struggle just to

understand what is happening in the classroom.’ (p.164)

Wong-Fillmore (1991), Collier (1995) and Ramirez (1992) also have evidence to suggest that on-going
fluency in the mother tongue may influence children’s acquisition of English and hence academic
achievement. Chan (1995) in his study of young Chinese speaking children in the UK suggests that the
variability of language support in schools often leads to cultural alienation and intergenerational conflict.
This in turn results in lack of motivation and poor academic performance. Dodwell (1995), Chan (1995),
Wong-Fillmore (1991), Collier (1995) and Ramirez (1992) agree that the use of children’s primary

language in educational settings may play a fundamental role in ensuring cultural integration and

academic achievement.

Drury (2000) suggested that the process of learning a second language i1s dependent on a number of
interrelated factors and is significantly more complex than has been acknowledged previously. She also
proposed that school settings should provide the socially supportive framework within which children

may actively construct their own ways of learning. In her study of a four year old Pahari speaking girl in
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her first term at nursery school, Drury (2000) highlighted her problems with peer group interactions but
noticed her increased confidence in verbal English through rehearsing school rituals such as lining up and
getting ready for outside play at home with her younger brother. This study also emphasised the

importance of bilingual classroom assistants in pre-school settings.

Willet (1987, 1995) focused on the importance of social interaction and examined how ‘desirable
identities’, social relations and ideologies may be constructed in the pre-school years. Volk (1997) and
Weisner et al. (1993) also highlighted the continuity and discontinuity of language use at home and school
and how this may relate to academic success. Rice et al. (1991) studied the communicative competence of
young children. Bilingual children formed the control group, and the other group had SLI. Their evidence
suggests that both groups may suffer from social exclusion because of their limited language abilities.
These findings support the view that it is Aow a child communicates rather than any intrinsic social
limitations that determine the reactions of others. In conclusion, Lightbown and Spada (1999) state that;
‘We should keep in mind that an individual’s identity is closely linked to the way he or she speaks. It

follows that when speaking a new language one is adopting some of the identity markers of another

cultural group.’ (p.56)

Tabors (1997 p35) proposes that young children who are at the early stages of competence in English
have a particular problem that she names the ‘double bind situation’; ‘In any language-learning situation
in natural circumstances, communicative competence and social competence are inextricably interrelated.

The ‘double bind’ is that each is necessary for the development of the other.” Not only is it necessary for

bilingual children to achieve a certain level of social and communicative competence in order to succeed

at school, they must simultaneously develop adequate formal academic skills often without previous

exposure to an alphabetic script, upper and lower case letters or abstract forms of number.

Drury (2000) concluded that bilingual learners need ‘more positive interventions’ for second language
learning than is implied by the term ‘osmosis’ and that engagement in ‘meaningful dialogue® with adults

may be the defining factor in the successful acquisition of a second language. O’Brien et al. (2000) noted

that teachers of young bilingual children are concerned that the ‘non-interactive’ parts of the ‘literacy
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hour’ of the National Curriculum may diminish the opportunities these children may have to process and

develop language through interaction.

1.6 Theories of language development

Theoretical approaches to language development fall broadly into three categories: ‘behaviourist’,

‘innatest’ and ‘interactionist’ (Lightbown and Spada 1999). The behaviourist approach was popular in the

1940s and 1950s and took the position that language learning is a result of initiation, practice, feedback on

success and ‘habit formation’. Children from birth onwards imitate sounds they hear around them and are
given ongoing encouragement by the environment (adults) to imitate and practise sounds until ‘habits’ are
formed. Trevarthen (1993) has evidence to suggest that within minutes of birth infants can imitate adult
behaviour and be active players and communicators. By using facial expressions, whole body

movements and making different sounds with their mouths, they begin to recognise the fundamental

relationship between rhythm, sound and gesture.

For the behaviourists, imitation and practice are the primary processes of language development.

However, analysis of children's speech suggests that language leaming is not based on imitation alone and
that their choice of what to imitate is based on understanding and not simply what is available to them in

the environment (Lightbown and Spada 1999). Some children may imitate up to 40 per cent of their

speech while for others the rate of imitation may be as little as 10 per cent. Behaviourists consider

language development to be based on the formation and rehearsal of ‘habits’. Therefore it is assumed that
someone beginning to learn a second language begins with the habits formed in the first language which
then interfere with the new ones needed for the second language. Evidence that these statistics also apply

to SLI children is not forthcoming. The diagnostic system is competent but data relating to this specific

area is not yet available.

