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Sandie Mourão
Welcome to another edition of CATS, as reliable as ever, peeking through your letterbox or
dropping onto your doormat, as autumn pushes its way through to the end year end.
What a super year the YL SIG has had so far! Cardiff was the spring highlight. Our solo
PCE “Teachers and young learners: research in our classrooms”, was a resounding
success, with over 40 participants from at least thirteen different countries. We listened to
accounts of small-scale classroom research projects, participated in discussion and
collectively decided that the YL SIG could take on the role of tracking research in the YL
Classroom. By providing a virtual research database, focussing on small-scale
classroom research projects, we hope to encourage teachers to be involved further in this
area. Plans have been laid to have this database set up as you read this issue, so check
our website for links!
I trust you haven’t forgotten we are celebrating our 20th birthday this year! To
commemorate this event, the YL SIG committee was present in its entirety at Cardiff for
the PCE, as was a birthday cake! (see end of my report) You can see photos of us all on
page 39. Huge thanks go to Sarah Etchells for ordering the cake, and to Andy Jackson for
buying all the drinks for our little celebration, and for borrowing his family bread knife to cut
the cake! We did have fun!
But that’s not the end of the celebration! A selection of articles on small -scale classroom
research in the YL classroom is being edited. It includes contributions from the five
speakers at our PCE and five other contributors whose work is pertinent to the collection.
This 20th anniversary publication will be free to all members and we plan to have it reach
you all by the end of this year. We are sure you will enjoy reading the articles and that they
will convince you to consider participating in the exciting world of classroom research!
The IATEFL Annual Conference at Cardiff was also a great event for the YL SIG, with
interesting talks in a full programme. Members and non-members alike filled the rooms
where the YL talks took place. Wendy Arnold, our discussion list moderator, was able to
attend this year and in her usual exuberance has written up many of the talks she
attended. These write ups can be found on our website, in the members’ only section,
along with links to further write- ups from the ELTECs roving reporters - a very valuable
resource. I thoroughly enjoyed meeting old friends and making new ones and am looking
forward to the next annual conference, which will be taking place in Harrogate. For further
information see page 41.
YL SIG events continue to unfold around the world; our first Biannual Low Income (BLIC)
Event will have taken place as you read this, in Riga, Latvia. Many thanks to the
organisers from LATE who worked so hard to get this conference going. In March, 2006
we are in Austria, looking at Drama in the YL classroom; in April we are running another
solo PCE at the Annual IATEFL Conference in Harrogate, Young Learners and the CLIL
Continuum, see page 40 for further information; and we hope to be in Hong Kong in the
autumn. We are already looking at events for 2007, with plans for a BLIC Event in Sri
Lanka with Global Issues SIG, a possible visit to France with the Learner Independence
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SIG and the USA with the Learning Technologies SIG. We hope to see you at one of these
events!
Our discussion list continues to be fruitful, with fielded discussions starting again in
October. See page 34 for more detailed information on these discussions. If you aren’t
already on this discussion list, shame on you! Do join us: it’s a really wonderful resource,
which brings our members together from all over the world.
As you can see, we are as busy as ever, working to provide our YL SIG members with as
many opportunities as possible to reap the benefits of belonging to an association. I’d like
to say a huge thank you to the YL SIG committee who give of their time and energy
heartily: Wendy Arnold, Kay Bentley, Chris Etchells, Andy Jackson, Gordon Lewis,
Rosemary Mitchell-Schuitevoerder, Carol Read, and Jason Renshaw, thank you for being
a truly great team. I’d also like to thank Hans Mol, who recently began editing our website,
keeping it up to date and tidy!
Sadly this team will be changing….
Andy Jackson has been a solid force on the committee since 1999 and will be stepping
down this autumn. Andy has been a hard working committee member, wearing a number
of different hats: membership officer, finance officer and coordinator. Through Andy we
have been privileged to use The Bell Language School premises in London for our
committee meetings, as well as their cupboard space to store back copies of the CATS
publications. At meetings Andy made sure we had cups of tea, chocolate biscuits, and a
constant supply of jelly babies, wine gums and extra strong mints! Of course we will miss
these aspects of Andy’s contribution to the YL SIG, but most of all we will miss Andy, his
sense of duty and his great sense of humour. I worked closely with Andy as joint
coordinator from Summer 2002 till Autumn 2003; it was an excellent way for me to slip into
the coordinator’s role with such a supporting hand. I speak for the YL SIG committee and
its members when I say,
“A very, very big thank you for everything you’ve done for the SIG Andy. We’ll miss
you!”
(see picture of Andy celebrating with the committee on page 39 )
With Andy leaving and my term as coordinator coming to an end, the YL SIG is looking for
volunteers to join the committee, to learn the ropes and then eventually take on one of the
committee roles. If you are interested in joining a hard working group of professionals,
have internet access and lots of energy to plough into an association like IATEFL, please
do get in touch with me. If you have enjoyed being a YL SIG member, think about giving
back some of the good you’ve received. A SIG reflects its healthy, energetic committee,
and a committee is made up of SIG members. Get in touch!

Sandie Mourão
July 2005
nettlehouse@mail.telepac.pt
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Kay Bentley
This is a ‘special’ publication of CATS because the theme of the publication concerns second language
learners who also have additional learning support needs. As Janice Bland writes on page 22, these pupils
‘seem to walk to the beat of a different drummer’, and ‘have trouble adjusting to the rigidity of the typical
classroom situation.’ Learning needs is a topical theme too, because headlines such as ‘Let’s take the special
out of special needs ‘and ‘Too many pupils with special needs ignored’ have hit the headlines in recent
Times Educational Supplements. In addition, the latest edition of IATEFL’s ‘Voices’ chose to feature an
article on Special Educational Needs which stated that SEN pupils often do not have a ‘high profile in the
British TEFL sector.’ Indeed, many teachers of YLs worldwide want to find out how to help their pupils
learn more effectively. In CATS you will find a selection of articles which address some of the needs of our
special pupils. We could not cover the whole spectrum of additional learning needs, but we hope that the
fascinating articles, references and web sites will enthuse you to reflect on pupils who concern you and lead
you to discover different ways of helping and supporting them.
 We open with ‘Brain Gym in the Classroom’ by Izabella Hearn which encourages teachers to
enable their pupils to ‘move’ so that they are in ‘an optimum learning state.’
 Peter Westwood writes about the challenges of ‘Adapting Instructional Materials for L2 Learners.
In his article he offers ideas for a differentiated approach to learning needs.
 Read about ‘Dyslexic Language Learners in Secondary Education’ by David Wilson. The writer
advises teachers to ‘ask searching questions’ to accommodate learning differences appropriately.
Many ‘solutions’ are suggested to meet students’ learning needs.
 David Hill describes ‘The Challenge of Indigo Children’. This is a theory about why there are so
many pupils who ‘behave differently’ in the classroom. David traces the history of the phenomenon
and offers humanistic advice about working with them.
 You’ll find an article about the film, ‘Etre et Avoir’ written by John Eldridge. He draws on the film
to pull out many theories about learners, learning and teaching, including how pupils with special
needs are supported.
 There is a timely autumnal article on ‘Bonfire Night’. Janice Bland uses the traditional festival to
explain its place in history and to outline the value of activities for ‘participation in theatre’ with all
pupils.
 Ingeborg Schwarz writes about ‘Motor Functions Perception and Self-Confidence as a basis for
learning in school.’ She provides detailed definitions of motor and sensory development then
examines the importance of observation of very young learners to enable teachers to support future
learning.
 ‘Just a Thought’, an article by Karmen Feher, describes a classroom situation and examines why
‘Information Overload’ may be a factor in children’s inaccurate production of language.
There are also two new features in CATS and they will be continued in future publications.
 ‘Looking at a Learner.’ Our first ‘looking’ is written by Wendy Arnold who describes a pupil with
‘ADHD’ in Hong Kong.
 ‘YL SIGs Worldwide’. Find out what Livia Faragó tells us about the YL SIG in Hungary.
Read CATS for our regular features too: a book review by Don Bartlett, YL SIG e-discussion information
from Wendy Arnold and an e-discussion summary on CLIL.
On page 39 there is Andy Jackson’s last summary on ‘YL SIG Finances’ before he leaves the committee.
Thank you, Andy.

Happy Reading,

Kay Bentley
Autumn 2005

Cats: The IATEFL Young Learners SIG Publication

Page 4

Brain Gym ™ in the Classroom
Izabella Hearn
“Movement is the door to learning.”
- Dr. Paul Dennison
For more than 50 years research has shown us
that there is a significant link between
movement and learning; that the mind and
body are interconnected and are a part of the
same system. According to neurophysiologist
and educator, Dr. Carla Hannaford, learning
involves a series of skills, and skills of every
manner are built through the movements of
muscles – not just physical skills, but also the
intellectual skills used in classrooms and
workplaces. Few educators today would
dispute the fact that movement is essential to
learning.
In the early 70’s Dr. Paul Dennison developed
the Brain Gym™ programme, a series of
movements which aim to enhance the
experience of whole-brain learning. Brain
Gym or Educational Kinesiology is the result
of many years of research and is widely
recognised as a safe and effective tool for
education and self-development.
Originally, Brain Gym movements were put
together to enable children with learning
difficulties to access all parts of the brain and
thereby increase their potential. Today, Brain
Gym is being used in classrooms in over 40
countries all over the world, and the benefits
are not confined to children with specific
difficulties.
Brain Gym is based on the following premises:
Learning is both natural and joyful and
continues throughout our entire lives.
Learning blocks are the inability to move
through the stress and uncertainty of a new
task.
As learners we are all learning blocked in that
we have learnt not to move.
Just as athletes need to warm up, and musical
instruments need to be tuned, so we need to
ensure that our learners are in an optimum
Autumn 2005

learning state in order to achieve their best.
Children often arrive in school after a long bus
journey; they may have watched a video,
exposing them to external electro-magnetic
fields and contributing to their state of
dehydration, and in many cases they may have
had an inadequate breakfast. By the time they
reach the classroom, it is often quite a
challenge for the teacher to energise the
children and stimulate their brains. Some
schools have found that starting the day with
Brain Gym significantly increases the alertness
of the children. A teacher in a primary school
in Scotland, where each day starts with Brain
Gym activities, says I feel that my children’s
love of learning has increased enormously.
They do their work more quickly, settle down
to work better and can concentrate for longer
periods. It really is remarkable. Many other
schools have had similar results, and, since
adopting Brain Gym as part of the curriculum,
have seen a huge improvement in their
students’ academic achievements.
All age groups can benefit from Brain Gym.
The actions are elegant, quick and simple to
perform, and the results are often surprising
and immediate.
The movements can be divided into three
categories:
Midline Movements:
which focus on
activating both the left and the right
hemispheres so they can be used in harmony.
Lengthening Activities: which help to make
connections between the back and the front of
the brain, enabling the learner to retrieve
stored information and to to process and
express it.
Energy Exercises and Postures for
Deepening Attitudes: which help to reestablish the neural connections between the
body and the brain and aid the flow of electro-
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magnetic energy throughout the body, which is
essential for learning.
Brain Gym exercises have different roles to
play and are designed to help the children in
all areas of learning, not only focusing on
skills such as reading and writing but also
thinking skills and self-awareness skills.
Many teachers start the day with PACE.
PACE is a 6-minute learning-readiness
sequence which can be done at the beginning
of each day or prior to any challenging activity
where the children need to be totally
integrated. Each activity can also be done
separately whenever the need arises. It is often
the children themselves who ask to do a
certain exercise when they feel they are
blocked or challenged by a task. Knowing they
have the resource of Brain Gym activities to
help them often gives children the selfconfidence they need to go beyond their own
expectations and break new boundaries to
fulfil their potential.
The PACE Routine
 We start with a drink of WATER.
Water is a conductor of electrical energy and it
is the electrical transmissions within the
nervous system that are essential for the brain
to function. Dehydration inhibits learning, and
academic skills are improved by adequate
hydration. Many schools are now making sure
that the children always have a bottle of water
on their desks.
 Brain Buttons
With the thumb and forefinger, the children
massage the indentation under the collar bone
(to the left and right of the sternum).
Meanwhile the other hand is placed on the
navel. This is done for about 20 seconds,
before changing hands and repeating the
activity. In this exercise the blood supply to
the brain is increased and there is also an
increase in the flow of electromagnetic energy.
Messages are sent from the right brain
hemisphere to the left side of the body and
vice versa. Dr. Carla Hannaford tells how she
uses this activity as a way of maintaining
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alertness on long car journeys, and says that
many of her students agree that it brings them
back to focus when they are taking tests.
 Cross-Crawl
This consists of walking in place in slow
motion, touching the left elbow with the right
knee and then the right knee with the left
elbow. Smaller children can use their hands
and slowly “cross pat” as they walk. This has
always been a favourite amongst young
children who demand the “elbow-knee”
exercise as part of their learning routine. Many
teachers do the actions to music or add a story
element, for example telling the children to
imagine they are astronauts walking slowly on
the face of the moon.
 Cook’s Hook-Ups
In either a standing or a sitting position (more
advisable for smaller children), cross the left
ankle over the right, put the backs of your
hands together, cross hands, clasp and invert.
Hold your hands in this position close to your
chest, close your eyes, breathe deeply and
relax. Then uncross your feet and join your
hands at the level of your navel, gently
allowing the tips of your fingers to touch.
Place your tongue on the roof of your mouth,
breathe in gently then drop your tongue.
Relax. The results are immediate and
profound. As well using the Hook-Up as part
of the PACE sequence, it is invaluable as a
tool for regaining control of the class after a
lively activity when the children may have
become overexcited. The Hook-Up helps them
to focus and to centre themselves, and it reestablishes calm and harmony in preparation
for the next task.
Starting the day with the PACE routine is
beneficial on many levels. The children are
engaged in activities that are totally stress–free
and they work together in harmony, creating a
class rapport that gives them all confidence.
Brain Gym exercises can easily be
incorporated as part of the class routine, so the
children know that before a certain type of
activity they do a specific exercise to enhance
their performance. Both the children and the
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teachers are motivated by the results, and once
Brain Gym has become an integral part of the
learning day, it is not difficult to maintain the
routine.
The LAZY 8 exercise.
Reading and writing skills can dramatically
improve with this exercise.
In this exercise the children imagine a huge
blackboard in front of them and draw an
infinity symbol (a figure 8 on its side), starting
in the middle and going counter-clockwise
first, up, over and around: then clockwise: up
over and around and back to the midpoint.
They follow the movement with their eyes,
moving the head only very slightly and
keeping the neck relaxed. This flowing,
continuous movement can be repeated three
times with each hand and then with both hands
together. In this way the children cross the
visual midline and integrate the two brain
hemispheres. In addition, they enhance their

