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 The Cued Articulation (CA) system of hand cues and colour codes was devised by speech pathologist, Jane Passy, to help severely speech-and language-disordered children understand and pronounce the sounds of speech. A Handful of Sounds is a compilation of chapters written by enthusiastic users of Cued Articulation from Australia and the UK. Contributors communicate novel ways in which to apply Cued Articulation, show how it can support other literacy schemes, and demonstrate how simple it is to learn and apply. A Handful of Sounds also includes the following additional practical support ideas in the appendices: • A survival kit • Tips for using colour to help teach Cued Articulation • A script to make a video for introducing parents and other helpers to the method.
 
 Edited by Jane Passy
 
 The Cued Articulation system has successfully assisted the speech and language disordered over the past twenty years. News of its potential and practicality has spread, not only to speech pathologists/therapists, but also to parents, primary teachers, teachers of the hearing impaired, special education and English as a Second Language teachers.The system is described in two publications written by Jane Passy, Cued Articulation and Cued Vowels, published by ACER Press in Australia and Stass Publications in the UK.
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 contributors Jane Passy Was born in India and educated in England. She qualified from the Oldrey Fleming School of Speech Therapy in 1957. Jane has worked in many settings, both educational and medical, in England and India, though she spent most of her working life in Australia. Her interest in phonetics stood her in good stead when she taught Spoken English to children and young adults from all over Asia while living in India from 1959 until 1967. Jane’s interest in speech- and language-disordered children, and the enormous difficulty they have in recalling and producing sounds, inspired her to devise a system of hand cues and colour codes to describe the sounds of speech, which she called ‘Cued Articulation’. Since retiring from practice, Jane has promoted the Cued Articulation system through workshops held throughout the United Kingdom, and in Ireland and South Africa. She now lives in Scotland, but is a regular visitor to Australia.
 
 Fiona Balfe Completed her training as a speech pathologist in 1974, at the Lincoln Institute in Melbourne, Australia. She worked in adult rehabilitation and completed a Diploma of Education (Primary) in 1975, and joined the Victorian Education Department, now known as the Department of Education and Training (DEET) the following year. For some years Fiona has worked for both DEET and in private practice. Over the years Fiona has worked with pre-school and school pupils with a range of communication difficulties, in both mainstream and specialist settings. Many of these pupils have had English as a second language, with little or no English in the home. A large part of Fiona’s work has also involved professional development and consultation with teachers and other school personnel.This has included the running of CA workshops over many years and writing support materials for implementing CA in the classroom.
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 Adrienne Bamberger Qualified as a teacher in 1992 at Froebel College, Roehampton, in the United Kingdom. A late entrant, she took her first degree, in history, at age 40 at Kingston Polytechnic, Surrey. She took further qualifications in special needs and speech and language difficulties. Adrienne has worked as a classroom teacher in mainstream infant schools and as a supply teacher in all years; as a peripatetic special needs teacher, teaching children with needs including speech and language difficulties, general language difficulties, dyslexia and dyspraxia; and as head of speech language unit in a primary school, with a particular interest in higher-functioning autism. She is now taking a TESOL course to teach English to speakers of other languages. Her interests include drawing, walking, reading, music and cinema.
 
 Jennifer Boer Was born and educated in Melbourne, Australia. She trained as a speech therapist at the Lincoln Institute, Melbourne, and graduated in 1973. She began her career with the South Australian Hospitals Department, working variously in adult rehabilitation and in a child psychiatry day clinic in Adelaide. In 1976, Jennifer travelled to Adelaide’s sister city, Georgetown, Malaysia, as a voluntary locum to Penang Spastic Centre. Later that year she joined the Cambridgeshire Area Health Authority, working there until mid-1979, mainly in the area of cerebral palsy and general paediatrics in schools. Returning to Australia, Jennifer worked as a clinical tutor at Lincoln Institute while studying for a bachelor of theology at the Bible College of Victoria. Jennifer uses Cued Erticulation in both mainstream and specialised settings. She also runs Cued Articulation training in the Yarra Valley where she lives.
 
 Helen Botham Trained as a speech pathologist thirty years ago in Melbourne, Australia. She subsequently completed a Diploma of Education, and has worked with children in the United Kingdom and Australia. She currently works with pre-school and young school-aged children in a private practice in Melbourne. As part of this work, she consults with and advises parents, teachers and carers, and she runs Cued Articulation courses for pre-school and school teachers.
 
 Ruth Corkett Is a speech and language therapist working in North London, United Kingdom. She has worked with a wide range of children in clinical and educational settings, including an infant language unit, a special school and a community clinic (preschool and school-aged children). She has provided training in Cued Articulation to teachers, learning support assistants and speech and language therapists.
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 John Fisher Was Deputy Chief Speech Pathologist at the Royal Children’s Hospital, Melbourne, Australia, for twelve years. Before that he worked in Education Department speech therapy clinics, where he met Jane Passy, learned Cued Articulation and dared Jane to create Cued Vowels. Both systems became essential items in John’s inventory of speech pathology basic skills. John has teaching and speech pathology qualifications and a master’s degree in applied linguistics (Reading University). He is the co-author of Rude Readers (www.elr.com.au/readers) and two published speech-language tests. John’s interests are in children’s language disorders and persistent stuttering.
 
 Mandy Fordham Is a speech and language therapist working in North Staffordshire, United Kingdom. She has worked with chidren and adults with a wide range of communication disorders, and has specialised in the field of hearing impairment. She currently works with hearing-impaired children – from newborn babies to school-leavers in their home and school environments – supporting their families and liaising with a multidisciplinary team of professionals from health, education and social services. Cued Articulation continues to be an integral part of therapy input in schools, alongside teaching and support staff, to encourage these children in their development of speech and spoken language.
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 disabled pupils and a language unit. She joined I CAN’s John Horniman School in 1994, and has developed her use of Cued Articulation to work with severely dyspraxic pupils and to support literacy development. During 2001–03, she also presented training in Cued Articulation and Literacy Development for I CAN’’s national training program.
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 she specialised in working with children with specific speech and language impairments, within language unit provisions from pre-school to junior aged children.
 
 Sue Skinner Worked in the United Kingdom as Chief Speech and Language Therapist with responsibility for Specialist Schools and Units. She specialised in working with children with specific speech and language impairments, within an infant language unit. Sue retired from full-time practice in January 2002.
 
 Andrew Taylor Trained in speech pathology at the Lincoln School of Health Sciences in Melbourne, Australia. He worked at an adult Head Injury Unit in Melbourne for a brief period before joining the Education Department in Geelong, where he has remained for twelve years. Andrew, together with Richard Sunderland, his speech pathologist colleague, has developed a number of programs to address the large demands placed on their service.They currently visit twenty-seven local schools on a fortnightly basis, and provide therapy to 450 clients per year.The prep screening program has evolved over the past six years.The general cognitive screening was developed by Peter Ramholdt, Educational Psychologist, and Ian Cooke, Special Education Consultant.
 
 Diana Thomas Qualified as a speech and LanguageTherapist in Manchester, United Kingdom in 1973. She worked in Manchester, Derbyshire and then Sheffield before moving to the Midlands, where she has lived for 16 years. It was while working in a special school for pupils with moderate learning difficulties (MLD) that she ‘discovered’ Cued Articulation. She gained the Royal Society of Arts Diploma in Specific Learning Difficulties in 1998. She is now working with adults with communication difficulties and finding Cued Articulation to be an invaluable resource both in the area of adult learning difficulties and acquired neurological disorders.
 
 Beth Zielinski Is a speech pathologist currently working and studying in Australia in the area of teaching pronunciation to adult learners of English as a second language. For the first fifteen years of her working life, Beth worked with school-aged children, and in 1994 she completed a masters degree which involved the investigation of the relationship between pre-school language deficiency and later reading difficulties. Since 1993 she has been working with adult speakers of English as a second language. Beth is currently conducting a research project for her PhD which investigates the relationship between aspects of speech production and intelligibility in speakers of English as a second language.
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 Preface Jane Passy Cued Articulation was devised in the late 1970s, to help severely language-handicapped children understand that sounds could be represented by simple hand cues which show where and how speech sounds are made. This original idea also includes the colour coding of consonant sounds to aid written work. The method was found to be an extremely useful teaching aid, not only for the severely language handicapped, but also with hearing impaired, learning disabled, dyslexic, immigrant and mainstream populations. This book contributes to current working practice by explaining and encouraging therapists to share with other therapists and teachers their knowledge of phonetics and phonology and how the system can be used in both clinical and classroom settings to aid remediation with speech, language, reading and spelling problems. A description of how Cued Articulation has developed over the years in the various settings is included. The book includes chapter contributions from teachers and therapists working in the field, and is written in a reader-friendly language.
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 Introduction Jane Passy
 
 A
 
 Almost all children acquire language through speech – speech they hear others using, speech directed to them and speech they produce themselves. In contrast to written language, speech is a short-lived, rapidly changing form of data. The average speaking rate for children is approximately 150 syllables or 300 sounds per minute – and adult speech is even faster! This rapid output of information makes speech an effective means of communication. Most children understand and produce speech well enough for it to be a dependable agent for school learning. Some children, however, have difficulty producing speech because of those auditory characteristics that make it such an efficient communication system. Some children are unable to process heard speech fast enough to keep up with the flow of information; they may have auditory perceptual problems or limited auditory memory storage. Some may not be able to hear all the speech data nor be able to differentiate speech from competing noises. Others may be unfamiliar with the system upon which heard speech is based, and may try to use a system they know better; this is often the case with people learning English as a second language. For example, the /th/ sound in English is difficult for many speakers; often it is substituted with a /t/, /d/, /s/, /z/, /f/ or /v/.These difficulties are elaborated in Beth Zielinski’s chapter (see page 63).
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 What all of these people have in common, apart from difficulty with the spoken form of their language, is a need for the sounds of speech to be supplemented with other non-auditory information. Instead of only hearing sounds, they need to ‘see’ them. Without this extra information these people may have problems acquiring and using speech and language, and may need the help of a speech and language therapist. The ability to attend to and manipulate the sounds within words has been shown to be the most powerful predictor of success in the acquisition of both spelling and reading. Some children have difficulty in developing these skills, but can be assisted to develop them prior to and in conjunction with formal literary instruction. Cued Articulation is an ingenious method of cueing the consonant and vowel sounds of standard English. It was devised and developed while I was working as a speech pathologist in Australia, and has proved a useful remedial teaching tool for many who find it difficult to receive, pronounce, remember or sequence the sounds of speech. Cued Articulation is not a sign language, nor should it be confused with Cued Speech, an entirely different technique used exclusively with people who are severely hearing impaired. The Cues are easy to learn, based on linguistic principles, and depict with precise hand positions and movements the manner, placing and voicing of all the English phonemes. The consonant cues include a system of colour coding to assist in learning to read and spell. The system is described in detail in the two booklets Cued Articulation and Cued Vowels, published both in the United Kingdom and Australia (see references at the end of this chapter).
 
 Consonants The hand movements used are based on logic. Each hand sign represents one phoneme. The method in which the fingers are moved indicates whether the phoneme is a: • plosive (the air is actually stopped and then released to make the sound) • continuant (where the air is allowed to pass through the mouth without obstruction) or • affricate (a combination of the two). The position of the hand indicates whether the phoneme is a back, front or nasal sound. The shape of the hand suggests lip and tongue
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 positions and movements. The number of fingers used indicates whether the phoneme is to be voiced or voiceless; when one finger is used the phoneme is voiceless and when two fingers are used the phoneme is voiced. Thus, manner, placement and voicing of each phoneme is indicated by one simple movement of the hand. All the cues are demonstrated using clear black and white photographs. The phonemes are set out more or less in developmental order, but are taught and learned as needed. Since children with severe auditory processing problems need visual clues, I have devised a method of colour coding all the phonemes so that when they are making word lists and sentences for practice in work books, each phoneme to be learned can be underlined once or twice, depending on whether the phoneme is voiceless or voiced.
 
 Vowels Vowels are notoriously difficult to establish and correct if one does not acquire them naturally; perhaps this is because they have to be recognised by the ear. Vowels cannot be described in print as easily as consonants. With vowels, the variation between sounds has to be heard to be fully appreciated and understood. Since we only have five written symbols to describe twenty-three sounds, in order to avoid confusion I decided not to colour code the vowels. Often the colour-coded consonants draw attention to the vowels anyway. However, if particular attention was needed needed to be drawn to a specific vowel sound, I would indicate this by drawing a line or a dot (depending on the length of the vowel) over the TOP of the vowel in the word. The hand signs I have devised to represent the vowel sounds are – as indeed the consonants are – based on where they are made in the mouth, whether there is lip rounding or not, and also whether they are long vowels, short vowels, diphthongs or triphthongs. It is hoped that the hand signs will serve to remind people who have problems with the pronunciation of vowels how to make them successfully. Showing how diphthongs are pronounced by the hand movements from one element to another has proved particularly useful in teaching people who are hearing impaired. Vowels are sounds made by allowing the breath to pass freely through the mouth. The tongue and lips alter their position for every vowel, but do not move sufficiently near to any part of the mouth to Introduction
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 check the flow of breath. Vowels are always voiced – the vocal cords must vibrate to produce them – and the tip of the tongue should be in contact with the lower teeth when any vowel is being produced. This is important because it counteracts the tendency to retract the tongue. The whole hand is used to indicate the vowels in contrast to the one or two fingers for the consonants. The shape of the hand suggests the lip rounding or spreading, while the movement of the hand suggests the length of the vowel, and the position of the hand the placement of the vowel.
 