This approach was linked to the ‘Contrastive Analysis Hypothesis’ (CAH) that proposes if the primary
and secondary languages are similar, the secondary language will be acquired with ease, but where there

are differences, difficulties will occur. Research has shown that despite the primary language influencing
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the target language this is not to the degree claimed by the behaviourists, who may provide an incomplete

and narrow explanation of language learning (Bruner 1991). Behaviourists are challenged by

psychologists and linguists, who do not accept that the results of their early experiments on laboratory
animals can be applied to the natural learning of languages by humans. Gardner (1991) states that, ‘All

that mattered were the overt behaviours that could be objectively observed and measured across the

animal kingdom.” (p.235)

Chomsky (1986) in contrast, proposes an ‘innatist’ approach to language acquisition. He claims that
children are ‘biologically programmed’ for language and that it therefore develops in the same way as
other biological functions such as walking. The environment is considered to make a basic contribution
to language acquisition but the child's biological endowment will do the rest. Chomsky (1959) proposed
his theory in reaction to what he considered to be the inadequacy of the behaviourist theory of learning.
He argues that children come to know far more about the structure of their language than can be explained

by imitation and ‘habit’ formation through listening. The language that children hear is full of mistakes

and misinformation and parental corrections of language errors involving young children are inconsistent

and often non-existent.

Chomsky claims that children are born with an innate ability to discover for themselves the underlying
rules of a language system. Originally this skill was referred to as a ‘Language Acquisition Device’
(LAD), an imaginary ‘black box’ that exists somewhere in the brain that contains all and only the
principles that are universal to the spectrum of human languages. The child simply needs to be exposed to
samples of natural language for the innate LAD to work. Once activated, the child is able to discover the
structure of the language to be learned by relating the innate knowledge of grammatical relationships to
the language as used in particular environments. The LAD is now known as ‘Universal Grammar’ (UG)
and combines the basic linguistic principles common to all languages. Children have only to learn the
ways in which their own language makes use of these principles and the particular variations that may
exist within. Chomsky did not make specific claims for the existence of UG for second language

learning but it is has been considered to offer a useful perspective from which to understand Second

Language Acquisition (SLA) (Lightbown and Spada, 1999). However, Chomsky’s current work on
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parseable grammatical structure and neural-network frequency analysis claims to have laid the
foundations for the digital understanding of language. The mathematical basis of speech/sound analysis
and the possible development of a ‘functional translation system’ point, according to Chomsky’s
supporters, to a ‘logical symbol structure’ that may in future foster ‘understanding between cultures’
(Chomsky 2000). The Rosetta Stone language project that is directed from the Long Now Foundation in

San Fransisco owes its inception to Chomsky’s proposal for the existence of Universal Grammar

(Scientific American 2002).

Critics of Chomsky's approach point out that if knowledge is considered to unfold according to a
genetically programmed timetable, educational intervention is therefore of little value. They also point
out that if each form of knowledge emerges according to its own rules the transfer of knowledge from one
educational setting to another or from home to school is impossible (Bruner 1986). Bruner describes
Chomsky's failure to address the factors that permit human ‘cultural inventiveness’ as the ‘Achilles heel’

of his approach. Nelson Goodman, Chomsky's tutor, pointed out that just because it may be difficult to

work out how something is learned is not sufficient reason to conclude that it must be innate.

Chomsky is also criticised for concentrating on the ‘final state’ of knowledge and not sufficiently taking
into account the developmental stages that lead to mastery (Bruner 1991). Lenneberg (1967) argued that
the LAD or UG may only operate at certain ‘critical stages® of development. This became the first
principle of the Critical Period Hypothesis (CPH). Researchers investigating practitioners of American

Sign Language (ASL) conclude that their evidence supports the existence of a critical period for first

language acquisition (Newport 1990). Bruner (1986) however, does agree ‘in part’ with Chomsky's

‘innatist’ perspective;

‘The evidence from early pointing and from the infant's early following of another's
line of regard suggests there must be something pre-adapted and pre-linguistic that aids
us in achieving initial linguistic reference. One has to conclude that the subtle and
systematic basis upon which linguistic reference itself rests must reflect natural
organisation of mind, into which we grow through experience rather than one we
achieve by learning. If this is the case, then human beings must come equipped with
the means not only to calibrate the workings of their minds against one another but to
calibrate the worlds in which they live through the subtle means of reference.