binocular and peripheral vision.
In this
smoothly relaxing exercise eye-muscle
coordination and reading skills are improved.
In today’s society we are always looking for
sophisticated solutions to common problems.
Brain Gym can often be a solution, one that is
relatively simple, popular and enjoyable for
the children and takes little time. Brain Gym is
a wonderful tool for managing and controlling
behavioural problems in the class. The
activities help to give the children a sense of
involvement in their learning process, so they
become more confident and more successful.
For those teachers who are still reluctant to try
it, there is a story of a man who has a blunt axe
and is chopping away, trying to cut down a
large tree. A neighbour walks by and says,
“I have a machine to sharpen your axe.” The
man replies, “I haven’t time to sharpen my
axe, I need to chop down this tree.”

A young learner demonstrates a ‘LAZY 8’ exercise, drawing a figure of 8 on its side.

Autumn 2005

Cats: The IATEFL Young Learners SIG Publication

Page 7

A Peruvian girl following movement with her eyes while keeping her head quite still.

A young boy doing ‘Brain Buttons’
which helps increase the blood
supply to his brain.

Recommended Reading:
Brain Gym (Teacher’s Edition), Paul. E. Dennison, Ph.D, Gail E Dennison.
Smart Moves, Carla Hannaford Ph.D
The Learning Brain, Eric Jensen
Website; www.braingym.org.uk
Izabella Hearn teaches at King’s College, Madrid and for fifteen years she has been a teacher
trainer. She has also served on the Executive Board of TESOL Spain and been a member of the
ESL/Mother tongue Committee of the Council of International Schools. She is the director of SEALSpain and a representative for Spain for the International Council for Self –Esteem. She has written
many primary EFL textbooks, including ‘Fun English’ and ‘English Adventure’ and also a
methodology book for primary teachers, ‘Didáctica del Inglés.
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Adapting Instructional Materials for L2 Learners
Peter Westwood
One of the greatest challenges faced by
teachers of young learners is how best to
respond to the wide range of ability, maturity,
ethnicity, language competence and individual
needs existing in any typical class of children.
The challenge has become even greater with
the inclusion of children with disabilities and
other special learning needs in ordinary
classrooms. It is argued by some educators that
to be truly effective, teaching must always
accommodate
educationally
relevant
differences among learners (Bender, 2002;
Gregory & Chapman, 2002; O'Brien &
Guiney, 2001). It is argued that when
differentiation in approach occurs all children
can make better progress in the curriculum.
According to the advocates for differentiated
approach, meeting individual learning needs
usually involves some degree of adjustment to
curriculum content (for example, simplifying
or reducing the number of new concepts to be
covered, or breaking a topic into smaller
steps), modification to the learning tasks and
activities set for the children, adaptation of
resource materials, and variation in the type of
work to be produced (Deschenes, Ebeling &
Sprague, 1999). In this brief paper it is
impossible to cover all areas of potential
modification, and it is my intention to explore
just one — namely, the modification of
instructional materials to make them more
accessible to learners with a wide range of
literacy skills.
Using simplified texts
A main barrier to learning for some children is
the level of difficulty of the textbooks and
other materials they are required to read. A
strategy that teachers can use to help children
read more confidently (including those
learning to read in English as a second
language) is to adjust downwards the
readability level of the material they use for
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practice purposes. By simplifying text in terms
of vocabulary load and syntactical complexity,
or by augmenting text with additional cues and
supports, children are better able to develop
fluency in reading (Conway, 1996). Studies
have shown that fluency greatly facilitates
reading comprehension by allowing readers to
devote cognitive effort to higher-order
processes of analysis and reflection, rather
than to lower-order word recognition or
decoding (Pikulski & Chard, 2005).
One obvious way that teachers can help L2
readers is to select published reading materials
that are already graded in terms of language
complexity. The books are written with the
aim of introducing and repeating key words
and language patterns at a controlled rate, so
that learners establish automaticity in word
recognition.
By
comparison,
typical
‘authentic’ texts tend to present the novice
reader with rather too many new challenges in
every line, resulting in laborious word-byword reading without meaning. Most graded
reading series also provide opportunities for
children to practise phonic decoding skills on a
higher proportion of easily decodable words
(Rubin, 2000). For L2 learners such material is
particularly useful for independent reading as
homework.
Although graded texts became unpopular in
the 1980s and 1990s at the height of the
‘whole language’ movement, they have
regained some respectability if used as just one
component in a balanced reading program
(Pressley, 1998). Those who object to their use
fear that if children are given simplified
material they may find it boring and will lose
interest and motivation. However, an
alternative school of thought has emerged
supporting the use of simplified texts when
first learning to read in English as a second
language (e.g. Nation & Deweerdt, 2001). It is

Cats: The IATEFL Young Learners SIG Publication

Page 9

believed that the careful control of vocabulary
and sentence length in the early stages,
together with deliberate repetition of words
and phrases, can help L2 learners develop
confidence as readers. At the same time, they
are acquiring a basic sight vocabulary that will
help them read other texts with a higher
success rate.
Adapting print materials
A second approach is for teachers to adapt and
modify existing print material, for example by
re-writing it in an easier form, or by creating
new supplementary materials at a simpler level
around the same theme or topic. Naturally, this
is a demanding and time-consuming process
for a teacher, although it is frequently
recommended as best practice in the
professional literature on differentiation (e.g.
James & Brown, 1998; Janney & Snell, 2004).
If teachers do wish to produce differentiated
material for their mixed-ability classes, some
of the following principles could be applied
for re-writing or augmenting text passages,
worksheets, exercises, activity cards, or
supplementary notes (Currie, 1990; Meese,
1992; Lovitt & Horton, 1994).
 Simplify vocabulary: Vocabulary is of
course a major factor determining the
readability level of any text. If readers
instantly recognize and know the meaning
of words they are encountering on the
page, the whole interpretation process is
quick and easy. Swift, fluent reading
allows a reader to focus on meaning
without having to spend time and effort in
decoding and checking a word in a
dictionary. Failure to understand several
words in a paragraph very seriously
reduces a reader’s overall level of
comprehension. When preparing simplified
material for students, teachers should not
use a difficult word when an easier word is
available. Sometimes, however, it is
essential to use a particular word in the text
because it is an important element of what
has to be learned in that lesson. For
example, if the topic is about ‘bacteria’
there is no merit in trying to avoid the use
Autumn 2005

of that word. The word should be used, but
the teacher should pre-teach the meaning
and the recognition of the word before the
student undertakes the reading. A
disadvantage of simplifying vocabulary is
that it may remove too much of the natural
challenge that is required for children to
develop independent word-attack skills.
 Shorten sentence length and/or change
sentence structure:
Factors of length and complexity influence
how easily a sentence can be processed
and understood. A single long sentence
such as the following is more difficult to
understand than the three shorter sentences
below it.
(a) Having already missed the bus (and
then having to wait twenty minutes for
a train) the two girls knew that they
would arrive late at school that day.
(b) The two girls missed the bus. They
then had to wait twenty minutes for a
train. They knew they would be late for
school.
A long sentence makes greater processing
demands on readers’ attention and working
memory; and grammatically complex
sentences are particularly difficult for L2
children to read. The disadvantage of
simplifying and shortening sentences is
that it can result sometimes in fairly stilted
language patterns. If the process is done
badly, the passage can be more
difficult to read because the short and choppy
sentences reduce the natural semantic and
syntactic cues.
Sentence length is not the only factor that
causes problems with readability. The order in
which information is presented within the
sentence can also be important. For example, it
is considered that sentence (b) below is easier
to process than sentence (a).
(a) Using a radius of 8cm, construct a
circle in the centre of your page.
(b) In the middle of your page draw a
circle with radius 8cm.
It is recognized that sentences in passive
voice are potentially more difficult to
process:
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(a) The school camping activities were
supervised by the parents. (passive voice)
(b) Parents supervised the camping
activities. (active voice)
 Provide clear illustrations or diagrams:
Whether the child is reading fiction or nonfiction material, illustrations can be very
helpful in supporting the text. Such
illustrations must relate directly and
unambiguously to the information in the
paragraph; they should not simply be cute
cartoons or other embellishments.
 Highlight important terms: This form of
cueing, with bold-type, colour or underline
is helpful to all learners. A definition or
explanation of the term can be provided in
the margin.
 Improve the layout and format of the
sheet; try larger font size: Often teachers
tend to prepare sheets that are too densely
packed
with
information.
Instead,
paragraphs should be brief and well
spaced. Remove unnecessary detail. For
beginning readers (or those with literacy
difficulties) increasing the print size can

help by reducing the need for fine visual
discrimination.
 Use bullet points or lists when preparing
worksheets or notes. This is related to the
point above regarding density of
information on the page. Small chunks of
information are easier to process.

Dissenting views
There are, of course, differences of opinion as
to how far teachers should go in making the
task of reading easier for L2 children. Some
writers argue that at all times we should use
only texts that represent authentic literature
and ‘real’ language from a wide range of
different genres, even though the vocabulary,
style and language patterns may be quite
challenging for second-language learners (Day
& Bamford, 2002; Pang, Muaka, Bernhardt &
Kamil, 2003). The suggestions above are
provided, however, for those teachers who do
see some merit in simplifying materials for the
early stages of reading in a second language.
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Dyslexic Language Learners
in Secondary Education
David Wilson
Today is the last annual review of Stephen Roberts’ Statement of Special Educational Needs before
he proceeds to Applehill Secondary School. Although Stephen is one of Cherryvale Primary
School’s brightest students, he has an educational psychologist’s diagnosis of specific learning
difficulties (SpLD), or dyslexia. Despite his best efforts, his reading and writing skills lag several
years behind what might be expected of an individual of his age and ability. In the educational
advice accompanying the Statement, his Head Teacher raises the spectre of “disapplication” of the
modern foreign language (MFL) in the secondary school curriculum. She fears that the extra
literacy demands of this new subject will frustrate Stephen. The Special Educational Needs
Coordinator (SENCo) also favours Stephen’s withdrawal from MFL lessons on the grounds that a
different spelling system might undo her hard work teaching him sound-symbol correspondence in
his own language. Mr Roberts wants his son to be pulled out of MFL lessons for specialist tuition
designed to beat his dyslexia.
Another language?

Which language?

Under the National Curriculum, Stephen is
entitled to begin learning a foreign language
when he enters secondary education. However,
the rules provide for this entitlement to be
“disapplied” in exceptional circumstances for
periods of up to six months at a time. Such
arrangements may continue indefinitely as
long as they are reviewed at half-yearly
intervals. So is disapplication an appropriate
outcome for Stephen or should he study MFL
alongside his peers? The adults at the annual
review meeting seem convinced that
disapplication is appropriate in Stephen’s case.
Other voices, however, remain to be heard:
those of Applehill’s head of MFL and of
course Stephen himself. The former may be
looking forward to the challenge of teaching
her subject in a dyslexia-friendly, multisensory
way. Stephen may want to share the
experience of another language with his fellow
students, perhaps with a modicum of discreet
in-class support from a teaching assistant.