 A brief history of Cued Articulation The idea for Cued Articulation (CA) probably stemmed from my experience of teaching Spoken English in two large boarding schools in India, very early in my career as a speech therapist. The children in these schools came from all parts of India as well as from the surrounding countries of Pakistan, Nepal, Sikkim, Bhutan, Tibet, China, Japan, Thailand and Vietnam. There were also a few European pupils from Germany, Italy and Czechoslovakia. These schools were run by priests and nuns from France, Belgium, Canada and Australia. How was I to teach standard spoken English to such a diverse group? The children ranged in age from five to eighteen years, and I was asked to teach them all. I had no set curriculum to follow, so was left to devise my own method of instruction. I thought a course in simplified phonetics, explaining how the sounds of English were produced and adapted to suit the different age groups, would be the best way to tackle the problem. To my relief, it worked. Fifteen years later, when working as a speech pathologist in Australia, I was faced with a group of severely speech- and languagedisordered five-year-olds. The most severe case was a boy named Luke. The area of Luke’s brain involved in learning language had been very severely damaged from epilepsy when he was only three weeks old. When I first saw him at age four and a half, he only had four words. However, Luke’s hearing for ‘noise’, as far as could be ascertained, was normal. His play skills were excellent, as were his gesture and facial expressions. However, he was unable to understand speech. After one year of intensive therapy, Luke knew some basic nouns and a few simple verbs. I thought the time had come to build up a vocabulary of words grouped
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 by initial sounds. Luke knew the Paget Gorman sign for ‘fish’. He would try to say the word, with little success. His attempt would sound something like “kit” or “pit”, or “kis” or “pis”. As /f/ is easy to see on the lips, I thought this would be a good sound/phoneme to start with. I thought ‘finger’ would be a good word, so hoping for another initial /f/ I held up my index finger, articulated the /f/ sound, and asked, “What is this?” he answered, “One” I shook my head, waggled my raised index finger and articulated the /f/ again. Luke got up and came towards me! I shook my head again, pointed my outstretched hand towards him, articulated the /f/ and hoping the ‘fingerness’ of my pantomime would give him some clues. No luck. Luke raised his eyebrows, cocked his head to one side and with a sigh said, “Piano?” I tell this story because it is a good example of a child trying very hard to please but who interpretes gestures at the word level. The initial sound of the word I was trying to elicit meant nothing to Luke. It certainly made me think. Luke needed a system in which the sounds of speech were indicated. He needed to know: • what the sounds of speech were • where they came from • that they were different • that they had meaning • that they could be represented by symbols • that they could be strung together to make words. Luke needed a tangible visual clue to help him remember how to make a sound. The advantage of using a visual symbol such as a written letter or grapheme is that it does not disappear. A spoken symbol on the other hand, once said is gone, and for children with auditory processing problems is almost impossible to retrieve. Thus Cued Articulation was born. The system I devised drew attention to the features of articulation which needed explanation. Luke became actively engaged in exploring his native sound system without the tedious learning of linguistic terms. The state of lips, tongue, jaw, soft palate and vocal cords could all be indicated with one simple hand sign or cue. Rather than Luke having to understand an explanation that to make a /p/ his lips had to come Introduction
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 together, the air had to be stopped behind the lips and then released to make the whispered sound required, all he had to do was watch and imitate me. I would put my index finger and thumb together near my pursed lips and then release them at the same time as parting my lips, thus making the /p/ sound. For the linguists reading this, Luke performed a ‘voiceless bi-labial plosive’. The CA cues were introduced to Luke one at a time, and he was encouraged to copy the cues and say the sounds. Next, the cue plus the written symbol were introduced and presented together. Then a chart was made with about six letters on it, and Luke was encouraged to cover up these with counters as they were cued and said. When they were all covered he could take the counters off the chart to see whether he could remember the cues and the sounds they made. Gradually, more letters were added to Luke’s chart, but not in random or alphabetical order. It seemed logical to group the sounds in developmental order; in this way the different phonemes related to each other became clear. Since the sounds of English do not always correspond with their spelling, the colour coding was added. Rather than choosing to highlight each consonant sound with a different colour, I decided that underlining would be easier and clearer. The system of underlining is a simple idea and needs many fewer colours than trying to colour each consonant. Since /p/ is related to /b/, the underlining is in the same colour but underlined once for the voiceless /p/ and twice for the voiced /b/. Only twelve colours and a graphite pencil are needed. This method of colour coding proved extremely useful later on, when more difficult phonemes and spellings were learned. It is the sound, not the spelling of the word, that determines the colour. The /s/ in the word ‘sugar’ is underlined with the same colour as the sound that comes at the end of the word ‘fish’. This is a different colour to the /s/ sound in the words ‘song’, ‘cent’, ‘city’, ‘cycle’ and ‘fuss’, which would all be underlined with the same colour. The colour coding is explained in the Cued Articulation booklet. Unfortunately, this aspect of the CA system is often overlooked – some practitioners rely on using only the hand cues, not realising the value of the colour codes.
 
 Progress Once I had devised the system, I documented CA into a booklet, starting with just the consonants. The photos for this booklet were
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 taken by an amateur photographer and the first batch of 500 were printed by a local printer. This was not entirely satisfactory, but because the idea was sound and logical, a colleague who was due to present a paper on phonemic development at the annual Australian Speech and Language Conference in 1986 asked if she could take these booklets with her. Speech pathologists at the conference, realising the logic and potential of the system, bought the lot. Thus, CA was launched. Spurred on by this success I wrote the vowel booklet and continued to self-publish and distribute the books myself in Australia. ICAN (Invalid Children’s Aid Nation-wide) agreed to be distributors in Britain, following the Association for All Speech Impaired Children (AFASIC) conference at which I presented CA at Reading University, UK in 1987. During the 1980s I used CA in a language unit attached to a regular primary school, and also with children in a special developmental school – a special facility for children with moderate to severe learning difficulties. The staff were able to observe me using CA with the children. Also at this time the integration of disabled children into regular schools was becoming accepted practice in Victoria, Australia. These children were being helped in the classroom by integration aides who would take their CA into the classroom. Over time, teachers began to wonder what this new system was. The children called it their ‘magic talking’. I was invited to talk about it and then persuaded to set up in-service sessions for teachers on its use for children in regular mainstream primary schools. Teachers were keen to learn the system, and I ran hour-long sessions over a period of six weeks. Teachers were thrilled that they could apply their knowledge immediately and that it helped their pupils to learn the sounds of speech. The idea of these in-service seminars became popular, and many of the primary schools within the district I covered asked me to make them a regular feature. In 1989/90, the state government of Victoria restructured its Ministry of Education. The idea was that multi-skilling of teachers would save money. Drastic staff reductions were to take place and the School Support Centres were to be closed. The professionals working in them – speech pathologists, visiting teachers of the deaf, special education teachers and psychologists – were to be school-based rather than centre-based. Teachers were constantly requesting ideas and techniques which could be used to help
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 them remedy the speech and language problems of the growing number of children who had speech and literacy problems in the classroom. The combination of these events and the encouraging results of the inservice training I had given to teachers persuaded me that I should share the experience with other speech pathologists in Victoria. Because of their background knowledge of phonetics, CA was relatively easy to teach to speech pathologists, who were all used to ‘thinking’ in sounds rather than letters, and they all knew the necessary phonetic symbols. Armed with CA at their fingertips and their teaching notes and coloured pencils in their folders, they were encouraged to set up and run similar in-service training days for the teachers in their districts. They realised they had valuable transferable skills and that they should have the courage to use them. After one year the results of a questionnaire sent to the original participants were collated. Fifty-one different workshops had been run and 800 teachers, parents and integration aides had been taught the system. Most had found the sixweekly, one-hour sessions the most beneficial. Some had to run full or half-day sessions with follow-up sessions. The positive feedback from the teachers was encouraging. The teachers’ attitudes towards the speech pathologists were positive, and they appreciated their specialist knowledge and gained a real understanding of the articulatory process and how it applies to reading, spelling and language. Teachers found they were able to help children with minor articulation problems in the classroom, thus relieving the therapists’ case loads. They were also able to apply their knowledge and help beginner readers learn the sounds needed for early phonics teaching.
 
 Further development of the system Late in 1991, I retired from clinical practice and left Australia. Since arriving in the United Kingdom, I have run numerous courses to teach CA, and I have been fortunate to visit all parts of the British Isles, Ireland and South Africa to promote the system. In 2000 a wall chart showing the colour coding and cues was published, and the video Seeing a Sound and Learning the Cues was re-made. The original teaching notes given to speech pathologists have been turned into a teacher’s pack for others wanting to teach the system. CA needs no refinements or adaptations, for it is based on recognised linguistic principles. Like any system, however, it is at the
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 mercy of those who use and teach it. Giving birth to a new idea is exciting. Launching the idea is exhilarating. Keeping it afloat is a challenge. This is why A Handful of Sounds has been written. The CA system, which was originally devised so that Luke could realise the sounds of speech, has proved to be a very useful tool in helping a wide range of practitioners deal with all aspects of speech and language acquisition. The range includes: • speech and language therapists or pathologists who work with a range of clients, from children developing speech sounds right through to adults who have lost their ability to speak due to accident or injury • primary teachers who use it in the classroom with children learning the sounds of speech and how to organise and manipulate these sounds to make words • remedial and reading recovery teachers who find the approach helpful in showing phoneme/grapheme relationships • teachers wanting to teach correct pronunciation to those who are learning English as a second language • teachers of the hearing impaired who want their pupils to see and say the sounds they cannot hear. Most chapters in this book have been written by colleagues from both sides of the world. The chapters themselves were not intended to be prescriptive, but rather to share a few examples of how CA is useful in different environments. I am keen to see CA go from strength to strength, and am extremely grateful to all contributors, most of whom are working full-time. When CA was first published, I was criticised for not giving examples on how to use the system. I have always encouraged people to understand that once they had mastered the technique they would realise the benefits of the system and the many different ways they could apply it to suit the different populations with whom they were dealing. I hope the following chapters prove me right!
 
 References Passy, J Cued Articulation, booklet published in Australia by the author in 1985–90 and by ACER Press (Camberwell, Vic.) in 1990, and in the United Kingdom by STASS Publications in 1993 Introduction
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 Passy, J Cued Vowels, booklet published in Australia by the author in 1985–90 and by ACER Press (Camberwell, Vic.) in 1990, and in the United Kingdom by STASS Publications in 1993 Passy, J (2000) Seeing a Sound and Learning the Cues, United Kingdom: STASS Publications Passy, J Presenters pack and wall charts, United Kingdom: STASS Publications Note In Australia the term ‘student’ is commonly used to refer to someone undertaking studies at any level, including primary, secondary, tertiary and postgraduate levels. In the chapters that follow, the term ‘pupil’ is used to refer to children at primary and secondary school levels.
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 CHAPTER 1
 
 Cued Articulation: A twenty-year perspective Fiona Balfe
 
 I
 
 Introduction It’s hard to remember a time before Cued Articulation (CA). CA, like the portable tape recorder, has been woven into the fabric of my professional life. Both came to revolutionise the way I worked at about the same time. I first met Jane Passy in 1980, when we were working with severely language-disordered, pre-school children and school pupils in adjoining districts in outer Melbourne suburbs, in Australia. Jane had set up a special class for language-disordered children at a local primary school, and had convinced the Department of Education that there was a great need for such a facility. Jane’s language classroom was to become the blue print for a series of language units taught throughout metropolitan Melbourne. I was to be involved in the setting up of the second unit. Early that year, Jane and I attended the first workshop on PagetGorman Signed Speech in Melbourne, and she introduced me to CA. Like Paget-Gorman Signed Speech, CA soon became an integral part of working in the Language Unit, as well as with many other pupils with a range of articulation, language and literacy difficulties. Like most speech pathologists at that time, I had my own limited repertoire of signs. These, along with mirror work, drawings and some
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 ‘hands on’ facial manipulation, were used to assist pupils to learn how to produce and then sequence sounds in words. I can still remember my excitement when Jane showed me her as yet unpublished CA. Its potential to improve my own treatment practices was obvious, and I marvelled at the ingenuity of so much complex information embodied in such a few signs. Here was a system of signs which coded or described all the complex information about sounds into a system of logically organised signs. Unlike my signs, it was able to code the three distinctive features or characteristics of sounds – voicing, manner and placement. It also had the advantage that the signs could be made with either hand, and all but one of the signs were made with one hand. Once proficient, this made it easy to use CA at the same time as manipulating materials or in association with a sign language.
 
 The response of children and parents to CA It was interesting to observe the excitement of pre-school and school children when they were first introduced to CA. Not only did I see an acceleration in their learning, but they often started to use the signs with no formal teaching. CA soon became part of my diagnostic evaluation of the auditory awareness of these children. Whether engaged in play or more formal sessions, it has been valuable to ascertain which children started to use CA spontaneously and which ones needed more direct intervention. Parents were equally excited to find a technique they could use to help their child’s learning in everyday situations, as well as in more formal practice sessions. Over the more than twenty years that I have used CA, this versatility has proved to be one of its enormous strengths. It is a portable technique, which requires no special equipment, and it can be used with individuals, small groups or the whole class. As little training is required for parents and teachers to learn the signs, consistent models can be provided to the child both at home and at school. It has been fascinating to note that children, both with and without speech and language/learning difficulties, often learn the signs intuitively and much faster than adults.
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 CA in the mainstream classroom One of CA’s strengths for the mainstream classroom is that is an ‘addon’ technique which a teacher can use to enhance other good teaching practices. Teachers are often relieved that using CA does not mean that they have to stop using other techniques they have found successful. This ability of CA to be used with any program that teaches about sounds means that it has not only endured but has continued to broaden in its application. Over the years I have used CA with pupils of all ages and difficulties, including articulation, language, learning and hearing difficulties. Many of these pupils have also had other difficulties, such as moderate to severe intellectual difficulties, autistic spectrum disorder, oro-motor difficulties and more general motor impairments. Most of these pupils have also been learning English as a second language. In the past few years I have been using CA with newly arrived adolescent pupils learning English as a second language. With these latter pupils, I have adapted work developed for individual and group sessions in the primary schools to this older age group, using CA in association with concepts from the LiPS program (Lindamood Phoneme Sequencing Program for Reading, Spelling and Speech) and the THRASS program (Teaching Handwriting Reading and Spelling Skills). This has been very successful in helping these pupils to understand and to use the sound system of English. In my more recent workshops, I have had LOTE teachers (Languages Other Than English) who have then used CA, with some minor adaptations, to help pupils learn the sound system of the language they were teaching (see reference list at the end of the chapter.)
 