(Bruner, 1986, p.63)
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He proposes that universal grammar (UG) must be supported in some way by a ‘Language Aquisition
Support System’ (LASS) which would account for the environmental influences considered to affect
language development. A recent approach to language acquisition is known as ‘connectionism’. This
approach proposes that language does not require a separate ‘module of the mind’ (as Chomsky claims)

but may be understood in terms of learning in general. Supporters of this approach claim that children

acquire language through ongoing exposure to thousands of instances of the linguistic features they
eventually learn. Lightbown and Spada (1999) conclude; ‘Thus while innatists see the language input in

the environment mainly as a trigger to activate innate knowledge, connectionists see the input as the

principal source of linguistic knowledge.” (p.42)

The ‘innatist’ position may account for the acquisition of complex grammatical structures but the minimal

status it gives to environmental factors in language development makes this app'roach narrow and
unsuitable as a framework for understanding SLA in young children (Lightbown and Spada 1999). The
‘interactionist’ approach to language acquisition claims that language develops through the complex
interplay between the characteristics of the child and the environment in which s/he functions. In this

model, modifted language and child-centred speech are considered to be crucial elements in language

development. This process is similar to and influenced by other skills and knowledge and is not

independent of cognitive development.

Piaget (1968) believed that the development of cognitive thought is built on the interaction between the
child and objects that can be observed, touched and manipulated. In contrast to the innatist position,
Piaget did not consider the basis of language to be a separate ‘module of the mind’ but as being one of
many symbol systems developed over the first eleven years of life. He considered number, not language,
to be the key to intellect and an appreciation of how quantities relate to each other and may be
manipulated to be the foundation of logical thought. For Piaget, language may be used to reflect thought

but it does not determine it: the fact that the logic of thought is expressed in language does not affect logic

itself. The ability of children to use and understand the symbol systems of their cultures comes from

direct interaction with the environment and not from talk and language.
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Vygotsky (1978) also took a strongly interactionist approach to language development. In contrast to
Piaget who believed that language develops as one of many symbol systems to express knowledge
acquired through interaction with the environment, Vygotsky claimed that thought was internalised
speech and speech emerges in social interaction. He argued that in a supportive interactive environment
the child may advance to a higher level of knowledge and performance than he or she could do

independently. Vygotsky referred to what the child could do in interaction with another but not alone as
the child's ‘Zone of Proximal Development’ (ZPD). He considered conceptual learning to be a

collaborative enterprise that involves a ‘loan of consciousness’ from adult to child in order for the child to

enter the ‘optimal learning zone’ of the ZPD.

‘Human learning presupposes a specific social nature and a process by which children
grow into the intellectual life of those around them. Thus the notion of a zone of

proximal development enables us to propound a new formula, namely that the only
good learning is that which is in advance of development.’

(Vygotsky, 1978 p 88)

Vygotsky proposed that different ways to enter the ZPD become institutionalised at school, in folk stories,
films and fiction. He considered language to be an ‘agent’ that is able to alter the powers of thought and

give thought a means of explaining the world. Language in turn becomes the repository for new thoughts.

Bruner (1986) however, questions whether the ZPD is really the optimal means by which children acquire

knowledge. He writes;

‘Is the Zone of Proximal Development always a blessing? May it not be the source of
human vulnerability to persuasion, vulnerability because the learner begins without a
proper basis for criticizing what is being ‘fed’ to him by ones whose consciousness
initially exceeds his own? Is higher ground better ground? Whose higher ground? And
are those sociohistorical forces that shape the language that then shapes the minds of
those that use it ... are those forces always benign?’

(Bruner, 1986, p 148)

Vygotsky's theory that all cognitive development including language arises from social interactions

between individuals has been used as a framework for research into Second Language Acquisition

(SLA). Lantolf and Appel (1994) propose that second language learners advance to a higher level of
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linguistic ability and knowledge when they collaborate and interact with speakers of the target language

who are more able than they are. Hatch (1992), Pica (1994) and Long (1983) argue that a large

proportion of SLA takes place through conversational interaction in social settings.

Kraschen (1982) makes the distinction between ‘acquiring’ and ‘learning’ a second language. Acquiring
is achieved through exposure to examples of the language that are understood, whereas learning happens
via a conscious process of study and attention to form and rule-learning. For Kraschen ‘acquisition’ is a
more important process and only acquired language may be suitable for fluent natural communication.

Knowing the rules of language only supplements what language has already been acquired and therefore
the focus of language teaching should be on acquisition, not learning. Kraschen asserts that language can
only be acquired through exposure to ‘comprehensible input’. Following the Vygotskyan model of ZPD
(Kraschen names this 1+1) comprehension and acquisition will occur if the input contains forms and
structures just beyond the learner's level of competence. Kraschen's work has been influential in
supporting the model of Community Language Teaching (CLT) in the USA but he 1s criticised for failing

to propose hypotheses that can be tested by empirical research and for minimising the importance of

language form.