The conventional wisdom is that arcane
spelling rules make English one of the world’s
dyslexia-unfriendliest languages. Thanks to
word-endings that can be read but not heard,
French fares little better in the sound-symbol
correspondence stakes. German and Spanish
may be better prospects because they are
relatively “phonetic” languages. Ease of
learning, however, seldom determines which
foreign language is taught first in schools,
which is why they have not universally
adopted Finnish with its straightforward
orthography. Teacher supply, academic
traditions and commercial or political interests
tend to prevail. Stephen is likely to have the
option of French or nothing unless his
secondary school has “diversified” its
provision to offer a choice of languages. In
continental Europe, English will be
compulsory for Étienne and Stefan, dyslexic or
not. And those who experience difficulty with
their first foreign language may be actively
discouraged from starting a second, more
appropriate, one.
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Questions before answers
Nowadays, when time is a scarce commodity,
it is very tempting to favour a “quick fix”, to
jump to solutions before identifying and
defining problems first. Some may argue, for
example, that Stephen’s MFL course would
meet his needs if he simply dispensed with its
reading and writing components. Such
arrangements are unlikely to be practicable or
acceptable in school settings and the fact
remains that dyslexia is about more than just
literacy difficulties. Weak phonological
processing skills, poor short-term memory,
auditory sequencing problems and the like,
often aggravated by low motivation,
concentration and self-esteem, also underlie
the condition, which manifests itself on a
spectrum ranging in degree from mild to
severe. Searching questions must be asked in
advance about a dyslexic individual’s
weaknesses and strengths if this specific
learning difficulty, or difference, is to be
appropriately accommodated in the MFL
classroom.
From problems to solutions
In order to meet the needs of their students
with SpLD, MFL teachers should:
 adopt a multisensory approach, engaging
kinaesthetic as well as visual and auditory
learning styles;
 present subject matter in a structured and
explicit manner;
 divide lessons into digestible “bitesize
chunks” with slower learning steps;
 provide opportunities for “overlearning”
key points through a variety of follow-up
activities;
 deploy memory strategies to assist
vocabulary and grammar retention;
 make allowances for shorter concentration
spans;
 show sensitivity when eliciting student
responses;
 encourage metacognitive – “learning how
to learn” – strategies and thinking skills to
promote student autonomy;
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 dispense praise and rewards to maintain
motivation and self-esteem; and
 become reflective practitioners, observing
and verifying how classroom interventions
affect progress and complement individual
strengths.
Fortunately, non-dyslexics can also profit from
this modus operandi.
Exploiting technology
Screening software such as LASS Secondary
(http://www.lucid-research.com)
builds
standardised graphical profiles of students’
cognitive and literacy skills, contributing to
the identification of underlying memory and
phonological difficulties. Technology can also
support dyslexic language learners as they
study.
 Using generic and tutorial software, they
may progress at their own level and pace,
making mistakes in privacy and interacting
with a multisensory world where they can
deploy their preferred learning styles,
whether visual, auditory or kinaesthetic, at
will.
 Spellcheckers,
voice
recognition,
synthesised speech, word banks, on-screen
grids and the like can make office
applications more dyslexia-friendly. Many
students with SpLD work best when their
teacher sets tightly structured writing tasks
necessitating a minimum of keyboarding.
 Settings controlling keyboard, sound,
display and mouse options can be
customised to students’ needs. Switches,
overlay keyboards, touch-screens and other
plug-ins offer data-entry alternatives to
typing.
Using
Optical
Character
Recognition technology, paper-based text
can be transferred from a scanner to a
computer or decoded by a handheld
“reading
pen”
(e.g.
Quicktionary:
http://www.quick-pen.com).
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Building through teamwork

Further reading

During the 1990s, the Centre for Information
on Language Teaching and Research and
National Curriculum Council project on
languages and special needs “highlighted a
difference in approach between ordinary and
special schools (and) between MFL specialists
and specialist teachers of pupils with SEN.
The first group begins from the demands of the
subject, the second from the individual needs
of the particular pupil. Successful language
learning for all pupils with SEN requires
skilful and sensitive combination of these.”
When subject teachers, special educational
needs professionals and teaching assistants
collaborate to make language learning a
positive experience for the likes of Stephen,
success will surely follow. In a recent
European Commission report on languages
and special needs, special school head teacher
Keith Bovair argues that “the only ‘disabling’
conditions that our pupils have are low
expectations and assumptions made by adults.”

MFL teachers working alone need not suffer in
silence if they still lack confidence about what
to do when a learner with SpLD appears in
their class. For several years I have maintained
an online bibliography of modern foreign
languages and special educational needs at
http://www.specialeducationalneeds.com/mfl/b
iblio.doc with a SpLD section now containing
well over 400 Web and print references. Elke
Schneider and Margaret Crombie have written
an excellent guide for teachers entitled
“Dyslexia and foreign language learning”
published by David Fulton. Those seeking
“hard research” about languages and learning
disabilities are advised to read the articles of
American psychologists Leonore Ganschow
and Richard Sparks. In addition to this large
body of literature, there are plenty of
professional online forums dedicated to
languages or special needs where expert
advice and support are a keystroke away.

Postscript
It is the evening of the Year 9 parents’ meeting at Pearmount School. Mr Coombs has a queue of
parents waiting to see him. His next appointment is with Mrs Wallace. “Your daughter is my best
student” he begins. “Angela listens attentively, works conscientiously and takes every aspect of the
language well within her stride. I hope she is planning to continue with her German next year. She
has every chance of a GCSE grade A in the subject if she keeps up her efforts!” A puzzled
expression comes over Mrs Wallace’s face and she replies: “I’ve been to see the Special
Educational Needs Coordinator and Angela’s English teacher, who are both worried about her
progress. You do know that the school’s Educational Psychologist has just tested Angela and
confirmed that she’s dyslexic?” Now, how do you think the conversation continues between Mr
Coombs and Mrs Wallace?
David Wilson teaches French, German and students with special needs at Harton Technology College in
South Shields, in the N.E. of England. His main research interests are in the field of modern foreign
languages (MFL), special needs (SEN) and information technology (ICT). He has written articles for CILT
and BECTa (British Educational and Communications agency), he has run teacher training workshops and
has contributed to the recent European Commission report about languages and special needs. His research
papers and samples of teaching materials can be found on his website at:

www.specialeducationalneeds.com
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The Challenge of the Indigo Children
David A. Hill
The Issue
Those involved with children – parents, teachers, carers, social workers – have increasingly noted that
today’s children are different. This is not just the simple generational changes we have all witnessed and
dismissed as a ‘kids these days….’ phenomenon. What has been noticed is that children often display a new
and unusual set of psychological attributes and patterns of behaviour which have not been documented
before.
A Task
Think about the children you work with. Are there individuals in your class(es) who display (some of) these
characteristics, and have been doing so for a long time?
 much less likely than the other children in class to pay attention to school work
 make seemingly inexplicable mistakes.
 appear to have much more difficulty sustaining concentration when engaged in practical or play activities.
 seem unable to listen even when spoken to directly.
 do not complete tasks which they have been given.
 unable to get hold of themselves and the set task sufficiently to organize their thoughts and plan a reasonable
course of action, yet they do understand what is expected of them when questioned.
 actively avoid and clearly dislike tasks and activities that demand sustained concentration and thought.
 regularly manage to lose things – school items such as pens, pencils, but also precious personal things like toys.
 easily distracted, turning towards movement and noise. ‘Over-alert’.
 forget routine tasks.
 appear restless in all situations.
 show a clear pattern of wandering around the room when the task demands that they are seated.
 take any opportunity for running around or climbing.
 do not engage in quiet play.
 seem persistently active, with little need for rest periods.
 say things which are not thought out; talk for the sake of it.
 raise hands and blurt out answers before the question is finished, and the real answer can be known.
 have real problems turn-taking.
 have weak social skills; unable to join conversations and play other than by barging in.

If your answer is yes, and you can think of children who display several or many of these attributes, it is
likely that you are dealing with Indigo Children.

The System’s Answer
Because non-conformists are a problem in organisations, institutions and systems such as state schools,
children who display such behaviours are, at best, labelled as being a nuisance, uncooperative, hyperactive,
antisocial, negative, out of control. But increasingly the worst-case scenario prevails and they are labelled as
having ADD (Attention Deficiency Disorder) or ADHD (Attention Deficit Hyperactive Disorder). The major
answer to such behviour by the authorities (educational, social and medical) is to prescribe psychotropic
drugs based on amphetamines: Ritalin (Methylphenidate), Dexedrine (Dexamphetamine), Cylert, Tofranil,
Norpamin, Prozac, Paxil and so on.
There has been a significant increase in the diagnosis of ADD/ADHD and subsequent prescription of Ritalin
etc. in the past 20 years, as the following statistics indicate.
USA : In 1990 900, 000 children were on Ritalin. In 2000 5 million children were on Ritalin
AUSTRALIA: 1 in every 36 boys in New South Wales, Australia takes Ritalin
UK: In 1992 2,000 prescriptions for Ritalin were written. In 2001 254,000 Ritalin prescriptions.
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The system has tried to ascribe the increase in ADD/ADHD to a range of causes, from poor parenting (the
hippie generation’s kids), to inadequate diet (increased consumption of junk food), to environmental issues
(TV/Computer abuse), to changes in parts of the brain that control impulses and concentration, and which are
genetic. However, what actually seems to be happening is that we are in the middle of a visible stage of
human evolution, with new generations moving onto another plane of which the establishment is completely
unaware and unable to cope with.

Why ‘Indigo’ Children?
In 1982, Nancy Ann Tappe published Understanding Your Life through Colour in which she classified
certain types of human attributes which seemed to correlate to the colours of the electromagnetic field
surrounding all living things – in the case of humans, the auric field. She found that a deep blue colour was
being seen in about 80% of children born after 1980. She called this colour ‘indigo’. The term was then
coined by Lee Carroll and Jan Tober for their ground-breaking book (1999) on the new children. It is no
coincidence that ‘indigo’ is also the colour at which the 6th chakra – the so-called ‘third eye’ - primarily
spins. This is the chakra which regulates psychic phenomena.
It has been estimated that the ‘Indigo phenomenon’ has been with us for around 50 years, with the first
noticeable individuals (between 1% and 5% of all children) appearing before 1964, and then with subsequent
generations a higher proportion, until we have reached today’s levels, which in some areas may be over 90%
of children. Patterns of evolution are never uniform nor sudden.
Many adults who have identified themselves as being ‘Indigo’ from earlier generations, have formed groups
and web chat-rooms, where they can share the problems they have faced and still face as a result of society’s
inability to cope with them.

How does it feel to be an Indigo Child?
According to researchers, the ten most common traits of Indigo Children are:
 they have a feeling of royalty
 they get frustrated with ritual-oriented
systems
 they feel they deserve to be here
 self-worth is not very important to them; they
 they often see better ways of doing things
know their own value
 they often seem antisocial
 they have difficulty with absolute authority
 they do not respond to ‘guilt’ discipline
 they simply won’t do certain things
 they tell you what they need
They are also usually headstrong and strong-willed, isolationist and easily bored. They seek real, deep and
lasting friendships and bond easily with plants and animals.

The Indigo Child at School
At school Indigo Children behave differently in important areas of classroom activity:
Knowledge; They can suck up knowledge like a sponge, especially if they like or are drawn to a subject,
which makes them very advanced in their areas of interest.
Experience: They know that experiencing life helps them learn best, so they create the experiences they
need to help them with their current problem or area where they need to grow.
Relationships: They respond best when treated like a respected adult/equal. If you’re not playing your part
of the relationship properly, they feel justified in challenging you about it.
Learning: They have an inherent strong determination to work things through for themselves and only want
outside guidance if it’s presented to them with respect and within a format of true choice. They prefer to
work things out for themselves.
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These characteristics invariably lead to conflict between the child and the system, which can be summed up
as follows:
Indigo Children:
Education Systems:
a) live instinctively.
require research-based proof.
b) have self-esteem and a positive self-image.
require a socially acceptable ‘self’.
c) need discipline which is logical and realistic.
have rigid and fixed rules of punishment
d) need choices and the opportunity for experience.
give orders and limit choice /experience
All of this means that we, as teachers, have to find new ways to work with the Indigo Children who
increasingly populate our classrooms. The way forward is through the kind of attention to the individual
which ‘humanistic’ approaches to teaching have always suggested. I list nine suggested patterns of teacher
behaviour which will complement the Indigo Children’s needs:
1) Treat them with respect
2) Help them create their own disciplinary solutions
3) Give them choices about everything
4) Never belittle them
5) Always explain why you give them instructions

6) Make them partners in bringing them up
7) Explain everything you are doing
8) Let them decide what they are
interested in
9) Avoid negative criticism. Offer support and
encouragement