 Teaching class teachers to use CA In the late 1970s to early 1980s, speech pathology services to school age children in Melbourne were usually provided at a centre far removed from school and home. During the mid- to late 1980s, services to these pupils were increasingly provided at the school level. An important part of a speech pathologist’s role in education was to evaluate how the pupil could be better supported in the classroom. At first this often involved trying to convince teachers to use some CA signs to assist pupils with special needs. It wasn’t long, however, before
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 some teachers wanted to learn more about CA when they realised its relevance to the development of literacy skills for all pupils. Around this time, Jane published CA and embarked on a series of workshops. Her enthusiasm and energy was infectious and, as a result, many speech pathologists took up the challenge to provide workshops to teachers and parents and to classroom assistants for pupils with special needs. Over the years I have tried different workshop formats in an attempt to meet the changing needs of schools and teachers. In addition to the original format of five- to six-weekly after-school sessions, others such as lunchtime workshops, two half-day and full-day workshops have been tried very successfully. Although the half and full-day workshops require more follow-up, as the learning is quite concentrated, they allow the workshop to be scheduled on wholeschool professional development days rather than after hours. This is often preferable to after-school hours, when many teachers have other commitments. The most successful programs have been in schools in which teachers have formed their own signing support group, with input from me as needed. CA has continued to be part of my professional development program to teachers, but its content has changed to incorporate new ideas and programs. Early feedback from teachers indicated that they wanted practical activities that could be used immediately in the classroom, and so over time the number and types of activity have grown to cover different age groups. During the workshops teachers have found it beneficial to develop their confidence in using CA in these activities, in co-operative learning groups, before they use the activities in the classroom. It has also been useful to introduce teachers to the LiPS and the THRASS programs, as CA complements both of these programs, which focus on sounds in quite different ways. The THRASS program is a phonographic program which focuses directly on the speech sounds. It teaches that speech sounds or phonemes can be represented by different spelling choices, which may be a graph, a digraph or a trigraph; that is, one letter, two letters or three letters, respectively. The LiPS program is a multisensory program which focuses on the auditory–perceptual skills considered essential to the development of reading, spelling and speech.
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 More recently I have developed separate workshops for teaching the signs for the consonants and the vowels. Working in an area in which 75 per cent of pupils have a language other than English in the home or as their main language, there has been a big demand for learning about vowels. This has involved teaching teachers to assess which vowels are causing difficulty at the oral and/or written level, and developing activities or introducing teachers to programs for use in the classroom. Class teachers have also wanted guidance on the best way to introduce CA to the classroom. Each teacher has to make this decision based on the grade level, the teacher’s own confidence in using the system and other curriculum considerations. Some teachers like to use the information gained from a CA workshop to start a whole new approach to teaching pupils about sounds. Many teachers like to use CA to enhance their existing teaching about sounds in the curriculum. A handout titled ‘Different methods of introducing Cued Articulation’ is included as Appendix 1 (page 116). It summarises information presented in workshops to assist teachers to find the method which suits their individual learning style. Class teachers have found it useful to gather a core of materials suitable for a grade level. I usually complete a workshop with the concept of ‘The Cued Articulation Survival Kit’ (see Appendix 2, page 117). This contains a list of materials that class teachers have found most useful in their classrooms. Feedback to CA workshops continues to be very positive, and the ‘old days’ of trying to convince schools who were deep in the ‘wholelanguage’ philosophy that many children still needed direct instruction about sounds have long gone. Class teachers are now also seeing the benefits of teaching children to think about sounds or phonemes and how the sound system of English maps onto letters or the graphemes.
 
 From small-group to whole-class teaching For many years I had taught CA to small and medium-sized groups in a classroom, but I had never worked at the whole-class level until two teachers invited me to run a series of lessons once a fortnight in their prep grades. This gave me a chance to try out my ideas and suggestions to class teachers at the whole-class level. The class teachers then revised and extended the activities with their class before the next lesson. Cued Articulation: A twenty-year perspective
 
 5
 
 4443-A HANDFUL OF SOUNDS TXT
 
 27/4/04
 
 4:02 PM
 
 Page 6
 
 In the first lesson, concepts from the LiPS program were used to encouraged the children to explore how difficult it is to learn if you can use only one of these senses. A character drawn onto a large poster was used to teach the children about using the three senses of feeling, seeing and hearing to learn about sounds. This main character was only happy when his hands, ears and eyes were working. At the beginning of each lesson the character was used to revise the concept of multisensory learning with CA. His mouth was turned from a sad to a happy mouth once the class was primed to use all three senses for the day’s lesson. The pupils were first introduced to the voiced/voiceless pairs of sounds and then later to the other sounds. The developmentally earlier developing sounds were introduced first wherever possible. The concept of quiet and noisy ‘brothers’ from the LiPS program was used to develop a ‘Quiet’ and a ‘Noisy’ character to represent this difference between sounds. The characters were drawn onto separate posters and were identical except for the mouth. The Quiet character had a very thin mouth and the Noisy character had a very large mouth. As the sounds were introduced to the children these characters were used to teach the children about the voiced versus voiceless features of sounds. As the voiced and voiceless pairs of sounds were introduced the children were encouraged to decide whether the sound was quiet or noisy, and to describe how they were making the sound; that is, to answer the question “What’s working?”. The children then explored how the CA sign helped them to remember how they made the sound. The children’s learning was then reinforced by singing songs and playing games. A song for each sound was taught using the ‘Singing Alphabet Cards’ produced by two Australian speech pathologists, Elizabeth Love and Sue Reilly. The children also enjoyed thinking about which children had a name that started with the sounds being taught that week. The class would then think of a song to sing to this pupil; for example, “Peter is peeping pppp” as Peter stood up and did the actions. Even very shy pupils enjoyed having the class sing a song to them. Each week two to three games were chosen to revise the sounds taught in previous weeks and to teach the new sounds. The children particularly enjoyed a game called ‘Quiet and Noisy’, in which a sound was produced and they had to decide which side of the room they should move to, the quiet side or the noisy side. At a
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 more advanced level, the children had to decide whether the initial sound in the word was quiet or noisy. Another weekly favourite involved giving each child a toy that started with one of the sounds being taught. Children then took it in turns to say the name of the toy using CA, and to decide whether the initial sound was quiet or noisy. The toy was then given to the appropriate quiet or noisy character. The LiPS program contains scripted lesson examples for teaching pupils to explore sounds, which are extremely helpful to use in conjunction with teaching CA. The program also includes a number of useful labels for sounds, enabling pupils to talk about sounds and what is the same and different about them. This allows pupils to explore their errors in reading, writing and listening to sounds. The dialogue could go something like this: “Today, ‘Quiet’ and ‘Noisy’ are going to help us learn about some new sounds. We are going to use our ‘Magic Talking’ (CA) to help us be ‘Sound Detectives’ again.” (Show a picture of a detective looking for clues.) Who can remember what a ‘Sound Detective’ does?” “I have brought Quiet and Noisy with me again today. Remember, when the sound is noisy we can hear and feel it buzz.” (Put your hands over your ears.) “Who can say this sound with me – /d/, /d/ (use the CA sign)? Let’s say it all together. Is it a quiet or a noisy sound?” “When I say ‘go’ I want everyone to put their hands over their ears and see if they can hear and feel it buzz … Who could feel or hear it buzz? Now put your hand on your throat, like this. Who can feel their voice make the buzz?” Explore with the children the feeling made by the voiced sound. It may be necessary to remind them what a voiceless sound feels like by saying a voiceless sound they have previously learned, such as /p/. It is essential when producing the voiceless sounds that the children do not voice the end of the sound as in /per/, /ter/, /ker/ etc. but rather /p/, /t/, /k/ etc.
 
 Cued Articulation: A twenty-year perspective
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 “Now that we know that this is a noisy sound, let’s all practise our ‘Magic Talking’ when we say /d/. Remember, we have to use two fingers when it’s a noisy sound. Everyone look at a friend and help them use two fingers … Let’s see what’s working when I make this sound. Hands up if you know what is working to make this sound.” Provide cues to help pupils work out which articulators are used to make a sound. For example, “Are my lips working … /d/, /d/ ?” Once the pupils have decided what’s working to make a sound you can then concentrate on how that articulator is working. “Now that we know that our tongues are doing the work, look at my ‘Magic Talking’. What is my tongue doing?” If the pupils need an additional cue, tap your finger on something hard to elicit a suitable word such as tapping. “Now that we know that our tongue is tapping, we need to think of a name for our sound /d/. We know it’s noisy and our tongue is tapping. What can we call it?” The LiPs program indicates how to explore the different ideas and guide the pupils towards a suitable word such as tapping. “So let’s call it the ‘noisy tongue tapper’ (a label from the LiPS program). Now let’s use our Magic Talking to sing the /d/ song.” In summary, I never cease to be amazed at how quickly and enthusiastically pre-school and prep children learn the signs. The three most successful aspects to the classroom lessons were the use of toys rather than pictures, the use of games and songs to teach about sounds and the use of the ‘Quiet’ and ‘Noisy’, ‘Happy’ and ‘Sad’ characters.
 
 Oral Language Screening Project, Department of Education And Training. The enormous benefit of using CA in the mainstream classroom literacy program was clearly demonstrated during my work as a speech pathologist for the Victorian Department of Education and Training (DE&T) in 2001. As part of the primary and early intervention service to schools, the speech pathology staff in the Springvale cluster, in Melbourne, screened the oral language skills of approximately 800
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 prep pupils. Other communication skills of fluency, articulation and voice were also assessed. The design and content of the screening component of the program was largely based on a previous speech pathology prep screening project in the Barwon South West Region. As the Springvale cluster has one of the highest levels of students from non-English speaking backgrounds in the State, the program was extended and adapted to suit the population being screened. The Oral Language Screening Project was the first stage of a much larger project whose specific aims were to: • create an oral language profile of a Springvale cluster prep pupil • provide information to prep class teachers about their pupils’ oral language skills • assist class teachers to identify at-risk pupils • assist schools in the long term management of at-risk pupils • assist class teachers across the cluster to strengthen the oral language skills of their pupils. The oral language screen assessed the following skills: • receptive language – question comprehension, receptive grammar and basic concepts • expressive language – vocabulary, expressive grammar, oral narrative/story retell • short term auditory memory – digit recall, sentence recall • auditory sequential verbal memory • early phonemic awareness skills – syllables, rhyme detection, identification of initial sounds • articulation • voice • fluency. Pupils were assigned to one of three language groups: • English as the only language • English as the main language • a language other than English as the home language. Most (81 per cent) of the pupils had attended pre-school regularly. Fifty-six per cent of pupils had at least one other language in the home, while 17 per cent had no English in the home and 27 per cent had
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 English as the only language in the home. There were approximately forty-six different languages spoken across the cluster. A cluster-wide professional development session provided prep teachers and other relevant school personnel with information about the screening prior to its commencement. The results of each pupil’s performance were entered into a data bank so that class teachers could receive information at a number of different levels. At the school feedback sessions, class teachers received feedback about each individual pupil and their class as a whole. This included a graphic representing the oral-language skills of prep pupils at the class, school and cluster level. Teachers also received a printout of each pupil’s information, including whether the pupil had passed or failed individual items in each area screened. Other communication skills of fluency, articulation and voice were also included. This was followed by a cluster-wide feedback to school principals, prep teachers, literacy consultants and other professionals, to report on the analysis of clusterwide trends. As the pupils were screened, a number of interesting trends emerged. There was a noticeable difference in the phonemic awareness skills of those pupils using CA regularly in the classroom, particularly in more accurate initial sound identification. This consistently higher performance was observed across all three language groups. Many of the pupils with English as a second language in these classrooms outperformed other pupils where CA wasn’t used regularly in the classroom. Their performance was even higher than that of many pupils in schools which had a high proportion of pupils with English as the only language. Of the pupils with English as a second language who had oral language difficulties, many used CA spontaneously in identifying initial sounds. This was often one of the few oral language skills passed. Over the past twenty years the speech pathologists working in the Springvale cluster have continued to run workshops to introduce new teachers to CA and to provide continuing support for those teachers previously trained in the technique. The prep screening results confirmed at a cluster level what individual teachers were reporting. CA was making a real difference to the acquisition of early literacy skills in the mainstream classroom
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 The future for CA CA has not only stood the test of time with speech pathologists in education, but as our role has broadened it too has found many new and varied applications. Its benefit to pupils with special needs was, and still is, obvious. Perhaps CA’s most exciting and expanding role is its ability to make a positive difference to literacy learning in the classroom, particularly – but certainly not exclusively – in the early grades.
 