The study of language development produces many and varied theories which claim to account for the
working of the human mind. Gardner (1991) proposes that there are two competing approaches to

cognitive development. First, that research into brain development has shown that ‘language is one of the

many special forms of knowledge’ and even within this domain such operations as reading and speech
analysis may operate quite differently from each other. Second, the ways in which culture interacts with

the nervous system must be acknowledged and accounted for. The advent of “cultural artifacts’ such as

computers, acroplanes and scientific instruments cannot, Gardner claims, be based on genetics;

‘The exploration of specific domains like language has revealed their intricacies, their
neural specificity and the surprising constraints that influence the unfolding and
operation of human cognitive activity. The renewed attention to cultural artifacts has

underscored the extent to which human development is incomplete, perhaps even
inconceivable, in the absence of consideration of cultural and social influences and

contrivances.’
(Gardner,1991 p 41)
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1.7 The relationship between Language and Movement

The relationship between language and movement is considered to be, as yet, ‘undefined’ although
neurophysiologists have been searching for decades to find a possible neural link between the areas of the
brain responsible for movement and cognitive activity. Middleton and Strick (1994) suggest that the two
areas of the brain usually associated with control of muscular functioning (the basal ganglia and the
cerebellum) may also be important in co-ordinating thought and relate closely to the frontal lobe, where
the planning and timing of future behaviour occurs. Keele and Ivry (1991) suggest that Broca’s area of the
frontal lobe that is responsible for speech and formal reasoning may also affect motor skills involving the
hand. Tomatis (1991), by using fibre-optic cameras, discovered that babies in utero responded to the
sounds of specific phonemes by moving particular muscles in their arms and legs. The babies varied
individually as to which muscles they chose but they responded to each sound consistently in the same

way. This early connection between movement and sound suggests the future importance of anchoring

sounds to actions for effective learning to occur.

A fundamental skill that affects successful language acquisition is the ability to distinguish between
different sounds. These must be matched eventually to discrete symbols that are written between two
horizontal lines, in a specific order, include upper and lower cases, and be of similar size. Writing and
spelling require a controlled, measured response to the stimulus of sound. There are approximately fifty

phonemes in language world-wide and it is possible that this early motor response to sound allows babies

to become sensitive to the possibilities of communication at a very early stage.

Movement, because it has a close relationship with the motor cortex is intimately related to verbal
expression. The motor cortex stimulates the muscular movements of the larynx, tongue, mouth, jaw,

facial muscles and eyes that form and give expression to the spoken word. The memory of word
formation is stored in the basal ganglion of the limbic system. Within the basal ganglion lies an area

named the substantia nigra, one that is actively involved in movement, thought and speech. It organises
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gross- motor movements from the cerebellum and fine-motor movements from the motor cortex of the

frontal lobe to accommodate movements based on thought and speech. As Hannaford (1995) clarifies:

“The neural connections between the motor cortex and the formal reasoning area of the frontal
lobe underscore the importance of movement-to-thought processing. Movement becomes a vital
part of language as integrated thought patterns are transmitted to the vocalisation areas of the
motor cortex and basal ganglion of the limbic system to bring thought into the formation of

words, first in speech and later in writing.”
(Hannaford, 1995, p 92)

Finally, Lakoff and Johnson (1980) propose that the manner in which different cultures perceive the
world, their attitudes to achievement, happiness, conflict and religion may be developed through the
interface between language and physical experience. They suggest that these conceptual systems emerge
through experience and are manifested in the cultural use of metaphor. Especially pertinent to young
children are the ‘orientational’ metaphors that are intrinsically related to spatial awareness and physical
experience. They discuss the possible reasons why the words happy, conscious, health and more are
always associated with ‘up’ while the words sad, unconscious, sickness and less with ‘down’. Young
children with limited language skills are exposed to these concepts and must make sense of them on a

daily basis. The confusion they suffer relating the underlying meaning of concepts to their own

experiences must never be underestimated.

1.8  Summary

The physical basis of curricular and communication skills has yet to be acknowledged to an adequate
degree by practitioners. The nature and range of difficulties experienced by pre-school children with SLI

and EAL in both accessing the curriculum and developing interactive skills have not received the support
and focus necessary to ensure the smooth development of their educational journey. Theories of language
development are many and varied and not one approach may account for, or explain the Intricate
workings of the human mind. The relationship between movement and language development is, as yet,
unproven, yet support for a link is significant. The study will serve to explore this area and proposes that
fundamental movement skills may serve to underpin and assist the acquisition of both curricular and

communicative skills in pre-school children with SLI and EAL.
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CHAPTER 2

The Developmental
context of the study




THE DEVELOPMENTAL CONTEXT OF THE STUDY

2.0 Introduction: The relationship between the body and identity

A fundamental principle of the study was the utilisation of children’s physicality as a prime means to
support the development of language skills. Mayall (1996) states that; ‘children's bodies are the critical
site of their own experience and of adult interpretation and behaviour.” (p 7) They constitute the ‘centre
of adult attention’ in their early years, and physical health is a deciding factor in determining the level of

positive interaction with both the physical and social environment that young children experience.