Postscript
Please read the following extract carefully, and learn from the wisdom of our fathers. Then take it into your
classroom and learn from the wisdom of our children.
Your children are not your children.
They are the sons and the daughters of life’s longing for itself.
They come through you but not from you,
And though they are with you, yet they belong not to you.
You may give them your love, but not your thoughts,
For they have their own thoughts.
You may house their bodies but not their souls,
For their souls dwell in the house of tomorrow, which you cannot visit, not even in your dreams.
You may strive to be like them, but seek not to make them like you.
You are the bows from which your children as living arrows are sent forth.
Let your bending in the archer’s hand be for gladness.
Kahlil Gibran: The Prophet (1923)
Some resources:
Much of what is written above is taken from the work of Carroll and Tober, and the related web-sites.
Books:
Carroll L/Tober J (1999) The Indigo Children. Carlsbad, Ca: Hay House
Carroll L/Tober J (2001) An Indigo Celebration. Carlsbad, Ca: Hay House
Lancaster D (2002) Anger and the Indigo Child. Boulder, Co: Wellness Press
Virtue D (2001) The Care and Feeding of Indigo Children. Carlsbad, Ca: Hay House
IndigoWebsites:

ADD/ADHD Websites:

www.indigo.com
www.netdoctor.co.uk/facts/adhd.
www.metagifted.org/topics/metagifted/indigo (Wendy H. Chapman) www.addiss.co.uk

David A. Hill is a free-lance teacher, trainer and materials writer working out of Budapest. He has been
involved in IATEFL for nearly 20 years, as a member, TT SIG Newsletter Editor, Italy Branch Co-ordinator,
and currently as a Committee member with responsibility for publishing. He has written YL materials for
Spain, Kazakhstan, Morooco, Egypt and Eastern Europe. This paper is the result of his experience of living
with Angelika Helena since she joined us on 31 st January 2002, and on his conversations with primary
teachers and classroom experience around the world over the past 35 years.
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ÊTRE ET AVOIR
“To Be And To Have”

John Eldridge
Introduction
George Lopez is the only teacher in a small
primary school in Puys-de-Dome, Auvergne,
France. Accordingly, all his students,
regardless of age or progress, have to be taught
in one single class.
Nicolas Philibert’s ‘Être et Avoir’ documents
an academic year at George’s school. It is
filmed with all the wistful melancholia of
French cinema, and as the seasons roll
inexorably by, the viewer is slowly drawn into
the remote world of a small farming
community. Snow sheets the landscape, the
rain floods it, and when the sunshine of spring
finally emerges, it brings with it, two new
graduates from George’s school.
George, now approaching retirement, lives
above the school, and as far as one can tell, the
school is his life; We see him first thing in the
morning laying out the materials for the day,
and preparing to greet his students as they
stumble from the school minibus; we see him
late at night preparing the next day’s activities,
still in his classroom.
The film gives us all kinds of glimpses of
George’s numerous roles, as teacher, as
advisor, as counsellor to students and parents
alike, as disciplinarian, and as friend. In
George’s school, tradition and humanism
embrace each other like long-estranged
partners, and this for me was one of the most
fascinating themes of the film.
Tradition
There’s no fashionable methodology to be
observed in George’s school. Dictation is
perhaps the favourite item in his teaching
arsenal, multiplication tables are clearly in
vogue (no signs of calculators), and the
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younger children learn to form their letters
through
prescribed
methods
through
mechanical copying exercises.
Routines are valued too. Children stand up at
the beginning of the day, and are expected to
treat their teacher, and each other, with due
respect. Behaviour is to be orderly. Transgress
from the rules, and George is upon you, not
with the rod, but with an intense, moralising
brand of psychotherapeutic discipline, in
which you have to account for and justify your
misdeeds under a barrage of Socratic
questioning.
George is never angry, but he can be very,
very disappointed in you, and even as a viewer
you feel yourself start to wilt under his gentle
but relentless assault. In class, you are praised
where praise is merited. There is no empty
encouragement, no ‘very good, nearly, try
again,’ for wrong answers. Wrong is wrong.
You are taken back to the beginning of the
process and you start anew. George does not
let you off the hook.
George does however eschew physical
punishment, unlike one or two of the parents,
who are quite happy to administer oldfashioned agricultural slaps to their children
(one suspects the children might actually find
these short, sharp shocks far more congenial
than one of George’s withering inquisitions).
Or, as one mother personalises the learning
process, after a frustrating homework session
at the kitchen table, ‘What’s six times two
smacks, huh?’ – or words to that effect.
George censures, but he never humiliates,
never degrades.

Cats: The IATEFL Young Learners SIG Publication

Page 19

Humanism
George is a teacher who cares, not just for
learning, for lessons, but for each and every
one of his children. A student cannot make an
interjection of any kind in George’s lesson
without George asking for further comments,
asking the child to explain, to justify, to say
more. Within his traditional method, there is
an emphasis on learner opinion and viewpoint
that would shame many purportedly
humanistic practitioners in far more
progressive environments. Personalisation for
George is never tokenistic. We never learn
whether or not he is acting from any specific
articulated philosophy, but what does shine
through is a belief that the natural curiosity of
the learner must be encouraged and that this is
the prime role of the teacher, as opposed to,
say, the completion of material, or the
syllabus.
In the same way, the teacher is not the ultimate
arbiter in George’s class, and when work is
completed, all students are invited to evaluate
and comment on it. The students sit and work
in groups, and discuss their work within a
room that is pristine in its organisation. The
class library, wall-charts, displays of student
work, class ‘zoo’, materials - everything is in
its place. You have entered a learning
environment. Not a classroom.
Ownership
A recent article suggested that as teachers we
can never be static in our development. Rather,
we must always be either in a process of
growth or decay. It was instructive to see that
George, approaching retirement, pondering
with his class how many thousands of
dictations he has delivered over the course of
his career, does not appear to be in a state of
decay at all, even though, he must have
repeated the same courses and lessons time
and time again.
Is it that George has understood, as many of us
perhaps have not, that education is only
minimally about
curricular initiatives,
textbooks, and syllabuses? Or is it just the
result of circumstances in which George has
had no choice but to assume responsibility and
ownership for all aspects of his students’
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education that has led to the humanisation of
his classroom?
Certainly there are no tiresome committee
meetings for George, no forum for complaints
about materials, teaching methods, testing
methods. If something doesn’t work, basically
it’s all in George’s hands. One doesn’t envy
George’s workload necessarily, but the film is
a powerful indication of what trust (even if
enforced) in teachers can achieve.
To George, teaching is a vocation, his life’s
work. To many practitioners it is merely a job.
This is not terribly surprising. After all, when
we are effectively told what to teach, when to
teach it, with what books, with what method,
and to what end, not only do we feel somewhat
less motivated towards the exercise in general,
but also far less inclined to take any
responsibility for any resultant failures.
This is not George Lopez’s world, however.
And in this sense, George is a professional
teacher, with skills, knowledge, ethics, and
autonomy, empowered by his society (even if
reluctantly) to develop its younger generation.
Postscript
Être et Avoir was chosen as one of the best
films of 2002 by a select body of international
film critics. After its surprising commercial
success, George Lopez started a court case
arguing that he should be paid a percentage of
the considerable profits the film made. In
2004, the French courts dismissed his case.
Regardless of George’s star qualities, or the
contribution of his teaching methods to the
commercial success of the film, this was a
documentary only, and George had agreed to
be filmed with no contract for commercial
reward. Just one more ethical question
provoked by a film which already contains
almost endless potential for generating
discussion and reflection within our
profession.
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Some Ideas for Using Etre et Avoir for
Teacher Development
Etre et Avoir is a rich resource for teacher
development activities; What works well is to
give pairs or groups of teachers a discussion
theme each to consider before reviewing the
film, then ask them to focus particularly on
their assigned theme during the film so that
they can report back on it in a concluding
plenary discussion phase. Suitable themes
might include:
i)
Mixed ability Teaching
o Is mixed ability teaching a good idea?
o What does a teacher need to think
about if s/he is teaching a mixed ability
class?
o How successfully do you think George
copes with such a heterogeneous class?
What techniques does he use?
ii)
The Classroom Environment
o What do classrooms in your experience
look like? How would you like
classrooms to look?
o What does George’s classroom look
like? How important is the classroom
environment to the teaching / learning
process that you see in the film?
iii) The Role of Routine
o Do you think there are certain routines
that are important in education? If so,
what are they?
o What routines do you notice in the
film? How important do you think
these routines are?

iv)

The Role of the Teacher
o What different roles do teachers need
to be able to cope with in the course of
their work?
o What roles does George assume during
the film? How successfully?

vi)
Student Involvement
o In what ways can teachers involve their
students in the learning process?
o How does George ‘involve’ his
students? With what success?
Other themes that might be examined could
include discipline, teaching methods, class and
school size, the role of parents, evaluation and
feedback.
Special Needs
George’s class seems to contain most of the
archetypes, from the slow learner, to the
chronically shy student, to the student with
severe concentration problem, the student with
serious illness in the family, and the student
with behavioural problems. What perhaps is
worth noting is that firstly, George is aware of
all these problems. He knows his students, and
he knows what is happening in their lives
outside school as well as inside. In a very real
sense George seems to treat all his charges as
students with special needs. Secondly, he does
not ignore or minimise the problems of his
students, and whether it be through the
strictness of his classroom routines, a
disciplinary talk, or a quiet chat in the school
garden, there is a firm insistence that problems
must be confronted, considered, and
challenged, and that however young the child,
whatever background they may have, they are
still able - with guidance - to engage in critical
thinking about their learning and their lives.

John Eldridge has been a teacher, teacher trainer and administrator at the Eastern Mediterranean
University School of Foreign Languages, Famagusta, Northern Cyprus, since 1994. The article above is
based on a seminar given for the Cyprus Academic Forum, at Intercollege, Nicosia as part of a series of
bicommunal events in Cyprus
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Intercultural Communicative Competence through Theatre:

Bonfire Night
Janice Bland
The terrorist attack on the London Underground on the 7th July bears several shocking parallels to
the attempt to blow up the Houses of Parliament exactly 400 years ago. In both cases religious
fundamentalists were involved. They believed so blindly in what they were doing that they were
prepared to destroy many lives. Guy Fawkes and his fellow conspirators did not represent the
Catholic community in early17th century Britain any more than the London bombers represent the
Islamic community in the present-day UK. Nonetheless, the backlash in the aftermath to 5 th
November 1605 was tragic for the Catholics of the British Isles. History must not repeat itself
regarding the multi-ethnic societies of today. Drama works “by bringing participants closer to the
subject through emotional engagement but at the same time preserving a distance by virtue of the
fact that the context is make-believe” (Byram and Fleming 1998:143). Participating in theatre can
help children make sense of the world through active involvement and active reflection. In the
following I explain the background to Guy Fawkes and the Gunpowder Plot. Subsequently I briefly
sketch a concept of participation in scripted theatre for young learners of English. To do justice to
all our young learners, including those who “seem to walk to the beat of a different drummer, who
have trouble adjusting to the rigidity of the typical classroom situation” (Cranston 1995:7), we
should take our lead from the children themselves. When children learn through play and makebelieve, those classroom walls just disappear.
Travel in Britain on the 5 th November, and you will see the night sky lit up from dusk to midnight with
flashes of colour and bursts of fire from countless gardens and parks across the country. If you have time to
stop at a village green or city park, you will see dark figures crowding around an enormous, blazing bonfire
for warmth, and gazing into the sky at the exploding fireworks. There may be a mysterious effigy sitting
enthroned on top of the bonfire, burning merrily. The children will be dashing about with sparklers in their
hands, writing messages with splashes of light – soon to melt into the darkness. But what is it all for?

It happened 400 years ago, in 1605, and the folk memory of Guy Fawkes and the Gunpowder Plot
has paled against the fiery fun and games, despite the well-known rhyme:
Remember, remember the 5th of November
Gunpowder treason and plot.
We see no reason
Why gunpowder treason
Should ever be forgot!
What does this traditional saying warn us to remember? The cruelty of indiscriminate terrorism? Treason and
plot, and how they endanger the established order of things? How intolerance can sow the seeds of
fanaticism and violence?
Here is the tale of Guy Fawkes and friends:
The leader was Robert Catesby, a well-connected Roman Catholic. He hoped to throw Protestant England
into a crisis and put a Catholic on the throne. He planned to kill King James together with all the bishops and
lords, by blowing up parliament during its state opening. (For fear of just such a plot, Queen Elizabeth I had
had Mary Stuart beheaded eighteen years previously.)
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Guy Fawkes was chosen to set light to the gunpowder hidden in the cellar under the Palace of Westminster.
He had learned how to use it while fighting in the Netherlands as a mercenary in the Spanish army. Soldiers
searching the cellars discovered Guy Fawkes with thirty-six barrels of gunpowder, after an anonymous letter
had been sent to one of the lords, warning him to stay away from the Opening of Parliament.
Tradition
From that day to this an effigy of Guy Fawkes is traditionally burned on a bonfire each 5th November.
Sometimes children construct the guy weeks before Bonfire Night, using old clothes and a grotesque mask.
With the words “Penny for the guy!” they ask passers-by for coins. (From this tradition we have the modern
meaning of guy: man or fellow.) The conspirators were actually tortured and hung not burned, and some
were shot while trying to escape. A thankful Parliament ordered that 5 th November should be observed as a
holiday, and the festival of Bonfire Night, or Guy Fawkes’ Night, has been celebrated ever since.