 Recommended resources • Balfe, F Cued Articulation: Teaching children about sounds Prep–2. Available from the author, 15 Mavho Street, Bentleigh, Victoria 3204, e-mail [email protected]. This booklet contains activities to teach children about sounds using action games, stories, songs, rhymes and poetry. • Balfe, F Cued Articulation Wordlist. Available from the author, see above. • Balfe, F The Role of Cued Articulation with the ESL pupil. Available from the author, see above. • Balfe, F Suggestions for Eliciting Vowels. Available from the author, see above. • Barwon South West Region CA Group Cued Articulation: Practical classroom activities, Victoria, contact e-mail [email protected]. • The Lindamood Phoneme Sequencing™ Program for Reading, Spelling and Speech (LiPS™), Austin TX: Pro-Ed America. Available in Australia from Pro-Ed, PO Box 3161 Nerang East, Queensland 4211 Tel. (07) 5596 0966 or from ACER Press, Private Bag 55 Camberwell, Victoria 3124 Tel. (03) 9835 7447 Fax (03) 9835 7499. • Love, E & Reilly, S The Singing Alphabet. Available from the authors, 20 Cole Street, Hawthorn East, Victoria 3123 Fax (03) 98130686. This resource consists of a set of cards each representing a ‘sound song’ or an alliteration song for all the consonants of English and the five short front and back vowels; for example, ‘balls bouncing bbb’. • Love, E & Reilly, S (1999) Sound Starters series, South Melbourne: Oxford University Press. Books to chant and sing.
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 • The THRASS Program. Teaching Handwriting Reading and Spelling Skills, Western Austalia: THRASS. Available from THRASS Australia Pty Ltd, PO Box 1447, Osborne Park, Western Australia 6916 Fax (08) 9244 4044.
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 CHAPTER 2
 
 Spreading the word
 
 W
 
 Frances Graham and Catriona Grant
 
 We worked closely together at the Primary Speech and Language Centre in Hounslow, and first encountered Cued Articulation (CA) in 1994. One of the Centre’s therapists returned from London, enthused by a course run there by Jane Passy. The therapist felt that the system had a wide appeal and that all her colleagues in the Borough would benefit from training. We were fortunate to be able to invite Jane to present a workshop for all the health service paediatric therapists as well as the teachers and language assistants from both the primary and secondary language centres. The following is an account of our involvement with CA: how we set about training staff in the centre and implemented its use with the pupils. Encouraged by its success, we subsequently trained staff from other settings within the local authority.
 
 Implementation At the primary centre we felt we had a staff who were keen to use the system but were not yet confident to put it into practice. We organised regular weekly workshops/practice sessions which lasted approximately twenty minutes. The key features which arose from this implementation were as follows: • The weekly sessions maintained everyone’s enthusiasm and commitment.
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 • Staff enjoyed the opportunity to learn together as a team. • Any problems or queries that arose through the use of CA could be followed up immediately. • Some staff found learning the signs more difficult than others, and enjoyed the support and encouragement of their colleagues. • It was a positive forum for keeping each other’s signing accurate. • People were able to share their experiences of using the system. For example, a speech and language therapist and teacher working together would tell the group how a particular child had established a sound in individual work time and then had been able to generalise it through subsequent literacy work. Thus good practice could be disseminated. We maintained this system for a term (fourteen weeks), by which time use of the system was established in all the classes. However, as a team, we decided to leave more detailed work on the colour coding system until later, because we were already using colour coding in our ‘Language Through Reading’ approach, and were concerned this would confuse the children. This problem is still unresolved due to a number of issues, mainly the high number of recent national initiatives in literacy and numeracy that staff have had to absorb and implement. Currently, at the primary centre, CA colour coding is used as part of children’s individual therapy programs when appropriate. We are still looking at ways of developing this aspect. The key to successful implementation, we feel, is collaborative learning and discussion in a structured and supportive environment. CA is now one of the key elements in the teaching and learning of the centre.
 
 Spreading the word Having established the system in the centre, our mainstream colleagues were equally as keen to learn. This prompted a series of training sessions throughout the school, and a subsequent wide use of the system in Reception to Year 6 classes. The next obvious step was to offer a course through the Education Authority’s Professional Development Programme. This information goes out to every school in the Borough. Over the past three years a group of approximately fifteen teachers from a wide range of settings
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 have successfully completed the course, which is very popular, especially among special needs and early years teachers. As a result of these courses, we have been invited by participants to run whole-school training on the CA system. It has also become a regular feature of training for paediatric speech and language therapists. There are two interesting aspects of training. Firstly, it has emphasised how influenced by the written word we are, as readers. It takes a great deal of time and persuasion to help participants ignore what they know about the spelling of a word and to ‘hear’ its composite sounds. We’ve had lively debates with London English speakers about whether they can hear an ‘r’ at the end of ‘painter’ or ‘Londoner’. Voiced and voiceless contrast can cause problems, especially when they are not differentiated in spelling, such as the difference in sound between ‘thistle’ and ‘this’. A teacher once asked if we would tell a child named Georgina that her name began with the sound ‘dge’ (as at the beginning and end of ‘judge’), or with the sound ‘g’. It’s difficult to teach children how to map the written alphabet onto the sounds of the language, when it’s not clear to their teachers, either. However, we have found that our CA courses have provided a positive forum to discuss these issues and a practical way to move forward. The second issue has been vowels. Speech and language therapists study phonetics as part of their basic training, yet many still groan when we come to discuss vowels! To try to explain how vowels are made and to help participants hear the components of a diphthong in the context of a short course has been difficult. The difference between the phonetic and written aspects of vowels is enormous, which is what makes it so difficult for children who are struggling with literacy, and equally difficult for adults trying to come to terms with it. Our compromise is to ensure that everyone knows and is confident with the short vowels. Course participants particularly enjoy learning a new practical skill, which they can immediately incorporate into their teaching. Learning is most effective when more than one person attends from each school. We have found that a course of four 1.5-hour sessions works well. Participants get the opportunity to practise and to reflect on the session. They always come back with renewed enthusiasm.
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 Working with pupils with speech and language difficulties From a speech and language therapy perspective, the system is wonderful. It is so easy to incorporate into individual treatment programs, and becomes one of the most useful strategies. The therapist will select the treatment approach most suitable for the child’s individual needs. CA does not change that approach, but it makes it more accessible to the child by providing visual clues as support. • Parents quickly understand what the system aims to achieve and can learn the signs, too. • It provides a missing link in a multi-sensory approach between what happens in your mouth and what you hear, how you form a letter and what you see on the page. • It provides a visual cue to encapsulate what’s happening in the mouth. • For those children for whom speech does not come automatically, it provides visual reference points, such as tongue position, length of sound, and voicing, that they will need to become conscious of and work on. • CA signs are very powerful. For example, making the sign for ‘sh’ seems inevitably to draw the lips forward and rounded into the required position! • Some children have difficulty with phonemic constancy, (understanding that the ‘p’ at the beginning of ‘pot’ is the same sound as the ‘p’ at the end of ‘hop’, even though they are very different acoustically, and that the spread lips ‘s’ at the beginning of ‘see’ is the same sound as the rounded lips ‘s’ at the beginning of ‘Sue’, even though they look very different). For these children, CA provides a visual cue on which to build a whole concept of a sound. • For children working on a specific sound, CA reminders can be given in a wide variety of contexts that facilitate generalisation of that sound. These reminders can be quite subtle, so that you do not have to draw anyone else’s attention to the prompts. • When helping children generalise individual sound work through literacy, the colour coding is invaluable. • Children who are confusing the pronouns ‘he’ and ‘she’, often find the ‘h’ and ‘sh’ sound prompts more useful than Makaton or PagetGorman signs which emphasise gender.
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 • Where teachers and speech and language therapists have learned CA together, there is common ground and shared knowledge that makes all communication and joint working so much easier.
 
 CA and Literacy Hour Teachers across England are now all fully involved in delivering the National Literacy Strategy through the Literacy Hour. The Literacy Hour is made up of a balance between whole-class reading or writing activities, whole-class ‘word-level’ or ‘sentence-level’ work, opportunities for independent work including guided reading or writing and a plenary. It seemed crucial to include in our CA training course a section on how to use the system as part of Literacy Hour. By highlighting the opportunities to use CA, the teachers and learning support assistants are able to practise and develop their signing immediately. The following are some of the ideas for using CA in literacy teaching:
 
 Shared reading (whole class) Colour coding of text can be used to help pupils see the range of letter combinations which make up each sound; for example, c, k, ck, ch, q, que. The colour coding can be prepared in advance of the lesson to keep the reading brisk. Acetate sheets can be used to overlay the text so that the book isn’t permanently marked. The chosen sound can then become part of the phonics teaching in the next part of the lesson.
 
 Shared writing During shared writing sessions the signs can be used to help cue in pupils having difficulty sounding or spelling out words. The use of the signs gives the less able pupils confidence to contribute to writing in a large group.
 
 Word level work The signs go hand in hand with all phonics teaching, and can be used to support most phonics programs, such as ‘The Phonics Workshop’ (Jackman & Frost, 1995). There are other phonetic teaching approaches that associate a sound with an arbitrary hand sign. However, CA is the only one that links the sign with what is happening
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 in the child’s mouth when they make the sound, thus adding information to a multi-sensory approach. Even pupils with significant difficulties in learning and/or language respond to ‘seeing a sound’. The signs complement the wide range of activities recommended in the National Literacy Strategy ‘Progression in Phonics’.
 
 Small-group work Once the system is well established and the teacher and assistant are confident in its use, CA becomes an integral part of supporting pupils in guided reading and writing. In addition to its use during Literacy Hour, teachers have reported a number of improved learning opportunities: • Using the signs for the initial sounds to teach the days of the week. • Signing initial sounds while singing in order to cue in the words of the song; especially useful for non-readers if learning songs from overheads. • Using two signs to show a blend; for example, sp, sl, pl etc. By using two signs CA illustrates clearly that a blend is made up of two sounds. • Pupils with very little or no spoken language use the signs for the initial letters of their names and then use the signs to communicate with both adults and with each other. Teachers using CA signs regularly have stated that: “It seems to be the one key which unlocks the door to literacy and helps pupils make the connection between what they hear, say, read and write.”
 
 Conclusion We remain committed and enthusiastic users of the CA system, and are keen to continue ‘spreading the word’. CA is not difficult to learn, and with practice becomes an established and essential feature of one’s teaching and/or therapy. The system is so practical and powerful, we don’t know how we ever managed without it!
 
 Reference Jackman, J & Frost, H (1995) Phonics Workshop, London: Stanley Thornes
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 CHAPTER 3
 
 Cued Articulation as part of a multi-sensory approach to literacy and speech development
 
 I
 
 Ruth Corkett
 
 It all began in a clinic in Chelmsford…. (for me anyway!) Cued Articulation (Passy, 1993) has been one of the most useful approaches I have used in my work as a speech and language therapist. It is a system of hand gestures and colour coding which indicate how and where each speech sounds are made and whether the sound is loud (two fingers/lines) or quiet (one finger/line). I first discovered Cued Articulation (CA) when I was a student speech and language therapist. I learned the signs for /k/ and /t/, and was shown how effective these could be in helping children develop their articulation skills. When I began practising as a speech and language therapist, I learned more of the signs from my colleagues and from the CA booklets. At this time, I only used the signs from the system to help children with speech sound problems, such as replacing /k/ with /t/, or /f/ with /p/. This proved very useful especially in helping children understand the placement of the sound (that is, where it is produced) and the manner of sound production (for example, long sounds like /f/ and /s/ have more hand movement than short sounds like /p/ and /t/). Later, when I received training on the whole system and used the colour coding alongside the hand gestures, I began to
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 understand the importance of the colour coding as another visual cue to the sounds.
 
 Developing a program to help speech-and-languagedisordered children The speech-and-language-disordered client group, within the infant language unit in which I work, has benefited greatly from CA. The approach has been successful in helping children with speech production and literacy difficulties. In 1997, my colleague, Kate Douglas, and the teacher in charge of the unit, Lorna Mansbridge, began to develop the ideas from CA to form a program of weekly sessions to target the children’s awareness of speech sounds (phonological awareness), their ability to produce these sounds clearly and their literacy development. The program was highly successful; it enhanced the children’s knowledge of sounds and improved their letter recognition and phonetic reading methods (that is, sounding out words). The children who have speech sound-production difficulties (for example, verbal dyspraxia) have developed their ability to produce a wider range of sounds, which has made their speech easier to understand. I have continued to develop the program in collaboration with my colleagues at the language unit since 1997. The CA sessions have been held once a week, incorporating multi-sensory approaches to literacy development and phonological awareness tasks. The children were introduced to the signs and colour coding of a new sound each week. Concepts used to talk about the sounds were explored and reinforced prior to introducing the sounds; that is, long, short, loud and quiet. The therapist has run the program at the infant language unit in collaboration with the teacher and assistant. The therapist usually leads the sessions, although the teacher could also take on this role. The teacher usually leads the handwriting part of the sessions and supports the group during the rest of the session. The assistant usually supports individual children in the sessions and provides accurate models for the children to copy. All the staff have been involved in creating games, wall charts and other resources to use within the program. The children’s mainstream teachers have been included in the program by visiting the unit and receiving information on the program. Parents
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 have been involved by receiving information in their child’s home/school book, in newsletters and from parent–teacher conferences.
 
 The CA song The sessions started with a song: this involved practising the previous sounds taught, the symbol (that is, letter), colour coding, sound and hand cue were revised. The song involved a verse about each sound. For example: p is for popcorn, p, p, p x3 p is for popcorn popping b is for ball, b,b,b x3 b is for balls bouncing
 
 s is for sausages, sssssssss x3 s is for sausages sizzling z is for zebra, zzzzzzzzzz x3 z is for zebras zooming
 
 The appropriate symbol with the colour coding was shown to the children as each verse was sung. Most of the children readily participated in this part of the session. Often, they were eager to show that they knew the next letter sound and what to sing, using the pictures from the wall chart. This helped them remember the words used in the song (for example, ‘toes tapping’, ‘dinosaurs dancing’ etc.) and to begin to make connections between the graphemes and phonemes.
 