Mayall (1996) suggests that physical and social well-being are inter-linked and interactive. Young
children learn that the acquisition of a socially valued body is a feature of growing up; ‘Their identity at

home and later at school is constructed in part through negotiation with their peers and with adults®
(James 1993). At school children are continually required to ‘subdue their bodies in the interests of adult

timetables and civilising agendas’, they are asked to ‘manage their emotions in order to make the space

for cognitive work' (Mayall 1996).

James (1993) noted that cultural stereotypes concerning the constitution of a ‘normally developed’ body
for a child assumes enormous importance for both adults and children. Amongst children themselves,
experience of bodily differences function as important signifiers for social identity. James (1993) noted
five aspects of the body which children find particularly significant, these being: height, shape,
appearance, gender and performance. Children must therefore come to terms not only with their
constantly changing bodies but also with the changing contexts in which meaning is given to these

changes. In one context a child might be the largest and strongest, but modify the context and the reverse

may be true.

Freund (1988) suggests that ‘social controls’ relating to the organisation of time, space and action may

have an impact on the muscular and skeletal structure of the body; girls learn not to develop their muscles
and restrict their bodily movements if they are to become socially acceptable. Children learn that

developing control over their bodies (for example, learning to dress themselves, swim unaided or ride a
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bicycle) contribute to how their days are organised and leads to a greater variety of opportunities (Young,

1980).

However, physical experience in educational settings may be valued less highly than cognitive activity.

James (1993) suggests that; ‘Adults encourage the belief that children's physicality is a problem; that
their bodies are less valuable than their minds.” Thus there is continual tension between children’s

compulsion to rehearse and refine their physical skills, their use of ‘physicality’ as a means to enhance

their sense of self-identity and the demands of educational settings that value assimilation and control
of the body in order to keep the ‘status quo’. As Bendelow et al. (1996) conclude; ‘For the quality of
children's emotional contentment in embodied living, much depends on how far adults accept their
person-hood and their contributions to the structuring of the social order.” (p 21) The difficulties

associated with embracing active learning to promote language development may be highlighted with

reference to various approaches to learning.
2.1 The Medau teaching method

The teaching method on which the movement intervention program was based was developed by Hinrich
Medau. Medau was a pioneering music and gymnastic teacher and contemporary of Laban, Bode and
Dalcroze. Greatly influenced by the work of Gunther Mutz, Pestalozzi, Maria Montessori, Rudolf Steiner
and the French theatre designer Francois Delsarté, he developed a method of learning through movement
that is essentially holistic and based on sound developmental principles (Jackson 1992). The Medau
movement intervention program differs from the therapeutic and physical programs developed by
Dennison (1994), Hannaford (1995), Blythe (1992), Rockett and Owens (1995), Johnson (1996) and
Weikart (1996) in one fundamental respect. In these programs either precise body positions are sustained
in order to engender a specific neurological effect, so that the relationship between the position and the

expected learning outcomes exist only on this level, or movement is used as a means by which particular

physical-readiness skills are practised in order to affect attitude to learning and performance.

In the Medau teaching method the medium and the message are one and the same. In a similar manner to

the way in which access to an alphabetic script profoundly affects the way in which its readers and writers
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function and behave, this approach believes that learning through movement is not just one means among

many by which information may be accessed but is a significant force in creating new perceptual realities.
Movement is not used primarily to ensure improved performance on standardised tests but provides a

meaningful and relevant conduit by which the understanding of concepts may be enhanced. Language

development therefore lies at the heart of these experiences.

In contrast to Dalcroze who used movement as an aid to the teaching of music, Medau developed the use
of music and rhythm to extend the possibilities of understanding and experiencing concepts through
movement. Rhythmic awareness is an essential skill associated with language development and is
intimately related to song and rhyme, It therefore played a significant role in the development of the
movement program. Hand apparatus is also promoted in this teaching method to enable children to
further their understanding of concepts and emphasis is placed on working within a group or with

partners. The fundamental principles of the Medau method are outlined below:

1) Movement is used as the primary means by which physical skills related to learning may be

enhanced

Extending opportunities for learning lies at the centre of this method. It does not entail a specific
graduated physical program designed to effect change in areas of academic achievement nor does the
method claim a particular therapeutic value. Rather, the method uses the ‘common currency’ of

movement to enhance underlying physical skills associated with the development of curricular and

communication skills in young children

2) Teaching on a theme is the means by which this is realised

The rationale for this is the extension of opportunities for young children to rehearse and refine

vocabulary whilst experiencing concepts in a movement context. The themes chosen may be related to
classroom projects, outings, festivals, or simply, be physical concepts such as balance, strength, speed or

stretch. This differs considerably from the dance or gymnastic approach to physical competence in which
the critical link between action and vocabulary is not as significant. The strength of this principle is that

it allows for the simultaneous focus on both curricular and communication skills during each practical

session.
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3) The use of music and rhythm is integral to the development of learning skills