Let’s all meet tonight!
For Bonfire Night?
That’s right!
We’ll sit the guy up high,

On a throne of autumn leaves.
Flames, dance wildly please…
Shoot sparks across the sky!
Let’s all meet tonight!
For Bonfire Night?
That’s right!
For the rockets that whiz and crash,
For the colours that splish and splash,
For the lights that fly and flash,
For the magic rainbow rain.
Let’s all meet tonight!
For Bonfire Night?
That’s right!

Why was Bonfire Night such an immediate success that it is
still celebrated with great popularity four centuries later? Any
excuse for merriment on cold autumn nights is likely to be
welcome, especially when a blazing fire and whizzing
fireworks are involved. There is no doubt, however, that the
large majority was ecstatic that the Gunpowder Plot had failed.
Two years previously the English had lost their most popular
monarch ever, Queen Elizabeth I, who had overseen the
Reformation in England (and compared to other European
countries quite peaceably). When the English fleet defeated the
powerful Spanish Armada in 1588, national pride and
patriotism was born. Great dramatists and poets were gathering
and working in London: William Shakespeare, Christopher
Marlowe, Ben Jonson, Edmund Spenser and John Donne, to
name but a few. The idea that all this success and prosperity
had so nearly been destroyed by a small band of religious
fanatics brought about a wave of anti-Catholic feeling and
patriotic rage.

Past and Present

For the bonfire burning bright,
For the flowers of fire alight,
For the glittering, sparkling night,
It’s firework time again!

As usual with terrorist attacks, even unsuccessful ones, the
innocent suffered with the guilty: laws forbidding Catholics the
right to vote, hold office or attend a British university remained
in place for the following two centuries.
Religious conflict, intolerance and fanaticism: sometimes
stories from the past can help us begin to understand problems
of the present.

(Bland 2004)
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Participation in Theatre
Below I outline the value of theatre for early foreign language teaching. The expression participation in
theatre refers here to all drama and theatre activities that include:

1. A script.
This may be fairy tale-like and magical, or it may be rhythmical and in rhyme. It could be the staging of
authentic materials, such as nursery rhymes and picture books. The poem and play extract above are taken
from my mini-play: Bonfire Night.

2. Participation on the part of every child.
This is participation in the acting and organising throughout the theatre project. In my three books of miniplays for 8 – 12 year-old learners of English, each play has a flexible cast so that every child has a speaking
role, even in large classes. My following observations on learning hold true only if every child is given a
share in the work and the success of the theatre project. Unwilling, painfully shy, apparently dull or
disruptive children are usually transformed during rehearsals into creative, constructive and enthusiastic
team members. This is the real magic of theatre. (It is also true for student teachers. Whenever I hold a
seminar on drama methodology, putting on a play to perform to young learners does wonders for the work
ethic and team spirit of the student teachers.)
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Features of early foreign language teaching, and how these are fulfilled through participation
in theatre.
1. Focus on language:
natural, whole language acquisition, but recycling and memory anchors are essential.
Children experience the vitality and creativity of whole language through authentic, idiomatic English. They
feel the beat of the language: the rhythm, rhyme and alliteration. They experience delight in speaking and
chorusing rhythmically, so learning English pronunciation and intonation while memory and listening
comprehension skills are trained. The rehearsals provide intrinsic recycling. They encounter English as a
dynamic and expressive medium of communication, shared by speakers from many backgrounds. Classroom
discourse – Stand over there! Learn your lines by heart! Hurry up, we’re starting! – produces natural
language input.

2. Focus on context:
meaning anchors through Total Physical Response, situational and visual context.
Disembodied English is dull: theatre brings English alive again! The context is a dramatized story,
providing multi-sensory clues to meaning (gestures, facial expression, movement and groupings,
costumes, scenery, props, sound effects and light). Encouraging interest in narrative can lead
towards the love of books and supports literacy in English. Participation in theatre is also training
for reading skills: memorised chunks of language are collected aurally (by ear), can be identified on
the page (often with the help of a picture) and read.
3. Focus on learner:
holistic learning, affective, sociological, multi-sensory/ physiological and cognitive.
Participation in theatre helps achieve a positive mind-set to learning and expel the fear of peer pressure
through a stress-free, play-like learning atmosphere. It encourages constructive, co-operative interaction and
the expression of feelings, thus personal and social learning are enhanced. Children taking part can make
gains in tolerance, reliability, ability to work in a team, putting the team first, learning from others as well as
contributing their own ideas. Participation in theatre is exciting, motivating, enlivening and stimulating. The
children learn while seeing, hearing, touching and moving – their natural pattern of learning. Their selfconfidence and self-esteem, concentration and memory, planning and organisation skills, self-discipline,
diligence and creativity are all encouraged and strengthened.

4. Focus on content:
identification with language through child-oriented and imaginative themes.
Participation in theatre brings intercultural awareness alive. Children experience alternative worlds: a
different country and characters, a different time or culture. They learn to listen and respond carefully, and

are provided with food for thought. The input flows into their (un)conscious collection of ideas.
They learn to empathise with others in a different situation, so enhancing intercultural
communicative competence.
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Motor Functions
Perception and Self-Confidence:
a basis for learning in school
Ingeborg Schwarz
The significance of motor and sensory
development observation.
The number of children with poor movement
patterns,
speech
disorders,
perception
problems, and conspicuous behavior is
growing, and can be noticed as early as
kindergarten. Changed environmental and
living conditions increasingly disturb the
natural development of the children. It makes
little sense to address this issue with ever
earlier testing and selection. Weaknesses,
deficits and disorders are negative terms and
unhelpful in supporting the child. It is better to
observe a child closely in order to provide
targeted support based on identified abilities.
Observation should begin as early as possible.
Motor development:
The motor development of a child occurs in a
specific order, independent of culture, social
status and gender. It corresponds to the
development of the central nervous system.
There are certain "milestones" in this process,
which normally cannot be omitted without
consequence. While the order of development
is fixed, there may be significant individual
differences along the way. Quality and
variability of motor functions are decisive.
Every development in motor function is in a
close relationship with both neural and sensory
development. They cause each other. Well
trained Motor functions make for better
information intake and transfer.
Perception and Sensory Integration(SI):
An undisturbed information flow between the
nerve cells enables the coordination and
comparison of sensory information, allowing a
holistic and comprehensive picture of the
environment to develop (KESPER, SI and
Learning, p.13). If information cannot be
attributed
to
a
specific
experiential
background, the child cannot coordinate its
actions to react to a change of situation. A
linking of stimuli with emotions also takes
place in the integrative process. There are
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three basic functions for the intake of stimuli:
the tactile, the vestibular and the kinesthetic
systems, as well as four further systems,
hearing, seeing, smelling and tasting. Intact
perception with all senses and intact motor
functions form a basis for learning and
behavior. Lower stages of information flow
into higher and visa versa. Information is
constantly needed, particularly from the lower
stages.
Self-confidence and Self-esteem:
The integration of sensory and motor
information allows for consciousness of ones
own body and abilities, connected with
emotion.
An
emotionally
appropriate
evaluation of the self and one’s environment,
combined with the ability to direct one’s
actions and reactions, are the foundation of
communication, self-esteem and satisfaction
(self-respect), as well as of social behavior.
Stable self-confidence, a positive physical
feeling, and belief in bodily functions are preconditions for enjoyment of self-determined
learning.
The learning of key skills such as arithmetic,
reading, and writing depend on a good
development of the basic senses. Conspicuous
sensory and motor dysfunction become
evident in Kindergarten or the first year of
school when children are first confronted with
norms. Lack of flexibility and adaptability
creates difficulties and frustration, resulting in
lower self-esteem. Conspicuous behavior,
listlessness and a lack of learning success are
secondary aspects of underlying primary
problems. It makes no sense to practice
reading with a child who cannot yet read.
Teachers cannot improve the basic skills in
this way- only increase the level of frustration.
Observation:
The child must be seen in the context of its
environment and the observations should be
conducted in a variety of situations.
Observation is also dependent on the
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perception of the observer. Not every
deviation from the norm need be a deficit.
Observation is crucial to providing meaningful
support. Many children who develop
difficulties in the first school years already
stand out in kindergarten. These noticeable
problems are not usually dramatic. They are
often a series of minor symptoms which are
usually interpreted as being insignificant.
However, taken together, they can impair the
development of the children. In kindergarten,
where play and movement are essential
elements of learning, children can be observed
well.
Noticeable problems in sensory-motor
development should also be taken into account
when looking at school difficulties.
But not every behavioral concern leads to
difficulties in school. Many can be well
compensated for. One cannot predict which
examples of conspicuous development will
correlate with specific problems in school.
Children with pre-existing school difficulties
almost
always
display
sensory-motor
problems.
There are two interesting studies on this
subject, one by KESPER, SIM Institute Olpe,
Germany and another by Queens University,
Belfast. While conducting a project on this
topic in my kindergarten, the observations of
the kindergarten teachers correlated to a high
degree with the identified problems in the SI
Screening.
Possible Problems:
Motor: Bad general posture, unusual sitting
posture (e.g. always supports the head), fidgety
sitting, maladjusted use of energy, cramped
pen grip, inharmonious sequences of motion,
constantly open mouth, awkward penmanship,
quickly tired, aversion to moving, constantly in
motion, constantly falls down, continually
jostles others.....
Learning Difficulties: No age appropriate
concepts of quantity and space.
Problems with mental arithmetic and word
problems, with forming rows and sequences,
and with spatial concepts.
Confusing letters and numbers.
Constant questions, because instructions are
not understood.
Cannot follow directions.
Omits letters.
Autumn 2005

Difficulty recounting stories and their
temporal and spatial relationships.
Language problems and limited memory.
Behaviour:
Concentration problems, limited attention
span, lack of self-confidence, constant
aggressiveness, constant clowning, frequent
mood changes, loud themselves but very
noise-sensitive, the child does not like it when
the teacher walks around the classroom or
stands behind him, every change trips the child
up. Further reading about conspicuous
behavior and its relationship to individual
sensory organs in J.Ayres, S. Goddard;
G.Kesper.
Conspicuous behavior can also have
neurological causes or it can be the result of an
illness.
Considerations:
It cannot be assumed that all children of the
same age share the same pre-requisites at the
same time. Teachers must consider this when
designing educational programs, particularly
those dealing with acquisition of basic skills.
In
conveying
content,
neurological
development must be considered:
clear information, much repetition, positive
feelings, short, structured units, participation
of all senses combined with movement.
examination of a topic through sensory
experiences.
transformation of the sensory impressions e.g. into language.
representing and abstracting e.g. writing and
arithmetic.
working in small groups
good co-operation between kindergarten and
primary school should be pursued.
mutual determination of children’s strengths,
from which point support strategies can be
developed·
support must be playful and integrated into
"normal" everyday life.
mutual parental support.
involvement of the entire environment of the
child to discover and strengthen resources.
shared activities as these play a an important
role in the interaction with children.
application of a variety of concepts to meet the
needs of every child.
increased motor and sensory opportunities
(integration of Motortherapists, Motorpedists,
Ergotherapists etc.).
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Some pre-conditions for reading and
writing:
 A good sense of balance, a functioning
kinesthetic sense, and an adapted muscle
tone for keeping the body upright
 Control of neck muscles and position of the
eyes.
 Adequate body orientation- to build a
relationship between the body and space
since this is a prerequisite for a feeling for
height, depth and width- an important precondition for recognizing letters.
 A feeling for the differences between sides
of the body. Without an understanding of
left and right, intersection of both sides in
the body center cannot function. This
ability is needed to recognize letters and
follow a line of text.
 An efficient interaction of the eye muscles.
If the eyes are not able to fuse effectively,
the result is a fragmentary or blurred letter
and text image. Letters are confused, own
errors are not recognized.
 Good central hearing processing as sounds
quickly fade and background noises need to
be filtered out.

Depending upon the quality of the above
conditions, a functional asymmetry, the cooperation of the two large brain halves
develops. The left hemisphere analyzes
individual sentence parts based on grammar
and semantics while the right hemisphere
provides
the
general
context
and
comprehension. Unless all sensory systems
help in processing, difficulties will arise. The
better the sensory systems co-operate, the
better the child can learn and the easier the
learning becomes. If sensory perception is in
any way disturbed, the ability to compare
information, make associations, and classify is
impaired.
Recognizing
super
ordinate
principles, planning courses of action, and
establishing serial orders becomes more
difficult. The ability to solve problems is also
impaired. If everything is present the child will
possess:
attention
and
concentration
adaptability,
learning aptitude, willingness to learn and a
capacity to act.