 Talking about sounds New sounds were always introduced with some discussion about the sound, initially where the sound was made (for example, “look at your lips when you say /p/”). The children were fascinated, watching themselves in mirrors as they said the new sound. They were introduced to the idea of loud and quiet sounds fairly early in the program, and then long and short sounds. These concepts were reinforced with real examples (loud/quiet non-speech sounds, long/short socks, pieces of string etc.) before moving on to the more abstract concept of describing sounds. Introducing the idea of sounds being long and short wasn’t as difficult as I thought it might be. The discussion helped the children to listen to the properties of each sound and to discriminate between sounds. They were helped by the ‘one line, one finger, quiet sound’ rule, which most understood and remembered easily. They quickly grasped the ideas of the colour coding and enjoyed finding the sound in writing
 
 Cued Articulation as part of a multi-sensory approach to literacy and speech development
 
 21
 
 4443-A HANDFUL OF SOUNDS TXT
 
 27/4/04
 
 4:02 PM
 
 Page 22
 
 and underlining it with the appropriate colour. This very visual system emphasised the patterns of sounds in words. The hand cues were very useful in helping those children who could not discriminate between two different sounds (for example p/b, t/k, f/s, sh/ch), as the difference could be made visual.
 
 Phonological awareness activities hidden in a magic box Later in the session, the children would enjoy hiding and finding the ‘magic box’. The contents of the magic box were changed regularly to match the sounds taught. These objects were used for a variety of listening games, such as finding an object that begins with /p/, finding all the food that begins with /g/, finding an object which ends in /t/ etc. CA was used in these tasks to help the children listen to the sounds and differentiate between them. The teacher/therapist might give the child a choice or label the objects using CA (“This is a toe and this is duck”) before asking the child to find the one beginning with /t/. The use of different sounds can be emphasised through the use of CA; for example, the child has selected a cow for an animal beginning with /p/; so the therapist/teacher may say “Is it a ‘pow’ or a ‘cow’?” and use CA when saying the words. The child would probably respond correctly and use the appropriate hand cue to confirm her or his choice. Children enjoy playing with sounds in this way, and it helps them to hear the differences between words. The games were made increasingly difficult as the children became more skilled in listening to sounds; for example, including vowels, rhyme, medial and final sounds. The magic box objects were also used to practise production of sounds or identification of the first sound in a word. For example, the children would select an object, name it and then work out the first sound in the word. Again, CA was used to help the children work out the first sound – for example, if the object was a cat, then the child might be asked, “Does it begin with /t/ or /k/?”. Some of the children began to really enjoy sounding out words using the gestures and working out the other sounds in the word.
 
 Any order? How to introduce sounds The sounds were initially taught in a random order, but later as the program was refined the order of teaching was based on usual speech development norms. So the short sounds (plosives) were taught first:
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 /p/, /b/, /t/, /d/, /k/ (including the grapheme ‘c’) and /g/. Then the long sounds (fricatives): /f/, /v/, /s/, /z/, /h/ and the nose sounds (nasals) /m/ and /n/. The more difficult sounds were introduced at a slower pace when the children were ready. These include: ‘ph’ /f/ as in ‘photo’; ‘sh’ /ʃ/ as in ‘shop’; ‘ch’ /tʃ/ as in ‘church’; ‘j’ /d/ as in ‘judge’; ‘g’ (soft) /d/ as in ‘giraffe’; ‘ng’ / / as in ‘wing’; ‘th’ /θ/ as in ‘think’; ‘th’ /ð/ as in ‘them’; // the sound in the middle of ‘television’. Some of the children I worked with did not use ‘th’ (as in ‘think’) in their speech, due to their accent, but they found it interesting to watch the therapist/teacher produce the sound and this helped them develop their spelling and reading of ‘th’. The revised order was also helpful because it emphasised the differences between similar sounds (for example, /p/ and /b/). Some games to develop their auditory discrimination skills were included if necessary. For example, the children were asked to listen to one of the two sounds and hold up the corresponding letter or sound picture. Some of the children found this easy in isolation, but had difficulty hearing the sounds at the beginning or end of words. The children were taught the graphemes, which use the same sound; for example, ‘k’ and ‘c’ or ‘s’ and ‘c’. The colour coding was used to emphasise the sound produced by the two graphemes. The colour coding also proved useful to help the children understand digraphs like ‘ph’, ‘sh’ and ‘ch’ where a single sound is produced. The sounds ‘x’ (/ks/ as in ‘box’) and ‘ng’ (/ / as in ‘ring’) were introduced as ‘end-ofword’ sounds because they only appear at the end or in the middle of words. These were only introduced once the children became accustomed to listening and recognising other consonant sounds at the ends of words. The children found the approximant sounds very difficult to distinguish, because they are very similar in production and many children continue to simplify /r/ with /w/ and /y/ with /l/ in their speech until they are about six to seven years old. Similarly, the sounds ‘ch’ and ‘j’ are often difficult for children to produce clearly until they are five to seven years old. ʗ
 
 ʗ
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 Simplified consonant table Lips
 
 Tongue behind teeth
 
 Tongue at the back of the mouth
 
 Quiet
 
 Loud
 
 Quiet
 
 Loud
 
 Quiet
 
 Loud
 
 Plosives
 
 Short sounds
 
 p
 
 b
 
 t
 
 d
 
 k, c
 
 g (hard)
 
 Fricatives
 
 Long sounds
 
 f
 
 v
 
 s th/θ/
 
 z th/δ/
 
 sh /ʃ/
 
 zh //
 
 Nasals
 
 Nose sounds
 
 m
 
 Quiet
 
 h
 
 -ng / /
 
 ʗ
 
 Affricates Approximants
 
 n
 
 Vocal cords
 
 ch /tʃ/ w
 
 j /d/ g (soft) r, l, y
 
 Handwriting – Using a multi-sensory approach The session included handwriting practice of the letter of the week, practising in sand, lentils, with modelling clay/dough, chalk, paint, on the computer handwriting package Claude and Maud, as well as with pencils. Children were encouraged to colour-code their writing. The children were also asked to draw things beginning with the sound taught and then to practise using a dictionary to find out how to spell the word, or try on their own (depending on the ability of the child).
 
 Outcomes Initially the children used the hand cues only when they were asked to do so, and during the CA sessions, but as they became more familiar with the program they used the cues more frequently. The children with speech difficulties are often prompted to produce a particular sound within a word, using the cues, (but this needs to be done in conjunction with advice from the child’s speech and language therapist, so that the child is not being asked to do something beyond their ability). Some children will find that CA is a useful strategy to help them spell words phonetically. A small proportion of the children at the unit have weak fine motor skills and difficulty in co-ordinating their movements. They often have difficulty copying the hand gestures and perhaps are unable to use these effectively. However, it does not stop them from understanding the teacher’s cues and benefiting from this approach. Attempting to copy
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 hand gestures should also help them develop better co-ordination of their hands and fingers.
 
 And then the vowels… We have had limited experience using CA for vowels within the program at the unit. The short vowels are being introduced slowly to the older group of children. The vowels pose more difficulties, as there are only five symbols but lots of different vowel sounds. We have selected the short vowel sounds to be introduced, because they can be used to develop simple spelling of CVC (consonant vowel consonant) words such as ‘cup’, ‘dog’ and ‘hip’. We have found that, although many of the children know the letter names for the vowels, they do not know the short sounds that they make and find it difficult to sound out CVC words. The children have had difficulties discriminating between some of the vowels, particularly ‘e’ (as in ‘egg’) and ‘i’ (as in ‘igloo’). The sessions have been restructured to focus more on phonological awareness within words and auditory discrimination of sounds. The children have been working in small groups of two to three, on four different tasks: 1. Blending sounds presented verbally as individual sounds (for example ‘c’, ‘a’ ,’t’ What word does that make?). This task was simplified for some children by giving only two parts (‘ca’ and ‘t’ or ‘c’–‘at’). Non-words such as ‘ba’, ‘ta’, ‘gat’ were also used. 2. Writing down sounds which were presented verbally to make real words. 3. Generating rhyme families by replacing the first sound in a word (for example ‘cat’, ‘mat’, ‘bat’, ‘pat’, ‘sat’, ‘hat’ etc.). 4. Listening to the sounds in the middle of a word and identifying the middle vowel. Although this part of the program is new to us and we are learning as we go, it has become evident that the children are benefiting from focusing on the vowel sounds. The CA vowel sounds have been useful visual prompts to raise awareness of the short vowel sounds and begin to spell out CVC words.
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 How the news has spread The children at the unit attend different schools in the Borough for the rest of their school week, so many of their teachers and support assistants have been to visit the CA sessions. The program has spread to other schools in the Borough in this way. Speech and Language Services, in conjunction with the teaching staff at the units, have run in-service training sessions delivering the CA course to education staff in the Borough. The response to this was mostly positive, although a small minority of people found the phonetic descriptions difficult to understand and the cues hard to remember. Most teachers and parents can see the benefits of CA and try to reinforce its use to develop the speech and literacy skills of the children. Some children have made limited progress following other literacy programs, but have quickly grasped sounds/letters learnt through CA sessions. Other children have developed much better phonological awareness due to the more in-depth thinking and talking about sounds.
 
 Resources • • • • • •
 
 Wall chart Sound/letter cards with colour coding Bingo boards Find Your Fish System cards Individual colour-coding charts Adapted handouts
 
 Various resources have been created as the program developed. The most useful is a long wall chart, which has a picture and the corresponding letter for each sound taught, and the colour coding under the letter. The sounds are in their loud/quiet pairs, for example, /p/, /b/; /t/, /d/ etc. The children often refer to this chart to recall the sounds made by each letter. The picture illustrates the word used in the song, for example, ‘popcorn popping’. Small cards showing each letter and the appropriate colour coding have been made to use within the song and other activities. Some sounds such as ‘g’, need two cards with different colour-coding, depending on what sound ‘g’ was making: /g/ (as in ‘gate’) or /g/ (as in ‘giraffe’). Bingo games and colour-coded letters for the ‘Find Your Fish System’ have been developed to practise letter recognition and listening skills. Smaller, individual charts were
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 made later for each child to take to their mainstream school. Many handouts can be adapted to reinforce sounds using colour coding.
 
 Internet searches: Sharing resources and ideas Recent Internet searches have found many pages with references to CA. Some simply state that it is an approach used in the school or unit (some Australian and some in the United Kingdom). One page advertised a new book of activities entitled Beginning to Read (Fisher) which has been published in Australia. It is designed to meet the needs of children in the first years of school and incorporates CA. Some pages describe how CA has been combined with other literacy programs such as THRASS (Teaching Handwriting, Reading and Spelling Skills, Davies & Ritchie, 1996). Jill Sharp (2000), Speech and Language Therapist at Moor House School (in Oxsted, Surrey, United Kingdom) describes how CA has been used in combination with THRASS with some children at the school who have severe speech and language disorders. She noted how they had successfully used the colour coding from CA on the THRASS charts as well as the hand cues to enable these children to access THRASS more easily. Mary de Graaf (2000), a speech pathologist in Australia, also describes how the two approaches have been used together successfully.
 
 Conclusion CA has proven to be a flexible tool which can easily be combined with other approaches. School inspectors have praised the use of CA in numerous Ofsted Reports (for example, Braybrook, 1997; Henderson, 2001; Logan, 1999). CA has been used successfully as part of a multi-sensory approach to literacy at the language unit in which I work, but also in many other schools that meet the special educational needs of speech-and-languagedisordered children. Multi-sensory approaches to literacy are essential in the teaching of literacy to groups of children, especially those who have difficulties with speech production, auditory discrimination and phonological awareness, and who therefore may not develop literacy skills as expected. This includes many children with general or specific learning difficulties who benefit greatly from visual methods of learning. At the unit, CA has proved to be critical to our therapy and literacy programs. Cued Articulation as part of a multi-sensory approach to literacy and speech development
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 CHAPTER 4
 
 Seven episodes with Cued Articulation Leah R. Paltiel-Gedalyovich
 
 I
 
 I was first introduced to Cued Articulation (CA) while working with Jane Passy as a fairly newly graduated speech–language pathologist at the Mornington Student Services of the Ministry of Education (Victoria, Australia). CA quickly became part of my repertoire in treating articulatory and phonological disorders in the children I worked with in regular schools and in a program for severe and specific language disorders. Since then I have immigrated to Israel, where I have adapted the system for Hebrew and continued to use it in a variety of work settings. In this chapter I describe how I have used CA, first in English and later in Hebrew, with the variety of clinical populations I have encountered in the past fifteen years. The cases chosen are not necessarily the most representative of the populations I met in each setting, but rather represent some new or difficult problem that I found CA useful in solving. The chapter is organised according to the chronology of my work settings: Australia Student services – treatment of (i) cluster reduction (ii) stopping errors Israel General hospital outpatient clinic – treatment of (i) severe dyspraxia, (ii) cleft lip and palate Special assistance classes in regular schools – mild reading errors
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 School for autistic children – treatment of articulatory disorders in higher-functioning autistic children Integrated kindergarten – treatment of articulatory disorders in a child with a stoma English as a foreign language Introducing other clinicians and educators to CA
 
 Student services Treatment of stopping – M. When a child presents with many errors that can be attributed to one phonological process, we can make use of the system of CA to remedy the impaired or missing feature of several sounds at once (based on phonological processes described in Ingram, 1976). Consider the example of a child in prep grade, M., (about five years old) who converted all fricatives and affricates to stops. The cues of CA have a common feature for each class of consonants by manner of articulation. For stops there is a sudden, short movement of the cue to reflect the sudden release of the air which has been ‘stopped’ by the articulators. The common feature for the cues of fricatives, that is, a gradual prolonged movement of the cue, reflects the gradual release of the air in producing these sounds. In presenting the two classes of consonants to M., I began by presenting all the sounds of one class, for instance the stops, as a group, emphasising the short movement of my hand as I cued the sound. I have often paired this with ‘Mr. Short’ (ala Roger Hargreaves’ wonderful Mr. Men, published under license by Price Stern Sloan, Inc. for World International Publishing, Ltd), who talks using only short sounds. I then presented the second class, the fricatives, emphasising the long movement of my hand cue. This I have often paired with ‘Mr. Long’. Usually, the emphasis on the difference between the cues is self-evident to the children and there is no need to verbally point out the difference in length between the cues. And in most cases, modelling the prolonged fricative sound in conjunction with the prolonged hand cue was sufficient to elicit frication from M., at least in isolation. Once the critical feature has been established, at least on a cognitive level, the importance and benefits of the complete hand cue, and the colour coding, came into play. I had presented many sounds together.
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 Now I needed to ensure that M. recognised the need to use a specific fricative and not just frication. (Otherwise I could end up with the situation where the child would begin to use one fricative as a substitute for all fricatives.) When I used the cues for the fricatives, the child didn’t see only a representation of frication. He saw frication together with voicing and place information. When therapy exercises were written in M.’s workbook, the distinct colours used for the various sounds emphasised the need to vary the sound. This worked, even for a child who did not yet read or was at the beginning stages of reading. In later stages of sentence production and connected speech, M. cued himself. In case of error, I cued the correct sound, again allowing the child to correct without disrupting speech flow or resorting to imitation. Parents were encouraged to continue this outside the therapy setting, to provide maximum generalisation of the improved phonological pattern.
 