Empirical evidence supports the use of music and rhythm to enhance learning development. Music is used
in a wide variety of physical disciplines such as dance and gymnastics but is not related primarily to the
development of curricular and communication skills in young children. The flexibility of the Medau

approach allows for a wide variety of musical genres to be used and encourages the use of rhyme to

enhance verbal interaction.

4) Use of the ‘immediate environment’ as a learning aid is critical

This principle is unique to the Medau teaching approach. The ‘immediate environment’ relates to the
physical properties of those participating (height, size, clothes, eye-colour) and the physical environment
in which the sessions are delivered (walls, curtains, chairs, tables, flooring).This principle allows for a
significant level of flexibility in choice of venue and a lack of reliance on specialist clothing and

equipment. This in turn has a positive effect on the ability of practitioners to deliver sessions and not be

dependant on funding demands in order to do so.

S) The use of familiar and manageable hand apparatus is used to promote the development of

curricular and communication skills

Hand apparatus is chosen carefully for the second phase of each session to encourage the development of
curricular and communication skills simultaneously. The materials used are easily recognisable and

available to the children and relate closely to the chosen theme. Manipulation of the apparatus refines the

skills associated with access to the curriculum and allows for a significant element of verbal interaction to

be included.

6) Themes are made relevant to daily life and the transfer of skills between environments is

encouraged

The Medau approach believes that the transfer of skills between the environments young children
experience is fundamental to the development of curricular and communication skills. This principle

ensures that learning is not situation specific or reliant on particular materials. It also encourages the

active participation of parents and carers in their children’s learning development. Children are
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encouraged to rehearse skills experienced in a movement setting in both their educational and home
environments, thus extending opportunities to practice vocabulary and develop visual and coordination

skills.

7) Group involvement is fundamental

The Medau approach believes that a critical factor in the development of curricular and communication
skills is the use of group work. Young children with language difficulties may become frustrated and
isolated by their low levels of ability to access the curriculum and communicate effectively. Opportunities
to engage with educational resources and interact with their peer groups are limited if positive steps are
not take for them to interact as a group. Although in Medau sessions the size of group may vary

considerably, the children are afforded specific opportunities to develop essential skills that are frequently

denied them in mainstream settings.
The ten lesson plans for the intervention program may be viewed in Appendix 10

The available literature relating to the method is narrow in scope and confines itself to the practical
application of principles. No critical studies exist that to support the premise that the method may have the
possibility to support early years language skills. With reference to electronic search engines, only a

single reference to the method was noted between 1990 and 2004. However, a fuller discussion of the

practical application of teaching principles throughout the intervention program may be accessed in

Chapter 4.

2.2 Movement and Learning

Asher (1977) suggests that movement may be successfully used to teach a second language. His method
of ‘Total Physical Response’ (TPR) combines movement and vocabulary to enhance second language
learning. Gildenhuys et al. (1995) adopted this approach to teach English to a group of 34 black South

African children aged 6 to 8 years. The main difference between their approach and that of Asher's was

in the use of parents and carers as a critical component of the program. At the program’s conclusion, all
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the children had achieved some oral competence in English. The ‘process of action’ had enhanced the

process of language acquisition.

Lamon (1987) has evidence to suggest that the passive language capacity of young children may be

enhanced through movement. Kindergarten children participating in a movement-based program (3 x 20
minute sessions each week throughout the school year) scored significantly higher on the Peabody Picture
Vocabulary Test (PPVT) when assessed at the close of the program than those forming corresponding
control groups who experienced no stimulation or training. Corso (1993) concludes that there may be a
correlation between children's body space awareness and paper space awareness. The amount of body

space children use when performing certain actions closely mirrored the amount of paper space used

when they were involved in colouring and writing activities.

Shephard et al. (1984) gathered evidence to suggest that movement-based learning may have an effect on

mathematical ability. Children participating in a daily movement program were instructed in mathematics

immediately after each session. Those involved improved faster in this field than those forming a control

group. Davies (1995) has evidence to suggest that the degree of accurate and detailed verbal description,
which had already been shown to correspond to the detail and complexity of children's movement

activity, in turn related to their ability to represent their actions pictorially. Hitchcock (1998) has evolved

a system of teaching the grammatical rules of English through a selection of hand signals.