Ingeborg Schwarz is a Kindergarten and Remedial Teacher, a Kindergarten Director and SI Mototherapist.
She lives and works in Germany and has led a project on ‘Motor Functions, Perception and Self Confidence
as a Basis for Learning in School.’
This text was translated by Gordon Lewis.
________________________________________________________________

Looking at a Learner
Hong Kong

An anecdotal narrative of a series of interventions used by a class teacher with a young
learner identified with ADHD

Wendy Arnold
This article narrates the process I went through
to attempt to be inclusive to a young learner
(YL) who had behavioral problems. It was
four months before the SENCo (special
educational needs co-ordinator) at the school
told me that the YL was on the school register
as having been identified with ADHD
(attention deficit hyperactivity disorder). I had
to ask about the problem. This highlighted the
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need for a whole school policy on sharing
information with all teachers.
Context
The YL is in a class of 35 students in a
monolingual, homogenous aided primary
school in the New Territories in Hong Kong.
The pupils are ten years old. The class is of
mixed ability. In addition to the YL with
ADHD, the following other YLs were found to
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be on the register of SEN at the school, in the
same class:
autism spectrum (nothing specific)
Asperger’s disorder
gifted and talented
hard of hearing
specific
learning
difficulties
(nothing specified)
dyslexia
As well as the seven YLs on the register, there
were possibly another seven pupils with
specific SEN issues. The class had no
additional teaching resources for support.
ADHD
(attention deficit hyperactivity disorder)
‘ …Attention-Deficit/Hyperactivity Disorder
(ADHD) is a neurological brain disorder that
manifests as a persistent pattern of inattention
and/or hyperactivity/impulsivity that is more
frequent and severe than is typically observed
in individuals at a comparable level of
development. ADHD begins in childhood, and
as has only recently been understood, can
persist into adulthood as well. While some
children outgrow ADHD, about 60% continue
to have symptoms into adulthood.
Hyperactivity is identified if a YL displays
these symptoms:
fidgets or squirms
has to get up from the seat
runs or climbs when they know
they shouldn’t
is on the go, as if driven by a motor
talks excessively
Because all pupils behave in this way at times,
only a professional can diagnose ADHD.
Research repeatedly demonstrates that ADHD
runs in families. There are also indications that
the type of ADHD that persists into adulthood
is more highly genetic than the type that remits
in childhood.
It is believed that the prevalence rate for
ADHD is approximately 3 to 7% of school-age
children, and 4% of adults. As children, the
male to female ratio is 4:1.
http://www.adhd.com/family/understanding/sy
mptoms/hyperactive.jsp?reqNavId=1.2.2
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Narrative of interventions
(For the purposes of this article, the YL will be
identified as John.)
In September 2003, I observed that John was
exhibiting some of the symptoms identified
under the ADHD description. A meeting was
set up between John’s parents, John and
myself. An action plan was discussed. At this
point I did not know of John’s ADHD. At this
first meeting John’s parents did not offer this
information, nor did I consider requesting it.
The action plan agreed and signed by John and
his parents included:
keeping a school/home journal to
be shared by all three stakeholders
to communicate with each other
identifying that it was the
behaviour causing the dilemma not
the person
having tokens (stickers) for good
behaviour
I also spoke to all the other subject teachers
who had contact time with this class. None of
the other teachers said they had any dilemmas
and none of them considered the behaviour of
the YL in this class as unmanageable.
In October 2003, a follow-up meeting was
made with all three stakeholders. The purpose
of this meeting was to discuss how effective
the action had been. The following comments
were made:
the seating position in the class had
a direct impact on John’s
behaviour. If he was too close to
the window, he was easily
distracted by what was going on
outside (even though the classroom
is on the 5th floor). If he was near
any
other
YL
with
learning/behavioural differences,
he attempted to attract their
attention. He needed to be at the
front of the classroom so that the
teacher could easily motion to him
when his behaviour was disruptive.
The downside of this was that he
could take ‘centre stage’ very
easily!
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John was regularly losing the shared
journal. It could be an attempt to keep
his parents and the writer apart

In December 2003 the SENCo gave me a
publication issued by the Education and
Manpower Bureau (EMB) on special
educational needs and some intervention
suggestions. I read the EMB manual, did
some internet research and went on an 18
hour course on special needs.
Between January to June 2004 John’s
negative behaviour and attempts to attract
attention were ignored. I realized that John
was unable to control some of the
behaviour but also realized that he was
deliberately getting me to rise to his bait.
John’s good behaviour was focused on and
praised.
Between September 2004 and June 2005, I
continued to praise John’s good behaviour.
I also negotiated with the class teacher
whenever his seating was changed. It was
agreed to place John surrounded by girls
who could ignore his teasing. This
sometimes meant that some girls had to
tolerate a high amount of verbal and
sometimes physical abuse. Luckily there
were enough girls in the class who could
ignore him.
Other intervention methods have included:
- SMILE at John whenever he is spoken
to, even though it might be to caution
him that his behaviour is unacceptable.
It is important that John knows that it is
his behaviour and NOT him that causes
concern
- let John walk about if he looks very
distracted, BUT with the proviso that
he is NOT allowed to distract anyone
from working
- NEVER shout at John although he does
provoke, as he immediately switches
off and will not listen at all.

The situation has improved dramatically. John
seems to know when I am not feeling very
well and this is when he is most likely to
provoke. We now have a 3-strike policy if he
persists in negative behaviour, which is:
state the behaviour that is causing a
problem and state how it makes me
feel using this language ‘ it makes
me feel ….. when you do ..’
state the penalty if they continue
with the negative behaviour e.g. ‘If
you continue doing …. I will ask
you twice to stop. If on the third
time you don’t stop, you will have
to. …+ penalty. It’s up to you. You
can stay sitting next to … or you
will be moved + penalty …’
I have continued to keep the parents involved.
They have conferences at least once a term and
although the journal has been discontinued,
there has been some telephone communication
and written notes in John’s homework book.
The homework book is a very powerful tool. If
there are comments in it written in RED pen,
all the YL are very concerned. The
consequences in some cases are very negative
(YL coming to school the next day with
bruising) and so I prefer NOT to use this
method.
Since December 2004 I have noticed that
John’s behaviour difference has no longer
been observed. He completes most of his tasks
in class, he is passing his 6 weekly tests well
and he seems a very happy child. He is
constantly smiling … he is not on medication!
Conclusion
I now feel more empowered to cope with YLs
with learning/behavioural differences. This is
partly due to the close relationship and
collaboration with John’s parents. John’s
behaviour at home mirrored that at school but
all 3 stakeholders have learnt some strategies
to be inclusive.

Wendy Arnold is a teacher, teacher trainer and course book author based in Hong Kong. She has been
teaching English for the past twelve years at a Cantonese-medium of instruction primary school in the New
Territories. Her research interests are using projects to promote collaborative learning and reading. She is
also moderator of the YL SIG discussion list.
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JUST A THOUGHT
(Information Overload Disorder)
Karmen Feher
‘Luka, come to the blackboard, please’, I said, ‘and write the letters of the word Lea is going to
spell for you.’ At that moment I had no idea what was going to follow. Knowing that Luka is a very
bright ten-year-old boy, very eager to learn English and who usually has no problems with spelling
and pronunciation, I was sure the writing would be done very quickly and there would soon be
another pupil standing in front of the class trying to get all the letters right. But I was wrong. Luka
had mixed up an ‘i’ with an ‘e’ and burst into tears. After being asked about it, he sobbed: ‘It’s
wrong.’ ‘So?’ I asked, at the same time trying to think of something reassuring to say to him. ‘But I
know it.’ he quietly added. Then it dawned on me that this boy (and boys cry, too!) was crying for
two reasons. Firstly, he had made a mistake and secondly, he had made a mistake in spite of
knowing the pronunciation of the letters perfectly well. We managed to solve the problem, the boy
calmed down and we proceeded with the lesson. However, was that just another anecdote in a
teacher’s life? I wonder. But maybe it was yet another case of a learner trying to reach perfection.
There is no doubt that we are entering a new era with regards to teaching and learning foreign
languages. Better access to enormous amounts of information, which we sometimes find difficult to
consume, let alone process, has its consequences. Multimedia, the Internet, and advances in the
publishing industry, which produces masses of new teaching materials and reference books, have
definitely opened up more opportunities for developments in education. As a result, our learners are
becoming more knowledgeable and they are acquiring all the necessary language tools they will
need in the future. They need to deal with and memorize large amounts of information delivered by
teachers who are themselves constantly trying to absorb everything new. And they have both
become quite good at it. However, in spite of all these improvements we
cannot disregard the appearance of what is called 'Information Overload Syndrome' which seems to
be wearing out both learners and teachers. Do we really have to know everything?
According to the Common European Framework all individual knowledge is partial:
All knowledge of language is partial, however much of a ‘mother tongue’ or ‘native language’ it
seems to be. It is always incomplete, never as developed or perfect in an ordinary individual as it
would be for the utopian ‘ideal native speaker’. (K. Morrow, Insights from CEF, 15)

Taking this into account, it is not surprising that recently stress has been put on learning how to
learn. After all, learning is indeed a never-ending story. Therefore, what we really need to learn is
the skills which would not only enable us to acquire as much new knowledge as we need in order to
function in modern society, but also help us to activate the knowledge we already possess. But even
this will not lead us to perfection. Let us not forget that ‘to err is human’, so making mistakes
within the learning context should be allowed for, especially as this does not mean incompetence.
Rather, it is an occasional production of incorrect language. From this, we can conclude that one of
the primary tasks of teachers should be to help learners to accept and even welcome occasional
mistakes. This will enable pupils to learn something new from their mistakes and help them
remember language they have already acquired. Moreover, it would turn learning a foreign
language into a less stressful and a more pleasant experience.
Karmen Feher is a full-time teacher of English at a language school, in Ljubljan, Slovenia. As well as being
qualified in English language and literature, she has qualifications in French, German, Spanish and Italian.
In addition to UK IATEFL, she is a member of IATEFL Slovenia and its Young Learner SIG. She is the SIG
Page editor of 'In-IATEFL', the Slovenia Newsletter. She is also an ESOL examiner.
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Book Review
Book
Review
Primary Pronunciation Box
Caroline Nixon and Michael Tomlinson
Cambridge University Press, 2005 (ISBN 0-521-54545-5)

Reviewed by Don Bartlett
This is a pronunciation games and activities
book for younger learners. The material is
divided into three parts: part one for 7 to 8year-olds; part two for 9 to 10-year-olds and
part three for 11 to 12-year-olds. The book, in
A4 photocopiable format, contains at least 55
lessons with individual lesson plans, extension
activities, and a clearly articulated and varied
CD. Although the printed material is in blackand-white, it is attractively laid out and
presented. In the index, teachers can find the
activity titles, the pronunciation focus, the
activity types, the expected classroom time for
the activity and the classroom format.
The book opens with a phonic approach to the
alphabet so that children become familiar with
one possible pronunciation of each letter. Then
the writers focus on vowel sounds and a
variety of interesting activities to practise
phoneme discrimination, not according to the
Ship or Sheep pattern. Interestingly, the schwa
isn’t mentioned at any stage, but possibly the
argument is that unstress doesn’t deserve
greater attention, which seems practical. The
various activities (such as rhyme matches and
phoneme recognition) are designed to give
children a scheme without presenting the
phonemic symbols themselves, again very
practical.
Many primary teachers have
reservations about introducing the IPA chart at
this level. The IPA underlies everything, but
doesn’t appear at all, although, very usefully,
at the end of the CD there is a list of the
sounds as they appear in words. The

selection of individual sounds or groups of
sounds, predominantly vowels, does not seem
to suggest any particular criteria or language
learning community, but all the activities are
useful and, I imagine, enjoyable. Simple
chants, rap and action songs (and more) are
introduced in order to develop rhythm
alongside segmental phonological features.
Levels two and three continue to focus mainly
on vowels, although there is an increasing
interest in syllables, word stress, linking and
stress in connected chunks, such as nursery
rhymes etc. One or two of the forms are a bit
strained, such as cheeseburger with the stress
on the second syllable, but the emphasis is on
rhythm and it is fun.
There is a good spread of activity type and I
think that children will love the play element
of this material. The book is constructed so
that teachers can follow the course in a linear
fashion, but it is also the type of book you can
dip into and find something valid and
enjoyable to do. Some of the lessons are
possibly a bit labour-intensive, in that the
teacher has to photocopy, cut up and laminate
cards for a whole class, but then you have a
good resource for a number of classes and
years.
All in all, this book has many strengths and I
am sure that YL teachers will welcome it with
open arms. Furthermore, the CD gives EFL
teachers the support they often feel they need.