 Cluster reduction – K. I met one little girl, K., also in the prep grade, who had no difficulty with any specific speech sound, not only in isolation but also in continuous speech. However, she had great difficulty with consonant clusters. When faced with one of these, K. would usually produce a single consonant, having a combination of the features of the consonants in the cluster. My aim was not to teach her to produce a specific sound or even a group of sounds, but to teach her to recognise the various sounds in the sequence and produce the sequence of sounds correctly. The therapy materials I designed for K. involved pictures of objects containing consonant clusters. These pictures were covered with another sheet on which the colour-coded target word (the picture’s name) was written. The coversheet was cut between consonants so that by picking up one strip of this sheet, one section of the picture was revealed. Initially, I modelled production by picking up one strip and then simultaneously producing the sound orally and cueing. Then I picked up the next strip, continuing in the same way until the entire word had been pronounced and the entire picture revealed. The strong connection made between the sound sequence, the cue sequence and the revelation of the picture contributed to improved sequential production of the consonant clusters.
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 Similarly, pictures of words having consonant clusters were drawn on cards and the colour-coded words written beneath the picture. These pictures were then cut into strips between the sounds of the written word. Production was practised with accurate production being accompanied by the CA cue and by the sequential completion of the picture. Again, in a case like this, the advantages of CA having all the features of a phoneme ‘wrapped up’ in a single cue make it a very useful tool in remediation. By cueing the sound sequence both the number of different sounds involved and what these sounds are became clear. In addition, the colour cues on the written word (usually accompanying a picture) emphasise the number of different sounds and their order; one sound per colour. This was one case where I was particular about the child cueing the sounds she said and forming the cues correctly. For K., the importance of which particular sound was to be articulated when, was of utmost importance. The requirement that she be exact in her use of the cues translated into her being exact in articulation of the sounds represented by these cues.
 
 General hospital outpatient clinic Severe dyspraxia – S. Among the children attending the speech therapy clinic in the general hospital clinic in which I worked was a two-year-old girl, S., with severe dyspraxia. She wore corrective glasses and had multiple health and developmental motor difficulties. S. was unable to produce any consonant except for /d/, and this only in single CV syllables with the vowel /a/. Both vowel and consonantal inventories were severely restricted. She began to attend the clinic two to three times a week, and we worked very hard, firstly to add to her phonemic inventory and then to increase her inventory of CV combinations and later longer syllable strings. The general therapy sequence was adapted from the productive stages described by Daniel Ling (1978). As I started working with this little girl, I introduced both the consonantal and vowel cues as I gradually increased her phonemic inventory. Work with vowels included varying the placing of the cue to indicate relatively high and low vowels, while I exaggerated pitch differences. In this way, she gradually increased her vowel inventory to
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 include /i/ and /u/. I modelled production of the ‘new’ vowel sound and simultaneously cued. Then S. imitated me. The next step was to work on CV combinations with the existing consonant. By combining the cue with a whisper, we achieved /t/. S. had difficulty imitating the cues; when she did imitate them spontaneously her efforts were poor approximations. This did not prevent her from making great strides in her articulation. We moved on to labial sounds. Here, we turned the cue around using the CA cue on the lips to achieve lip closure with the aid of the CA hand position. When the cue was released, the plosive was released. First, the voiced /b/, two fingers cueing the voicing, and then the voiceless /p/, accompanied by a whisper. We gradually built up from single syllables to two and three-syllable strings. At first, the string involved the same CV combination repeated and later the consonants and vowels within the string were varied, chosen from S.’s widening repertoire of sounds. The cues here were very helpful. S.’s articulation was still slow and difficult. After modelling a syllable string orally with simultaneous cueing, I would aid S.’s imitation by cueing her while she orally produced the sounds. The exact information included in the cues facilitated control. Sounds were imitated in the correct sequence with the correct combination of features. Eventually, we moved on to monosyllabic words, combining meaning with our sound strings. Words were chosen for their relevance to S.’s experience and for their first sound being within S.’s repertoire. Only those sounds which S. had already demonstrated ability to produce in nonsense syllables were cued. Other sounds were ignored both in the cueing and colour coding. Successful production was defined by accurate production in the correct sequence of those sounds which S. ‘knew’. After approximately a year of work, S. entered an integrated kindergarten. I visited the kindergarten, where both the speech therapist and the educational staff working with her were taught the system. She continued to receive therapy in the educational setting, with CA as an integral part of her program. Although S. seemed at first a likely candidate for alternative (or at least heavily augmented) communication, she progressed to the stage where her communication was both oral and intelligible.
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 Cleft-palate clinic – TZ, JF, ES As part of my duties in the hospital outpatient clinic, I inherited the role of co-ordinator of the Cleft-palate Clinic. This involved co-ordinating the multi-disciplinary team (plastic surgeons, ear-nosethroat specialist and speech therapist, with other disciplines participating as required) that followed individuals born with cleft-lip and/or palate from birth. In addition, I provided speech and language therapy as required. In the early stages this often involved counselling and later involved direct therapy. Children born with cleft-lip and/or palate are at risk for decreased intelligibility due to abnormal resonance patterns (usually hypernasality) and/or abnormal articulatory patterns. Speech may be characterised by glottal stops, substituting stops, especially velars (an error of place) with fricatives and affricates (an error of place and manner). Pharyngeal fricatives may be used as substitutes for fricatives and affricates (error of place). Vowels may be hypernasal (error of manner) as may be consonantal sounds. Nasal emission of air (especially during production of fricatives and affricates) is also a common phenomenon. In addition to these difficulties directly related to the anatomical deviation, these children are at risk for developmental articulatory problems, as are all children. (Speech characteristics of individuals with cleft-lip and palate are detailed in Bzoch, 1979.) In 1989, I reported on the use of CA with three children born with cleft palate (Paltiel, 1989). The information in that report is summarised here. CA was especially useful in approaching therapy goals related to place and manner of articulation.
 
 TZ TZ was born with a velar cleft which was repaired at the age of eighteen months. Developmental milestones were reported to be within normal limits, although there was a history of middle-ear infections. He was diagnosed as ADD and received Ritalin. Assessment at the age of five years and seven months showed that TZ could not produce stops or affricates. He was capable of producing glides and some fricatives. Treatment began with CA. The hand cues were used to emphasise oral plosion and oral frication. The variation in movement of the cues was used to cue and remediate the parallel variation in air release in the
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 articulation of stops and fricatives. Therapy stages were traditional: sounds were practised in isolation, initial, middle and final positions. For each position, therapy progressed from sounds in isolation to words, with future stages to include phrases and sentences through to spontaneous speech. At each stage, oral presentation of sounds was accompanied by CA cues, and all therapy target sounds/words were represented orthographically in TZ’s notebook and colour coded. This, despite the fact that TZ was pre-literate. After one year of treatment, TZ was able to produce at word level all but the velar stops, the Hebrew fricatives (although there was still some nasal snorting with production of /s,z/ and /ʃ/), and the affricate /ts/.
 
 JF JF was born with Pierre Robin Syndrome. He underwent repair of the soft palate at the age of 23 months. After pharyngeal flap surgery at the age of six, JF demonstrated appropriate articulation with the exception of /t,d/ which were produced as glottal stops with nasal emission. After sixteen sessions using CA, he was able to produce these sounds consistently and appropriately in spontaneous speech.
 
 ES ES was born with a unilateral cleft-lip and palate and Down’s Syndrome. By eighteen months he had undergone both lip and palatal repair. At the age of five years and nine months, ES was referred by his special education kindergarten speech therapist for consultation. Assessment showed that ES exhibited immature phonological processes not necessarily related to the cleft. These included initial consonant deletion, final consonant deletion, syllable reduplification, co-articulatory assimilation and cluster reduction. Processes more likely to be related to the cleft included nasal frication and nasal assimilation. Therapy was initiated using CA, with the primary initial goal being the achievement of plosion. Therapy was based on remediation of a phonological process. As has been described earlier (M.), the group of stops were presented together and contrasted with continuant sounds. After presenting the concept of plosion, practice in producing plosives in sounds, syllables and words, with the whole group, proceeded. Since the CA cues distinguished the various plosives from each other while emphasising the plosion common to the group, we were able to work on a group of sounds Seven episodes with Cued Articulation
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 simultaneously. Within half a year ES began to produce plosives in isolation and in one- to two-word utterances. The contribution to intelligibility was far greater than if we had not been able to work on an entire sound group at once. The cognitive load was reduced by the use of the cues, maximising visual and kinesthetic information and removing any possible restriction that may have been imposed by reduced intellectual ability. The use of the colour-coding system was an integral part of ES’s therapy program. Initially, there was some concern by the kindergarten, since he was learning reading using a colour system for the consonants. In practice, we did not find that this interfered. Although the kindergarten therapist was given information on using CA, it was decided that ES’s therapy program would be divided, with the kindergarten therapist working on language and communication goals while I worked on articulation and phonology. This was a good example of co-operation between two therapists working with the same child. Goodwill and a child-centred approach allowed us to overcome apparent conflicts between the educational and therapeutic programs.
 
 Special classes in regular schools While working in special assistance classes in a regular primary school, I was asked to see a second grade child attending a regular classroom. She had acquired basic reading skills, but continued to make errors of voicing in reading which interfered with her reading comprehension. I worked with this child only once. During this session I introduced the colour coding system for the minimal pairs of voiced/voiceless consonants. We went through a grade-appropriate text, marking all the voiced consonants with two lines of the appropriate colour and marking the voiceless consonants with one line of the appropriate colour. She quickly grasped the principle and learned to associate the number of lines (and therefore the voicing value) with the grapheme. Her teachers reported improvement and no further intervention was required.
 
 School for autistic children I worked for five years in a school for autistic children. The children attending the school varied greatly both in their cognitive abilities and the degree of communicative impairment. For the vast majority,
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 improving articulation was a very low priority as basic communication and language skills, often using alternative communication systems, were more urgently needed. However, there was one group of higher-functioning children who attended an integrated class. They spent part of their time in a separate classroom with special education staff, but were integrated into regular classes of a regular school for gradually increasing portions of the day. One of these children showed some phonological difficulty. It was decided in his case that articulation and intelligibility were a priority since integration, particularly social integration, would be improved by removing as many distinguishing deviances as possible. I commenced therapy using CA, much in the manner described for phonological processes, above. This student progressed well and therapy was no longer required after half a year. It is important to note that, although autistic individuals often exhibit echolalia and inappropriate overuse of cues, this was not found in my work with this child. I have since worked with other autistic spectrum children in integrated settings. These children who were taught alternative (picture) communication methods at the time received regular therapy using CA to improve their oral communication skills. I found no echolalic type of imitation of the cues and the children’s intelligibility improved greatly. In most cases these children demonstrated dyspraxia. Improvement was marked at the one-word level (these children’s stage of communication), often restricted to formal exercises initially. Advances in intelligibility in spontaneous speech could be seen after a year.
 
 Integrated kindergarten Treating a child with a stoma – R. R. had been breathing through a stoma virtually since birth due to respiratory difficulty. Attempts at surgery to close the stoma had resulted in respiratory distress and at the time there appeared to be no other option but to leave the stoma open. Despite this, R. communicated orally with a voice which was often of low volume, but both intelligibility and voice quality were surprisingly good. R. did have difficulty with fricatives. Not surprisingly, the need to produce a controlled prolonged airstream directed orally to produce frication was
 
 Seven episodes with Cued Articulation
 
 37
 
 4443-A HANDFUL OF SOUNDS TXT
 
 27/4/04
 
 4:02 PM
 
 Page 38
 
 a difficult task. I began working with R., using CA on fricatives. We used the cue to emphasise the role of the articulators (as opposed to the breath stream) in producing the sounds. In the instances previously described, work on fricatives in a phonological process framework had emphasised the manner of the sound, reflected in the extended movement of the hand in forming the cue. Here, the limitation in producing a continuous airstream was physiologically based. I needed to compensate for the physical limitation. Therapy was planned to follow traditional stages, first sounds, then syllables, words, phrases, sentences and connected speech. The fricative sound group was presented at once, with various target items within a single therapy task representing the range of fricatives. The place of articulation as emphasised by CA was at the centre of the oral production strategy. At first, progress was very slow and it appeared that we would not progress beyond the stage of isolated sounds. After a period of about half a year it was decided to re-evaluate the appropriateness of articulation therapy. I then discovered that R. was capable of using fricatives in spontaneous speech, particularly in the presence of her family and kindergarten staff – although not for the benefit of the therapist! It appeared that the therapy program had been successful. R. had chosen, for her own reasons, not to share this success with the therapist.
 