2.3 Other movement programs

Movement programs are currently used to enhance the learning potential of young children in a variety of
educational and therapeutic settings. These fall into two distinct categories: either they are designed as
part of a therapeutic process to develop learning potential, or they are structured to have a direct impact on
specific curricular skills. The ‘Brain Gym’ program of Dennison (1994), the ‘Reflex Stimulation-

Inhibition’ program of Blythe and Goddard-Blythe (1992), the treatment pioneered at the Dyslexia,
Dyspraxia and Attention Disorder Treatment (DDAT) centres fit into the former category. The ‘Every

Child a Winner (ECAW) PE based program (1995) and the Laban based ‘Project First Step’ (1996), and

Weikart’s ‘Rhythmic Competency’ program (1996) are in the latter category.
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Brain Gym
During the 1970’s Dennison developed his program at the ‘Valley Remedial Group Learning Centre’ in

California, USA. ‘Brain Gym’ grew out of his background in curriculum development and experimental
psychology. He adapted the work of practitioners in sensory motor training, applied kinesiology and
developmental optometry who provided him with the statistical research relating to the link between

movement and learning. Dennison (1994) developed a program of quick, simple task-specific movements

that, he suggests, may benefit any learner.

The program focuses on cross-lateral, static, fine-motor movements that activate the muscles on both
sides of the body. He proposed that these movements relate directly and simultaneously to the integrated
and equal activation of nerve networks in both hemispheres of the brain. Each exercise involves a

specific position that may be performed anywhere at any time. These positions also relate to particular

neural pathways that Dennison believes need to be ‘unblocked’ in order for learning to occur. Hannaford
(1989) found that the Brain Gym program had a positive effect on curricular skills. A group of special
needs students were tested on the ‘Brigance Inventory of Basic Skills’ at the beginning and end of a

school year. A control group was not used but all those participating performed five to ten minutes of
‘Brain Gym’ exercises daily during this time. At the end of the year all students had gained an average of

between one to two years on reading and comprehension tests and half of those participating had gained a

year in mathematical reasoning.

However, the difficulties conceming balancing ability that SLI children experience renders many of these
positions extremely challenging to perform. As an aid to enhancing language skills the program does not
address the diverse range of skills young children need to become effective communicators. Neither do

the positions relate to specific concepts or address the wide range of difficulties children with language

difficulties experience in accessing a formal curriculum.

A significant difficulty noted in relation to this program is the absence of critical studies that suggest that

any improvement achieved on standard assessment procedures is due to involvement in the program

alone. The claims made on behalf of the Brain Gym program are substantial and have encouraged a range
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of educational settings to include the exercises in daily practice, yet without the implementation of

effective control groups and a rigorous independent analysis of data, quantifying the true effect of the
program remains problematic. However, the strength of the program lies in the ease of its practical
application. The exercises may be performed by individuals or groups at any time in any place. No
specialist equipment is required and the training available for practitioners is neither time consuming nor
demanding. In relation to other therapeutic programs that include rigorous and time consuming training

this approach could be applied readily to pre-school settings.

The ‘Reflex Stimulation-Inhibition Program”

Blythes’ ‘Reflex Stimulation-Inhibition Program’ (1992) is based on the premise that each normally
developing infant makes identical stereotyped movements (among other random movements) at
approximately the same age irrespective of culture. These stereotypical movement patterns assist the
developing brain and central nervous system in the inhibition of specific primary sensori-motor reflexes at
the appropriate time of development. If these primitive reflexes are still present beyond the first six
months of life, the emergence of later ‘postural’ reflexes, whose presence is fundamentally related to
successful formal learning, may be adversely affected. The continued presence of the primitive reflexes

are believed to play a significant role in writing difficulties, reading problems, spelling, copying problems

and computational difficulties.

Children (aged between 7-12 years) who follow a personal ‘stimulation-inhibition’ program experience
these specific difficulties at school and conventional therapies have frequently not provided effective
treatment. Individual ‘reflex stimulation- inhibition’ programs are experienced for between 4 to 14

minutes each day and are continued for between 14 to 25 months. Throughout this time the child

undergoes a process of ‘Developmental Re-Education’ at the end of which the postural reflexes may

emerge spontaneously and ‘positive learning’ may begin.

Gustaffsson and Pedersen (1981) found that ‘reflex stimulation- inhibition® programs also had a positive
effect on learning ability. Sixty-four per cent of children in their study who experienced a program
reported better motor development and coordination, improved eye movements and visual perception,

better developed literacy skills and their speech, concentration and memory improved. Blythe (1992) also
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reported that children who participated in a ‘reflex stimulation-inhibition’ program improved their reading

age between 3.1 months and 9.3 months.