Don Bartlett is a freelance translator and a teacher trainer who works and lives in Norwich.
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YL SIGs Worldwide

Hungary
www.iatefl.hu/ylsig
YL teaching in Hungary:
Teaching English in Hungary is obligatory from the age of 9 in Hungarian mainstream primary
schools. In practice, nearly 50 % of schoolchildren start learning English earlier than this at school.
There is a wide choice of programmes offered to parents and children by schools ranging from a
system of one session per week to bilingual education. Many children have an opportunity to start
learning the language even earlier, in their nursery years. Educating specialists with appropriate
knowledge and skills to teach young learners is an issue in Hungary these days.
When did your SIG start?
IATEFL Young Learners SIG was launched in September 2005. Since then, we have set up a
temporary website, created a logo for our community, organized a workshop, released our first
independent publication and advertised accredited teacher training methodology courses for
teachers in Hungary.
How many members are there?
Our membership is slowly increasing. After the first 6 months of our existence we have 40
registered members.
Conferences we’ve held recently and future conferences:
We are planning to have a YL stand at our annual IATEFL conference to be held in Budapest 7-9
October 2005. See more on the conference at www.iatefl.hu. The first day of the conference will be
devoted to SIGs. We are offering participants a ‘live’ lesson observation focussing on CLIL
followed by a post lesson discussion and a roundtable session on issues related to TEYL.
Newsletter information:
There are regular YL SIG pages in mELTing Pot, the official newsletter of IATEFL Hungary.
Recent topics covered were classroom management and language, poems and young learners. In
Spring 2005 our first Special Issue was released on ‘Content-based education in Hungary and
abroad’.
Contact:
Lívia Faragó
Vice-president of IATEFL Hungary
Young Learners SIG co-ordinator
livia.farago@iatefl.hu
faragol@yahoo.com

We are working on building out permanent website. The working has not been updated for some
time. The new will hopefully be accessible by the end of August.
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Young Learner Special Interest Group
e-discussion group 2004-5
Wendy Arnold (Hong Kong)
What an amazingly supercharged year! Congratulations to all our regular contributors and I hope
that our 'lurkers' will be tempted to come forward next year.
Summaries of all our discussions are available on our website. Log on to
http://www.countryschool.com/ylsig and go to web resources, discussion summaries. Or check out
the following URL address for archived messages
http://groups.yahoo.com/group/younglearners/
Where shall I start? We now have 393 e-members, but of these only 20% are subscription
members. You’re SO missing out! Come on over and see what you’ve been missing this year.
And onto why you should continue to be part of our e-discussion group or join it! I've added where
the discussion fielders were based so you can see how small our world has become, the archived
discussion summaries also identify the country (where possible) of our members. We are truly a
multi-cultural group!
WHAT’S NEW?
Goodies available for members on our resources site include:
- discussion summaries of fielder led discussions (see below)
- some ad hoc discussion summaries instigated by e-members
- notes and summaries of 19 presentations from the IATEFL conference in Cardiff
CHECK IT OUT!
http://www.iatefl-ylsig.org (resources)
Our invited discussion 'fielders' this year included:
FIELDED DISCUSSIONS
14-21st January, 2005 ‘Content and Language Integrated Learning’ (CLIL) was co-fielded by Jean
Brewster, John Clegg and Keith Kelly
11-18th February, 2005 ‘Materials Development’ fielded by Brian Tomlinson.
4 – 11th March, 2005 ‘What exactly is Accelerated Learning?’ fielded by Susan Norman.
27th May – 3rd June, 2005 ‘Teaching Thinking Skills in School’ fielded by Susan Hillyard.
Check out the number of postings for this discussion (over 600!).
NEW INITIATIVES
In addition we have two new initiatives:
1. e-discussions on newly/state of the art published articles
th
9 May, 2005 ‘Why support a delayed-gratification approach to language education?’by Stephen
Krashen available at http://www.sdkrashen.com
13th June, 2005 ‘Authentic language or language errors? Lessons from a learner corpus’ by Melinda
Tan in ELTJ Vol. 59/2 April 2005
2. a new website focusing on classroom research and an opportunity for e-members to share,
lurk, follow the process of undertaking this type of research
http://80.60.224.77/moodle4/ (classroom research)
It is hoped to instigate a global small-scale research project in order to evaluate the affect of an
intervention. At the time of writing we have not agreed on the exact scale or topic but I’m sure by
the time you read this we’ll have started and will have some feedback. CHECK IT OUT!
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AD HOC IMPROMPTU DISCUSSIONS
In between all these exciting discussions and new
some impromptu discussions, which have included:
- grammar
- real books vs ICT reading
- autism and special educational needs
- classroom management
- Chinese learners and pronunciation
- theory and teaching
- different languages, different personality
- learning to write is key to reading: (some
research from Hong Kong)

initiatives we’ve also managed to squeeze in

-

developing teachers
teacher trainers and credibility
dyslexia and special educational
needs
ending /ed/ sounds and a dilemma
fossilization
Lost in Translation

Some summaries are available in the resources site. For others see the discussion yahoo site.

PLANNED FIELDED DISCUSSIONS FOR 2005-6
14 – 21st October, 2005 ‘Creativity in the classroom’ fielded by Prof. Lynne Cameron of
the School of Education, Leeds. Lynne has completed research on how language is used in
building understanding between people, particularly through metaphor.
4 – 11th November, 2005 ‘Special Educational Needs in the L2 classroom’ fielded by David
Wilson from Harton Technology College, South Shields. David’s research interests lie in the
field of modern foreign languages, special educational needs and information and
communication technology.
Date tbc ‘Reading in the L2 classroom’ fielded by Alan Maley from the Universiti
Kebangsaan, Malaysia. Alan has 40 years experience in language teaching in a variety of
contexts and his particular interests are in the area of creative materials design, and teachers'
professional and personal development.
Date tbc ‘The relationship among action, talk and texts in learning and teaching’ field by
Prof. Gordon Wells from the Department of Education at the University of California at
Santa Cruz. Gordon’s research work has led him to believe that in addition to an innate
predisposition to learn language, children need a rich and varied experience of conversation
with others in order to learn how meaning is made and experience construed in the language
of their own particular community.
Don't forget if you have any 'burning questions' of your own, please DO SHARE. Often the
most exciting impromptu discussions are started by our members questions! Here's to a
fabulous year of YLsig discussions! Hope to catch up with some of you at the IATEFL
Conference in Harrogate. Please do come and find me and the rest of the YL SIG committee!
Take care,
Wendy
Moderator YL SIG e-discussions (Hong Kong)
http://www.iatefl-ylsig.org (resources)
http://groups.yahoo.com/group/younglearners/join (discussions)
http://80.60.224.77/moodle4/ (classroom research)
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CLIL: Content and Language Integrated Learning
Summary of Young Learners Special Interest Group e-discussion
(January 2005)
Issues Discussed
1. Training
John Clegg offered a list of suggestions for TEFL teachers who want to teach CLIL.
Teachers should
a. like subjects – for example, geography, science
b. withdraw from the idea of controlled input and practice teaching. Replace this with the idea
of running a lesson as a good subject lesson but check the language demands of the unit of
work when planning then provide simple language support activities at the point of need.
c. use all the familiar language teacher strategies to provide support e.g. visuals, supportive
teacher talk, group work etc.
d. bring the learners’L1 into the classroom on a considered basis e.g. group work on key
subject matter concepts
e. raise the status of learner strategies
f. talk to subject teachers about language –rich ideas for teaching the subject and in state
schools, coordinate content based FL teaching of the subject with L1 teaching of it.
g. look at CLIL base materials e.g. on websites
h. hold a teachers’ development group on CLIL
Jean Brewster invited colleagues to make specific requests for a content-based approach to training
opportunities they are offered.
Sandie Mourăo pointed out that content teachers know their subjects and have the appropriate
pedagogy but often the language skills are lacking. Language teachers have the language but often
lack the subject knowledge and sometimes the appropriate primary pedagogy too. Teachers are
rarely language and content experts. Training must incorporate both areas.
2. The content / the language
John Clegg said that Social Science subjects are a common starting point is some countries such as
Germany, Spain and Italy because these subjects are inherently about discussion of issues,
phenomena and evidence and Social Science teachers tend to associate language learning
predominantly with talking. However, the language of Social Science is by no means ‘easy’. The
language of Science subjects on the other hand, may lend itself to restricting/ controlling the
language input in a CLIL curriculum. This language is about systems, processes, characteristics,
functions, and locations so core content can be expressed in non-complex linguistic terms.
To summarise, John added that rather than selecting one subject over another, the key is
investigating a subject with the aim of finding manageable content and language.
Jean Brewster spoke of the context as being the guiding factor for the language. Content can
provide a host of excellent contexts. She illustrated this with an example from contextualised
science materials in Primary school. Pupils were supported in using ‘will’ and ‘going to’ in
predicting whether objects would ‘stick’ to magnets.
Bego Iturgaitz responded to the question about whether or not concepts should be dealt with only in
the FL when they had already been covered in the L1. She felt that FL CLIL shouldn’t be left until
after the material was done in the L1. Identify new concepts that lend themselves to being taught in
the FL rather than cover old ground. She observed that pupils feel comfortable dealing with units on
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previously learned topics but they don’t find them as challenging as completely new content. She
emphasised the importance of analysing content and language thoroughly and the importance of
planning in order to offer new language in advance. Bego also mentioned useful books for starting
CLIL:
Chapter 11 from Curtain, H and Dahlberg, C.A. (2003) Language and Children- Making the Match:
New Languages for Young Learners 3rd ed. Allyn and Bacon.
Met. M. Curriculum Decision-making in Content-based Language Teaching in Cenoz, J and
Genesse, F. (ed.) (1998) Beyond Bilingualism. Clevedon. Multilingual Matters.
The Guardian Weekly for March and April 2005 also discusses these issues in detail.
3. Materials and Resources
John Clegg provided a comprehensive list of websites and useful materials:













www.primaryresources.co.uk: Primary
www.enchantedlearning.com: Primary
www.naturegrid.org: a UK local education site
www.innerbody.com:
www.collaborativelearning.org: Primary and Secondary EAL materials
(English as an Additional Language)
www.cernet.at Vienna bilingual project
www.ipl.org (for listings to other sites)
www.e4s.org.uk: educational material
www.scienceacross.org: UK Assocaition for science educators
www.factworld.org: Forum for Across Curriculum Teaching
www.gipuztik.net/inglesa: Basque network
www.topical-resources.co.uk The Primary School Curriculum 2000

Vicki Clark supplements ‘Zoom’ course book with sections taken from New Science for 6- 12 year
olds using English as the medium.
 www.sanyillanausa.com
Wendy Arnold mentioned the importance of sharing materials by making them available to
networks of teachers. She said that one place to meet was:
 www.yahoogroups.com factworld
Carol Read commented that materials’ writing in a context of systematic integration of content is
increasingly becoming far more part of mainstream language teaching practice in many countries.
Some teachers and governments import native speaker books to use in the classrooms while others,
such as in Malaysia, write their own syllabus and curriculum guidelines to suit their own needs.
Ana Artigas wrote about materials creation by teachers themselves and said that teachers were not
the only ones responsible for constructing and developing materials.
Jean Brewster warned teachers about the dangers of badly prepared materials.
Susan Holden pointed out the value of materials preparation in focusing teachers very closely on the
demands of their lessons.
John Clegg summarised that in general, subject materials not written with L2 users in mind, have
facilitative features which decrease as the pupils’ age range goes up. FL educators would like these
features for CLIL purposes.
4.Assessment
Keith Kelly remarked that the area of assessment is a contentious one in CLIL given the scope of
linguistic and content knowledge. CLIL assessment is considered a problem even in the Basque
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context where there are test materials for self-assessment, peer assessment and teacher observation.
The reason is that they are time-consuming and involve a heavy load on the teacher.
Bego Iturgaitz, a teacher involved in the Basque project, agreed that this is true and added that a
decision to be made is how to balance subject and language learning.
A colleague in Turin explained two strands of assessment for CLIL, one for content and one for
language. The former began with an investigation of the objectives of the curriculum guidelines for
the subjects they reflect. This was followed by mapping these objectives onto language descriptors
such as those in the Common European Framework.
An example from the Basque curriculum guidelines on European History and Geography
Objectives:
1.To become aware of the geographical background of Europe
2. To learn some geographical facts concerning physical and political geography and to be able to
interpret graphs, maps etc..
3. To be able to get information about the geographical facts from English sources, both written and
audiovisual and /or on-line
4. To be able to represent geographical data by means of graphs, maps, fact files etc.using the
required language.
5. To be able to carry out instructions in English, leading to the completion of the required tasks.
6. To present orally the outcomes of the final products assigned.
7. To be able to evaluate and self-evaluate the learning process and outcomes
We think of language achievement in terms of achievement of content task.
5. Research into CLIL
Keith Kelly reported that Phil Ball, who works for the Ikastolas network of schools in the Basque
country (www.ikastola.net), spoke of research carried out which showed that children working in
English, Basque and Spanish outscored children from a traditional FL background i.e. not learning
CLIL.
Contributors to the discussion gave the following as suggested reading:
Burton, M.& Heidema, C. (2000). Teaching Reading in Mathematics. Aurora, Colorado
Clegg, J. (1996) Mainstreaming ESL. Clevedon: Multilingual Matters.
Conley, M. (1995) Content Reading Instruction. New York: McGraw-Hill.
Echevarria, J. Vogt, M.& Short, D. (2004) Making Content Comprehensible for English Learners. New
York: Pearson
Grenfell, M. Kelly, M. & Jones, D. (2003). The Training of Teachers of a Foreign Language: Developments
in Europe.
Lang,P. The European Language Teacher: Recent Trends and Future Developments in Teacher Education:
Bern.
Manzo, A. Manzo, U. and Estes, T. (2001) Content Area Literacy: New York: John Wiley
The European Profile for Language teacher Education – A Frame of Reference
(full report on www.europa.eu.int/comm/education/policies/lang/key/studies )
Snow, M. & Brinton, D. (1997) The Content-Based Classroom. White Plains, N.Y: Longman
Supporting Second Language Children’s Content Learning and Language Development in K-5 (in CelceMurcia, 2001)
Unsworth, L. (2000) ‘Investigating subject-specific literacies in schoollearning’. In Researching Language in
Schools and Communities. London: Cassell.