 English as a foreign language My most recent application of CA takes us back to Jane Passy’s original use of the cues to teach English as a foreign language in India. My children attend a community school in which each family is required to give one hour a week in the form of a lesson or activity. This year I chose to teach English. My primary goal was to teach English reading and writing to my own children, who hear English at home but have had no real experience with English literacy. As I had learned from a regular prep grade teacher in Melbourne years ago, I began by pairing the graphemes with the deaf alphabet sign, and the sounds represented by the graphemes with the cue from CA. We worked for about half a year. During this time, all the children, including those who had not had previous formal exposure to English, learned the graphemes and the most common grapheme–phoneme relationships. CA was particularly useful in aiding the children to
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 produce non-Hebrew phonemes which appear in English, such as the /θ/, the sound /th/ as in ‘think’. Surprisingly, all the children could now make a good attempt at writing a new English word phonetically.
 
 Spreading the word When I first immigrated to Israel in 1987, I adapted the system for Hebrew. Initially, other professionals, speech–language pathologists and special education teachers, learned from me of the system through sharing of information for co-operation in working with specific children. Shortly afterwards, I presented an in-service training workshop to speech–language pathologists working in the Jerusalem education department. At this session, the participants bought the original Cued Articulation and Cued Vowels booklets, and I provided them with a translation of the Hebrew adaptation. Since then, I hear from various sources about clinicians using the system. It was taught in a teachers’ program for teachers of the language impaired. The best advertisement for CA has been the success which clinicians have found with using the system. Recently, I presented a revised adaptation of the system at the conference of the Israeli Association of Communication Clinicians. The presentation was well received. Clinicians here are eager to begin using CA in their clinics.
 
 Conclusion In the various settings in which I have worked, I have met children and adults with a wide range of articulatory difficulties. These difficulties have been the result of a wide range of intellectual disorders (for example, Down’s Syndrome), sensory–neural disorders (hearingimpaired and deaf children), neurological and neuro-motor disorders (dyspraxia, cerebral palsy, Duchenne), structural abnormalities (cleft-lip and palate), as well as those articulatory disorders with no apparent physical basis. On the first meeting, an individual requiring articulatory remediation, I ‘pull out’ my therapy tools, and CA is an important one of these. No matter what the setting, the age or specific aetiology of the individual I am trying to help, in our first meetings, after initial assessment, I introduce CA. At first, I may start by using it to emphasise the sound or group of sounds I expect to be our first therapy target. I check whether the child or adult picks up on the cues and Seven episodes with Cued Articulation
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 starts imitating them spontaneously. I also check whether, by my using the cue, there is any change, however small, in the production of the problematic sound or sounds. The actual therapy process, sequence and rate vary from individual to individual. The variation is not only dictated by the nature of the problem (for instance, single-sound therapy or phonological process?) or the age of the individual (games or straight-forward drill work?). These aspects vary as well with the great individual differences of the people I work with. So the application of CA varies. The actual cues and the colour coding remain the same, but there are some who use my cues and codes without using the cues themselves, but by just ‘reading’ mine they still produce improved articulation. Others, spontaneously or by direct instruction, cue themselves but place the cue behind their backs and not near the articulators. Others still use the cues to help them manipulate the articulators physically. Regardless of the specific style or application, I have found CA a useful tool with a wide range of individuals, and I expect to continue to do so in my work.
 
 References Bzoch, KR (1979) Communication disorders related to cleft lip and palate, second edition, Little, Brown and Company Ingram, D (1976) Phonological disability in children, Elsevier Science Ling, D & Ling, AH (1978) Aural habitation: The foundations of verbal learning in hearing impaired children, Washington, DC: Alexander Graham Bell Foundation for the Deaf Paltiel, LR (1989) ‘The use of cued articulation in the remediation of articulatory disorders accompanying cleft palate’, paper presented at the 6th International Conference on Cleft Palate and Related CranioFacial Anomolies. Jerusalem, June
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 CHAPTER 5
 
 Cued Articulation – Practical applications Michelle Parker and Sue Skinner
 
 T
 
 The idea of Cued Articulation (CA) was first introduced in our organisation in 1991. Three members of the Speech and Language Therapy team attended Jane Passy’s course for parents and professionals at Whitefield’s School in London. We hoped that by learning a system of simple signs to cue children visually to speech sounds, our therapeutic intervention for children with varying degrees of phonological processing difficulties would be enhanced. Children who have difficulties with auditory processing at input level often struggle to detect differences between speech sounds. The remediation of some of many phonological difficulties involves helping the child learn to discriminate between the sound they are using incorrectly and the target sound they need to learn. For example, in velar fronting the /k/ sound becomes /t/ and the /g/ sound becomes /d/, ‘t’ and ‘k’ sound very similar, as do ‘d’ and ‘g’. Cued articulation signs allow the therapist/parent/teacher to show the child that there is a clear difference by accurate demonstration of sound plus sign. The sign allows for information to be processed visually. The concept of enabling children to discriminate visually, using a sign as well as the auditory channel was quickly integrated into our working practice by in-service training and practical demonstration. CA continues to be used in all locations by therapists, assistants, schools and parents. It is an integral part of our practice in the management of children with phonological processing difficulties.
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 We often comment that we are unable to imagine working with children who have phonological/articulatory problems, without it. In this chapter we hope to explain how we use CA within speech and language centres and via community services to clinics and schools.
 
 Speech and language centres The children attending the speech and language centres present with very severe and specific speech and/or language impairments. The majority of the children have phonological processing difficulties with or without overt speech production problems. The curriculum within both settings is planned with an emphasis on the development of early phonological processing/awareness skills. CA is incorporated into all activities involving phonology. It is used as a central tool in daily classroom activities and in group and individual therapy sessions. All staff are trained in the use of CA, and parents are encouraged to observe and then use the signs with their children at home. There is a rolling program of CA groups, which focus on learning new sounds and their signs, linked by an orthographic representation. This group format allows for fun activities and for regular revision of previously taught sounds and signs. These group sessions are also used to enhance meta-phonological skills by demonstrating the properties of individual sounds; for example, distinctive features of voice manner and placement, such as long versus short sounds, noisy versus quiet sounds and front versus back sounds. Typical games include single sound discrimination using two or more sounds. The children listen and watch a puppet making the sounds and signs, then they post the correct orthographic representation into a box. The puppet can also make deliberate mistakes or make ‘naughty’ sounds to add to the fun. The children enjoy singing simple alliterative songs and rhymes, which include both sounds and signs; for example, the songs that accompany Letterland. We have developed our own set of songs based on an idea from the CA video: ‘Dinosaurs dancing d d d’ to the tune of ‘Skip to my loo’. CA lends itself easily to the teaching of sounds by giving them a visual form; it also allows children who cannot articulate certain sounds a means of demonstrating that they have developed a representation for a sound by using the correct sign.
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 In the classroom, CA is used within the Literacy Hour as an additional strategy to support the teaching of phonological awareness. Within the pre-school setting, early phonological awareness activities are carried out daily. A good awareness of sounds in words is essential for the development of both written and spoken language. Phonological awareness skills include the awareness of syllable structure, onset and coda, rhyme and sound blending. We have found applications for CA in teaching all of these skills.
 
 Onset and coda CA allows the child to see as well as hear the distinctive features of the initial/final sounds of a word and to accurately discriminate which sound they hear at the beginning of a word. For example, sorting toys or pictures into two groups depending on the initial/final sound: ten ‘s’ words and ten ‘d’ words. The use of sign is particularly useful when the sounds have similar properties; for example, t/k, s/f, b/d. The child is able to use both auditory and visual information to assist in their discrimination. The child and teacher/therapist aim to withdraw the sign once the awareness of a sound is internalised.
 
 Syllable structure In the infant class, some considerable success has been achieved in the early teaching of syllabic structure to a few children who had no awareness of syllables even at the level of one versus two; for example, children using only one syllable of any target word such as ‘daddy = da’, ‘mummy = mum’. The signs are used to mark syllabic boundaries, with the therapist saying and signing the word and the child placing a brick in the correct hoop or bucket, which is marked with the appropriate number. This work often has a ‘knock on’ effect on their ability to mark syllables in speech.
 
 Rhyme CA has been used in both settings to teach early awareness of rhyme, particularly with cv and cvc words. It is possible to enable the children to see and hear the similarities within words; for example, ‘sea’/‘tea’ by signing the vowel sound to demonstrate that it is the same in each
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 word. This can also be a means of showing that two words do not rhyme by signing the different vowels.
 
 Sound blending We have used CA to enable the children to transfer auditory blending skills into the written form. It is particularly useful in early cvc spelling activities with a group. For example, in a group activity using a large whiteboard, the therapist/teacher draws a picture of an object with a regular cvc spelling. The children then take turns to sound out the word using CA signs. It is possible to correct errors using auditory and signed information, which then assists in the development of selfmonitoring skills. The children support and learn from each other and enjoy ‘having a go’ at writing the word on the board, ‘being the teacher’. Overall, CA is an invaluable tool for use in this very intensive teaching/therapy environment. The fact that it can be completely integrated into the curriculum means constant opportunities are created for it to be reinforced within the class, leading to better generalisation than would be achieved by individual therapy activities alone.
 
 Community services Within the community, the service is divided into pre-school children who attend their local community clinic and school-aged children who are seen at school. Again, CA is widely used with both groups of children. Children with phonological difficulties often receive group therapy, which usually focuses on a particular process; for example, fronting. CA is an invaluable tool for focusing the children on the sounds being targeted while giving strong visual cues as to the place and manner of articulation. It clearly assists most children in developing an awareness of the required sounds and more often than not supports them in their efforts to realise sounds more accurately when they attempt to produce them. Parents are encouraged to observe the groups to ensure that they are aware of the sounds being targeted, the methods being used to teach the sounds and the CA signs being used to support the whole process. Parents take turns to watch sessions to avoid there being too many distractions.
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 One of the really powerful messages parents pick up is the need to produce sounds in their pure form; that is, without the ‘uh’ sound, which is so often used. It is possible to (tactfully) demonstrate that sounds should be demonstrated to children in their pure form to make it as easy as possible for the subtle differences to be heard and to show that adding an ‘uh’ simply confuses things, as that is then the last thing children hear. This is also a useful point to consider when working with schools and early educators.
 
 An exampleof sound blending using CA Two early educators within a local nursery were taking part in the end-of-term entertainment for the children. They decided to do a sketch which involved the Letterland characters Kicking King and Clever Cat, both of whom say /k/. They proceeded to have a spoof quarrel over whose sound it actually was. One of the staff used ‘k’ in its pure form, the other added the ‘uh’, making ‘kuh’. The quarrel was to be settled by the characters agreeing that they both said the same sound. However, the children didn’t agree! They had clearly heard two different sounds due to the presence of the dreaded ‘uh’. Following this experience, the speech and language therapists provided some training to the whole staff in both CA and pure sound production. Initially, discussion at a staff meeting highlighted why the children had not understood the sketch during the entertainment. The next step was to work through the range of speech sounds using the alphabet and demonstrating them in pure form. It was interesting that several of the staff found it quite difficult to change their style of production, and much practice was required. The therapists discussed the importance of providing pure speech sound models. Using the idea of sounding out the word ‘cat’, if the ‘uh’ sound is used it is sounded as ‘kuh – a - tuh’ which ends up as ‘kuhatuh’. This is clearly not how the word is usually articulated. The therapists emphasised the fact that for children who are struggling to develop their sound systems, adding an ‘uh’ makes it more difficult for them to perceive differences between sounds as ‘uh’ is then the last thing they hear. For example, to go back to velar fronting t/k and d/g mentioned earlier, these sounds are already tricky for some children to differentiate. By adding the ‘uh’ another dimension is added by including a vowel sound, which is the same, after the two different sounds to be discriminated. We now include this Cued Articulation – Practical applications
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 information in training to staff in pre-school settings, schools and, of course, to parents. Following on from this the nursery staff were trained in the use of CA to support any early phonological awareness activities presented in the classroom. This was then linked to classroom management of children with phonological difficulties attending the nursery. Sounds being developed in therapy could also be introduced via sound games in class, supported by CA.
 
 Conclusion CA is an excellent system of signs for use with a wide range of children in a variety of settings. It is logical and structured, and easily accessible for both children and adults. Children can use it for as long as they need to; however, it is never intrusive and they usually stop using a sign when their representation for a sound is secure. As a team we can barely remember the days before CA, and cannot imagine now what we would do without it!
 