A similar difficulty emerges as with the Brain Gym program when attempting to assess the effect of
individual ‘Reflex Stimulation-Inhibition’ programs on children’s development. The absence of a
significant body of critical studies to support the claims made for the success of this approach is
problematic. There is no independent monitoring of the centre which remains firmly on the fringes of
mainstream therapeutic practice. The children who attend the venue are not assessed in their own settings
so any additional data that could inform the personalised intervention programs remains elusive. In
contrast to the Brain Gym program, this approach requires long-term commitment by both parents and

children if the individual programs are to be completed. No data is available to assess the ‘drop-out’ rate

and no critique of this therapeutic method has yet been published.

The Dyslexia, Dyspraxia , Attention Disorder Treatment (DDAT) program

The founders of this therapeutic approach claim that children who suffer from dyslexia, dyspraxia or

Attention Deficit Disorder (ADD) experience a significant improvement in their academic performance

having followed an individual movement program. The approach is described as a ‘revolutionary

scientific breakthrough in treatment by the DDAT medical research team that means virtually everyone
suffering from these symptoms can improve dramatically on our drug-free treatment.” The DDAT
literature also claims that children experiencing their programs, ‘are improving their reading ability by 67
per cent and their spelling by 42 per cent faster than the national average’ (p 1). Professionals working at
the centres propose that the ‘root-cause’ of dyslexia, dyspraxia and attention disorders 1S primarily

physical and relates to under-developed cerebellar functioning. Children undergo a battery of scientific

tests that relate to brain functioning and a personal exercise program is then developed.

Rack (2004) in his critique of the DDAT approach concludes that, ‘there is no convincing evidence that
the DDAT method produces the benefits that are claimed’ (pl6). To support this statement he re-

evaluated the evidence of Reynolds et al. (2003) whose study had precipitated a fierce debate among
practitioners working with dyslexics. Rack (2004) pointed out that the intervention and control groups

who took part in this study were ill-matched from the outset and that of the thirty-five children involved
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only nine had a formal diagnosis of specific difficulties. He accepted the evidence that the intervention
group improved their eye-tracking ability and physical balancing skills and also performed better than the
control group on three specific tasks namely, threading beads, the number of words that are read correctly
in one minute, and the number of animals that are produced correctly in one minute. But, critically, no
data was gained either pre or post-intervention on a standardised reading test which is a significant

omission given that the DDAT approach claims specifically to improve literacy skills.

In common with the Brain Gym and Reflex Stimulation-Inhibition programs the evidence to support
claims that the DDAT program alone may be responsible for improvement in cognitive functioning
remains inconclusive. The children in the initial study were tested on the same activities that they were
experiencing throughout the program which suggests that they may have become used to the procedure,
more confident in performing and less stressed. There is as yet no conclusive evidence to support the

claims of the DDAT organisation that their individual movement programs have a significant effect on the

treatment of learning difficulties.

The Every Child A Winner (ECAW) program.

The ‘Every Child A Winner’ (ECAW) pre-school program designed by Rockett and Owens (1995 p3),

‘Utilises the self-discovery method to introduce the following movement concepts: space, body effort and
relationships. The ECAW program presents movement education through three mediums: educational

dance, educational gymnastics and educational games.” Based on the teachings of Rudolph Laban, the

program is designed to enhance critical thinking, problem-solving, self-discovery and basic fitness.

In Elliot's (1997) study which took place in Columbus, Ohio USA 48 children between 3.1 and 6.4 years
(16 children presented disabilities including 10 with communication difficulties) were placed on a twenty-
session movement program. These sessions were twenty minutes long and were delivered over four
weekdays for five weeks. Results found that those participating increased their scores on the ‘TCAM®
(Thinking Creatively in Action and Movement, Torrance 1981) assessment significantly more so than the

control groups, who were offered free play only throughout the four weeks. Motor creativity is defined as

‘fluency’ (focus on finding another way to perform a skill), ‘flexibility’ (making changes with ease),

‘originality’ (unusual, new or clever ideas) and ‘elaboration’ (details).

4]



Elliot concluded that children with disabilities could benefit from learning through movement in an

inclusive setting and the ECAW program could provide the means by which all children could fulfil their

creative potential.

However, there were significant difficulties associated with the design of the study and the content of the

sessions. Elliot (1997) did not use video data to support her claims for the children’s development and the
assessment procedure used pre and post intervention was neither rigorously analysed nor evaluated. A
triangulation procedure to verify data was not implemented and it is not clear if the views of parents and

staff were accounted for. The content of the program was also problematic. Elliot did not seek to enhance
curricular or communication skills but the linguistic complexity of the instructions (considering the two
youngest children with language difficulties were 3.5 years) make her findings interesting. The following
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