Fnd out more about teaching CLIL from CLIL experts.
Attend our YL SIG PCE in Harrogate on Saturday, 8 th April.
(see details on page 40 of CATS)
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Each IATEFL SIG receives £7 per year per individual member and about £12 per year from
institutional members. The YLSIG has 370 members - 296 individual and 74 institutional (numbers
fluctuate monthly but I’m afraid our numbers have dwindled over the past 3 years from over 400).
The only other income we have is from events such as the PCEs (Pre Conference Events) or other
workshops and conferences we organise in liaison with national organisations, none of which
generates a very significant income. In broad terms, we have an annual income of just under £3000.
Each newsletter costs around £3.50 to produce and send to members, and we produce two a year.
Our other main expenses are a contribution to the IATEFL SIG administrator’s salary and
committee travel expenses. We keep these to a minimum by company sponsorship and increasingly
by holding virtual meetings (with Committee members in UK, Holland, Spain, Portugal, Korea and
Hong Kong you will understand why!). Our outgoings for the year come to around £3,500.
We have around £3,500 reserves in our account, but Mr Micawber would strongly disapprove of the
present trend – our expenditure is greater than our income! The Committee is working hard to
rectify this, through events, publications etc., in addition to keeping a very lively discussion group
and a very informative website going. We hope to have stabilised the situation by the end of the
year, but of course would welcome any constructive suggestions from members about maintaining
or increasing the inflow of funds.
Andy Jackson
Membership & Finance Officer
And bye bye, Andy
Happy Anniversary YLSIG

Committee members, Chris Etchells, Carol Read, Rosemary Mitchell-Schuitevoerder, Sandie
Mourão, Andy Jackson, Gordon Lewis, Wendy Arnold and Jason Renshaw celebrate the 20th
Anniversary of the YL SIG at the IATEFL Conference in Cardiff this year.
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Young Learner SIG Pre Conference Event
IATEFL Annual Conference – Harrogate
Saturday 8th April 2006

Young Learners and the CLIL Continuum
Content and Language Integrated Learning (CLIL) is an umbrella term for a continuum of language learning
experiences ranging through content-based foreign language learning, languages across the curriculum,
English as an additional language, immersion and bilingual education. With threads of common
methodologies these language-learning practices take place in different contexts with different results.
CLIL experiences are gathering momentum world wide, and the YL SIG is bringing a selection of these
practices together, providing examples along the CLIL continuum and the opportunity to share both
knowledge and experience of a methodology. We are arranging a day which will be packed full of
interesting presentations and plenaries. There will also be workshops and communications from leading
practitioners and theorists who will share CLIL practice in primary and secondary education.

Plenary Speakers:
John Clegg

Teresa Reilly

John Clegg is an educational consultant who works with both primary and secondary teachers. His
experience covers work through the CLIL continuum in Africa and Europe.
Teresa Reilly is Bilingual Projects Manager at The British Council in Madrid. She has worked extensively
with the Spanish Ministry of Education on implementing an integrated Spanish/English infant and primary
curriculum.
For further information about the IATEFL YLSIG PCE in Cardiff, presentation proposal forms and
information please look at our website http://www.iatefl-ylsig.org or contact Rosemary MitchellSchuitevoerder, IATEFL YLSIG joint events coordinator rosemary@mitchell9.plus.com or check out the
IATEFL website http://www.iatefl.org/ and follow links to the Harrogate conference.

YL SIG Events 2006
 14th –16th March: Vienna, Austria
‘Interact –Drama in ELT’
International IATEFL YL Symposium PIB and the IATEFL YL SIG
Contact:
anton.prochazka@pib-wien.ac.at
gordon_lewis@kaplan.com

 October: Korea
‘Evolution of YL Methodology - CLIL’
Contact:
gordon_lewis@kaplan.com
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It’s our 40th!
INTERNATIONAL IATEFL CONFERENCE
AND EXHIBITION
APRIL 8TH – 12TH 2006

For this special anniversary we are having our 2006 conference in Harrogate, an elegant Victorian town located centrally on the UK map in Yorkshire, midway between the ports of Liverpool and Hull. Our meetings will
be in the resplendent Harrogate International Centre, set in the heart of
the town, within walking distance of hotels, guesthouses, shops, restaurants and the stunning parks and gardens that testify to Harrogate’s reputation as ‘England’s Floral Town’. Yorkshire is a very special county with
its scenery and its literary associations with the Bronte sisters, James Herriot and Ted Hughes. We hope you will join us for a comfortable and very
interesting stay in this magical county!

PLENARY SPEAKERS
MICHAEL SWAN
BENA GUL PEKER
JENNIFER COATES
More to be confirmed
Details are available on our website www.iatefl.org
Or email generalenquiries@iatefl.org
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Position of Special Interest Group Representative
The SIG coordinators are looking for a Special Interest Group Representative to take over from
Jenny Johnson in April 2006. This is a voluntary post but IATEFL meets basic travel,
accommodation, and other expenses relating to meetings*.
The post involves co-ordinating the work of 14 IATEFL SIGs and representing their interests within
and beyond IATEFL. He or she holds a post on the IATEFL Coordinating Committee (but is not a
trustee of IATEFL). He or she works closely with the Executive Officer and SIG Administrator,
based at Head Office in Canterbury. Specific duties include:
-

drawing up the agenda for SIG meetings, chairing them and helping to ensure that minutes
are taken, and checking minutes before distribution (3 meetings per year)
ensuring a smooth flow of information between SIGs, Coordinating Committee and Head
Office
consulting on SIG Handbook updates
ensuring that SIGs operate within current guidelines
coordinating responses from the SIGs to issues which affect all SIGs, such as proposed new
SIGs, new IATEFL guidelines on policy, finance, etc, the role of SIGs in IATEFL etc
attending IATEFL Coordinating Committee meetings (4 per year, where possible
coinciding with SIG meetings)
presenting a report on SIG activities for the Conference Programme / at the annual
conference AGM

Applicants should:
-

have a proven track record of SIG activism (be current or past SIG co-ordinators, newsletter
editors, SIG or IATEFL committee members)
have access to email and time to deal with email correspondence
be able to attend the annual conference and other meetings

The post is rewarding as the work of the Special Interests Groups is at the heart of IATEFL. It is
also demanding in as much as the SIG Representative will need to motivate and support
hardworking volunteers.
Applicants should send their details and a supporting statement to the SIG administrator in the
IATEFL office. The current SIG representative, Jenny Johnson, will be happy to supply further
details of the post. Email: jenny@bcn.ihes.com
Closing date: 14 October 2005
*The Association will reimburse the SIG representative for actual expenditure for meetings as
follows:
a. In the U.K. - second class rail fare or cheaper alternative
b. From abroad: economy airfare/train fare to the nearest airport/train station plus U.K. travel,
as per IATEFL limits.
c. Accommodation for meetings
d. Registration and accommodation for the annual conference
e. Meal allowances as per IATEFL limits
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YOUNG LEARNERS
SPECIAL INTEREST GROUP
The Young Learners Special Interest Group was initiated in 1985
and has now evolved into a flourishing worldwide network of
teachers of children and teenagers up to 17 years.

YL SIG Committee
Members

Aims
 To provide information on recent developments in the education
of young learners in the field of English as a foreign, second and
additional language.
To help teachers and teacher trainers circulate ideas, research
findings, news etc. and to meet the greater demand for
communication in the fast expanding world of teaching EFL to
young learners.
What do we offer?
‘CATS’: This is a bi-annual publication concerned with teaching
EFL/ESL to children and teenagers. It is available online and
through the post. It includes:
 practical ideas for teachers of young learners,
 articles on methodology and theory,
 details of future events such as conferences and seminars,
 reports of recent events
 book reviews.
Other publications: Joint SIG publications are available from the
IATEFL office. These are the proceedings of joint seminars and
conferences which have been held recently.
Conferences and seminars: The SIG organises a Young Learner
'track' at the annual IATEFL conference and other UK and
international events which are often organised in conjunction with
other SIG groups. The SIG 'track' covers topics which include
infant, primary and secondary practice as well as teacher training
issues.
Internet discussion list: A lively forum to exchange ideas, discuss
key issues and keep fully up to date with everything that’s
happening in the world of YL
English language teaching.
To find out more about the YL SIG and IATEFL please contact:
IATEFL,
Darwin College
University of Kent
Canterbury, Kent CT2 7NY, UK
Tel: 00 44 1227 824430
Fax: 00 44 1227 824431
Email: generalenquiries@iatefl.org
IATEFL Website: http://www.iatefl.org
YL SIG Website:
http://www.countryschool.com/younglearners.httm
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SIG Co-ordinator
Sandie Mourão, Portugal
Finance and Membership
Andy Jackson, UK
Events Co-ordinators
Gordon Lewis, USA
Rosemary MitchellSchuitevoerder, UK

YL Web Site Manager
Christopher Etchells, UK
Publication Editors
Carol Read, Spain
Kay Bentley, U.K.

Discussion List Moderator
Wendy Arnold, Hong Kong
Classroom Research
Database Manager

Jason Renshaw. Korea
Our publication is produced
twice a year. We welcome
contributions or suggestions for
future publications on any
aspects of teaching English to
Young Learners up to 17 years.

Advertisements Rates*
Back cover:
Inside covers
Full page:
Half page:
Quarter page:

£160
£140
£130
£80
£50

* Please note that there is a
5% reduction in our
advertising rates for three
advertisements in
succession.
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‘CATS’ YL SIG Publication
NOW available in PDF…
and can be downloaded in its entirety.
Please send us articles and other contributions for our
2006 publications. The spring one will be on the theme of

'Creativity'
If you have ideas for future themes or topics for CATS, please contact:

*Carol Read: carolread@readmatthews.com
*Kay Bentley: kay_bentley@btinternet.com

or

(Publication editors)

Authenhc Book · fol* INfegt*aled Lea»-t11ng
Special Needs ,
1

Science Place
Body Works
Animals Grow
Healthy Habitats
The Sky's the Limit
Putting It in Motion
- - - - - Variety of Life
Weatherwise
Turn It On!
and more!

Special Needs
Handbook
Learning
Difficulties

• The Magic
School Bus

Penguin Puzzle
Scholastic Readers
In the Arctic
Butterflies
Lost in the Solar System
The Tooth Fairy
Inside a Hurricane
.p';:"<-;"'"Macy,S,~l /li!;
0
and more! Plants Seeds
CHAPT€i' BOOK
•
On the Ocean Floor
Inside the Human
Body
and more!

MA in Teaching English to
Young Learners (by Distance)
The English as a Foreign Language Unit of the Department of Educational Studies,
University of York, was the first unit to run this highly specialised MA in TEYL in Britain.
The course starts in July of each year (or in-country at other times of the year).
This is a 2-year course comprising 8 multimedia self-study modules, plus participation in
an annual 2-week preparatory course at York. Students can choose to focus on one of the
following age groups: 6-11 years, 11-16 years, or 6-16 years.
Assessment is by eight module assignments over the course, some of which require the
carrying out of small-scale classroom-based research projects. Emphasis is on the linking
of theory and practice, making extensive use of material from authentic classes. Students
are enabled to gain a full understanding of:
 how foreign languages are acquired by young learners
 how to create the most suitable classroom environment for young learner acquisition of
languages
 how to approach curriculum and syllabus design
 how to design and create materials for the young learner classroom
 how to manage professional development in the field of TEYL
 how to design, carry out and interpret outcomes of small-scale Action Research
 how to manage assessment and evaluation of TEYL

“This MA has been extremely valuable for me,
especially because of its practical nature. All
the modules have directly influenced my dayto-day working practice. I think that the
programme structure, documentation and
supervision have been excellent”

“This course has enabled me to extend my
professional development in an unexpectedly
enjoyable mode. Whilst not denying that the
course was very rigorous and challenging,
because so much of it involves practical
application and reflection, it melds theory and
practice in a usable and coherent way”

MA in TEYL Graduate
MA in TEYL Graduate

For further information contact:
The MA Secretary, EFL Unit,
University of York, York, YO10 5DD, UK.
Telephone: 44 (0)1904 432483 Fax: 44 (0)1904 432481
e-mail: efl2@york.ac.uk
http://www.york.ac.uk/inst/ltc/efl/courses/ma/mateyl.htm