 References Howell, J & Dean, E (1994) Treating Phonological Disorders in Children, Metaphon, London: Whurr Publishers Lancaster, G & Pope, L (1989) Working with Children’s Phonology, Bicester: Winslow Press Wendon, M & Manson, J (1997) Letterland Early Years Handbook, Cambridge: Letterland International Ltd North, C & Parker, M (1994) ‘Teaching Phonological Awareness’, Child Language Teaching & Therapy, 10: 3 Edward Arnold Stackhouse, J & Wells, B (1997) Children’s Speech & Literacy Difficulties – A Psycholinguistic Framework, London: Whurr Publishers
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 CHAPTER 6
 
 Cued Articulation at I CAN’s John Horniman School Mary Jennings, Georgie MacAnley and colleagues
 
 I
 
 Introduction to I CAN I CAN is the national educational charity in the United Kingdom for children with speech and language difficulties. I CAN is spearheading the integration of speech and language therapy and education, and is the only national charity providing a range of such services – from pre-school to post-16, within mainstream and specialist settings in the United Kingdom. I CAN’s activities include: • an early years program, which works in partnership with Local Education Authorities (LEAs), the National Health Service (NHS) and host schools to develop a national network of pre-school services providing vital intervention in the early years to ensure a successful transition to school • a mainstream program, which works in partnership with LEAS, the NHS and host schools to establish provision for children with speech and language difficulties in local mainstream primary and secondary schools • three special schools (day and residential), which offer education and therapy to children and young people with severe and complex speech and language impairments
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 • a national training program which offers a range of courses, conferences and seminars to teachers and speech and language therapists and other health and education staff working with children with speech and language impairment • information for parents, professionals and the general public • innovative partnership projects which show I CAN’s commitment to developing, evaluating and disseminating new models of service provision in partnership with statutory services, other voluntary organisations and the private sector. For example, I CAN has been funded by the Department for Education and Skills to lead a collaborative project to establish a Joint Professional Development Programme for Teachers and Speech and Language Therapists.
 
 Introduction to John Horniman School Cued Articulation (CA) is regarded as an invaluable tool at I CAN’s John Horniman School in Worthing, West Sussex. The school caters for pupils aged four to eleven years with speech, language and communication difficulties and non-verbal intellectual abilities within the average mainstream range. Specialist teaching, therapy and care are provided for day and residential pupils. Classes are small, comprising six to nine children and there is a firm commitment to close team work between teachers, therapists, assistants, child care workers and parents or carers. The school offers a broad, balanced curriculum including the National Curriculum, but although the content of the teaching is largely the same as in a mainstream primary school, the delivery is modified so that pupils’ speech, language and communication needs are strongly supported. Although their hearing is normal, many of the pupils have difficulty recognising and distinguishing between speech sounds, and this problem with sound perception underlies some of their difficulties with speech production, reading and spelling. There is therefore a great emphasis on providing extra visual aids to learning, such as pictures, symbols and manual signing, so that pupils can learn through their strongest ‘channel’.
 
 Examples of pupils’ progress John is a very sociable boy, keen to communicate but hampered by a limited range of tongue movements which affect his ability to eat as
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 well as to speak easily. When he entered the school at the age of five he could produce reasonably clear vowels and the sounds /c/, /k/, /g/ and /ng/. John could say a few single-syllable words using these sounds; for example, ‘car’, ‘go’ and ‘arm’, but was unable to use more than one consonant per word. This meant, for example, that he could not say ‘mummy’. John has since received daily one-on-one speech and language therapy sessions in which speech production has been the priority. In these therapy sessions John has learned to listen more carefully to individual speech sounds and to recognise the differences between them using various simple games. For example, he has been shown pictures of words which sound the same except for the first consonant, such as ‘pea’ and ‘key’, and then asked to put a ‘letter’ in a toy post box to show which word he heard. The CA cues were used in order to make the task much easier for him, and he was encouraged to watch the therapist’s mouth carefully. John has also listened to pairs of words and said whether they were the same or different; an auditory version of the ‘snap’ game. At other times John listened to the therapist saying words correctly or incorrectly, using his particular errors, and judged whether they were right or wrong; he also listened to himself on audio tape and learned to recognise when he has been successful. John’s teacher and teaching assistant are proficient users of CA and have used it to prompt his speech production in the classroom in a variety of lessons. In individual therapy sessions, John has been told how each sound is made, with reference to the cues; for example, “This is /p/ – you say it with your lips. Your lips go ‘pop’ and the air jumps out”. At first John produced /b/ instead of /p/, but the CA cues helped him to remember that /p/ is a ‘quiet’ sound while /b/ is ‘noisy’. John has learned to produce the consonants /m/, /p/, /b/ and /w/, and he is now able to combine these in all positions in words of up to three syllables. With great difficulty (due to his underdeveloped lower jaw) John can produce a recognisable attempt at /f/ and /v/ but cannot use them clearly in words. He sometimes uses the cues for /f/ and /v/ in order to produce clear versions of these sounds, placing his index finger where his lower lip should be, but cannot reach. It gives him great satisfaction to produce the sounds strongly and clearly. The rest of the English consonants remain out of John’s reach at present; however, he can show that he knows them by using CA. John
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 has now developed fairly good awareness of the component sounds in words, and when asked what sound ‘table’ begins with, he confidently shows his teacher the cue for /t/, likewise for /d/, /l/, /r/, /s/ and all the other sounds which he cannot yet physically say. In addition to helping him to demonstrate and reinforce his literacy skills, CA can help John communicate other information in school. For example, he cannot say some of the other children’s names clearly, but conveys them by producing the cue for the first phoneme in each one. This can prove very useful, for example, when he delivers an account of who has and has not been misbehaving in the playground! The finger-spelling alphabet is also used alongside CA and the two systems can help us make distinctions between names which begin with the same phoneme; for example, ‘William’ signed with the cue for /w/ and ‘Wendy’ signed with the finger spelling for the letter ‘w’. Geoffrey is another child who has benefited from CA, and while it initially helped him to produce intelligible speech, it is now more useful in helping him to acquire new vocabulary, spoken and written. Geoffrey has Landau-Kleffner Syndrome, a rare condition which suddenly robbed him of his normal speech and language skills at the age of four years. The condition particularly affects the ability to recognise and interpret spoken words. When he was first affected, Geoffrey was unable to understand any speech, although his hearing remained intact. He was heavily reliant upon visual clues as the only way to receive information. Geoffrey was first introduced to CA by the speech and language therapist at the Speech and Language Unit he attended. Geoffrey’s parents also learned the cues and used them with him at home, helping him to practise words he had learned at school each week. When Geoffrey first entered John Horniman School, his speech was sometimes difficult to understand, although he was physically able to say each sound on its own. Geoffrey used /t/ or /d/ instead of /k/ or /g/ at the beginning of some words. He also used one consonant where two were needed; for example, saying ‘pay’ and ‘pider’ instead of ‘play’ and ‘spider’. Geoffrey was shown each missing sound written in a bright colour while the rest of the word was in black. He was shown the cue and at the same time asked to say the sound, first on its own and then in the whole word. Geoffrey was also asked to judge whether words were being said correctly or incorrectly, first with the cues, and then without them, so that he had to rely on the sounds alone.
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 Geoffrey also had difficulty producing sounds in the correct sequence in words; for example, saying ‘ti-gar’ instead of ‘guitar’. If the adult repeated his version of the word, he could recognise his mistake, but he needed to see the cues in order to say the word again correctly. Geoffrey sometimes omitted syllables from longer words such as ‘potato’, but when cues were used to highlight the first consonant in each syllable, he was able to learn the correct pattern. This was later reflected in his spelling. Although he has made very good progress, Geoffrey still processes speech sounds more slowly than the average child; for example, it is difficult for him to get an accurate impression of a new word when it is long, phonetically complex and embedded in the middle of a quickly spoken sentence. CA can be used to highlight sounds that Geoffrey may have missed at first hearing. Geoffrey also benefited greatly from the use of Paget-Gorman Signed Speech at the Language Unit, hence he was familiar with both systems when he entered I CAN’s John Horniman School and has continued to use both to make progress in his spoken and written skills. Simon is another child with severe and complex speech and language difficulties. He has attended John Horniman School since September 1998, at which point he had no recognisably clear words, but only vowel sounds with tuneful intonation. CA has played a crucial part in his therapy and teaching, and Simon’s parents recently described his progress in this way: “Simon is not recognisable as the same child who started at John Horniman School. His achievements far exceed our hopes and dreams”. Simon had developed normally until the age of fourteen months, but then stopped making speech sounds. In addition to severe difficulties with speech, he presented at school with a very short attention span and limited ability to socialise with other children. When he first entered John Horniman School, Simon was introduced to Paget-Gorman Signed Speech, which he learned quickly, relieving some of the frustration that he experienced when trying to convey messages. He was soon able to produce up to three signs together, enabling him to communicate simple everyday requests such as “Drink, please Mummy”. Listening and attention skills were an equally high priority in teaching and therapy, because initially Simon was unable to remain sitting on his chair and listening during lessons.
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 Simon had several obstacles preventing him from producing clear speech. The first was his inability to listen carefully and be able to recognise the different sounds in words. He also had a very limited auditory memory span, being able to remember only two key words in any spoken sentence. Hence, if a teacher gave him information such as “‘car’ begins with ‘c’” he could not retain it all accurately for later recall. In addition to input problems, Simon’s speech processing system was breaking down on the output side. He had no difficulty imitating mouth movements, but could not produce speech sounds spontaneously. Simon had no mental map of how to move his mouth for particular sounds, and needed to have this motor programming specifically taught. In speech and language therapy sessions Simon progressed through tasks that improved his general listening skills, for example, by recognising different environmental noises on an audiocassette, to specifically language-based tasks. For example, Simon learned to tell the difference between sounds that were ‘noisy’ or ‘quiet’; that is, voiced or voiceless such as /t/ versus /d/. As he saw the CA signs being made simultaneously with speech, he was able to associate the two and remember the individual sounds more easily. The cues gave him a concrete ‘peg’ on which to hang fleeting speech sounds. As in the case of John, CA enabled Simon to understand how consonants were made and helped him to succeed in imitating them accurately. As Simon began to practise using words with two syllables, the speech and language therapist was able to prompt him with the cues; for example, helping him to remember that the word ‘party’ contains /p/ and /t/. The cues were also linked to written letters that were underlined using the colour coding. In this way, Simon was able to bring his emerging sound awareness into the skills of reading and writing. When he is thinking about how to spell a word, he says it, recalls the cue, then knows which letter to write. Simon has also benefited from using the Cued Vowel signs; for example when learning the difference between long and short vowel sounds. His progress in literacy was highlighted in a recent report from the school’s specialist educational psychologist, who noted that “Simon’s reading has improved considerably. He read more fluently than last year and tried to use phonics when he came to a word he did not recognise”.
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 Training staff and parents to use CA We first learned about CA from an article in a NAPLIC newsletter, and subsequently were delighted to be able to have a day’s training in school, delivered by Jane Passy. All members of I CAN’s John Horniman School staff took part in that event: teachers, child care workers, assistants and speech and language therapists. Since then, there have been shorter, revision training sessions for staff led by one of the school’s speech and language therapists. Parents have also learned the cues during signing lessons offered at the school, and they find them highly effective at home in prompting speech production and encouraging reading skills when appropriate. CA does not require a lot of materials apart from the fingers! However, we find that the wall charts (published by STASS in the United Kingdom and ACER Press in Australia) are very useful, so that staff and pupils can quickly refer to them when necessary. In recent years, John Horniman staff have helped to train others outside the school to use CA and vowels. There is a continuously high demand for the system as more people realise how effective and userfriendly it is. It is an essential resource in this special school, but can easily be used in a wide variety of different educational settings. To find out more, visit our website at www.ican.org.uk.
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 CHAPTER 7
 
 Cued Articulation to support teaching of reading to secondary age pupils with moderate learning difficulties Diana Thomas and Hazel Hughes (with thanks to the large number of teachers, learning support assistants and, particularly, in memory of the very special Speech and Language Therapy Assistant, Carol Perkins, who all supported this initiative so completely)
 
 T
 
 This chapter aims to demonstrate how combining Cued Articulation (CA) with an established reading program made a great impact on the reading skills of pupils of secondary school age with moderate learning difficulties. It does not set out to detail lesson plans, as these are well documented in the reading program itself. The value of CA both to teachers and speech and language therapists cannot be over-emphasised.
 
 Background In April 1994, the headmaster of Selly Oak School in Birmingham, the largest secondary school for pupils with moderate learning difficulties in the United Kingdom, decided to employ a full-time speech and language therapist. This gave far greater opportunity for collaboration between the therapist and the other school staff than would normally be possible with a part-time, visiting therapist. Six months after this appointment, a speech and language therapy assistant was appointed, enabling even greater access to therapy for the pupils.
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 The school had 375 pupils, all with statements of educational need, aged eleven to nineteen years. Each year band was divided into four classes of up to sixteen pupils, grouped according to ability. The school was mixed, and there was a ratio of about four to one, boys to girls, from a variety of social and ethnic groups. Pupils presented with a variety of learning difficulties including autism, dyslexia, dyspraxia and general learning difficulties including specific syndromes; many had additional challenging behaviours. Pupils had access to the full National Curriculum; exemptions were rare. At the start of this initiative, the school was organised on a primary model with specialist teaching in science, technology, PE and modern foreign language. Pupils were assessed and put into classes of up to sixteen, according to their levels of achievement in reading accuracy and comprehension. Each class spent the majority of its time with one teacher. The staff had a variety of teaching backgrounds, including primary and secondary, mainstream and special needs. Their in-service training needs were recognised, and led to this initiative in September 1995. Many teachers enrolled in the Diploma for Specific Learning Difficulties (Dip. SpLD). The course’s focus on multi-sensory methods of teaching added further strength to the initiative, as CA gives additional visual and kinaesthetic information. In the summer of 1995, year bands worked individually within the overall structure of the National Curriculum and were supported by the speech and language therapist and assistant. The speech and language therapist’s role was flexible. A majority of pupils was found to have extremely limited reading skills on transfer to secondary school. It was felt that they required a highly structured reading program that would enable them to experience success quickly in an area in which they had previously failed. The need for a multi-sensory approach had been recognised, and an appropriate scheme, with both oral and aural elements, namely ‘SRA Corrective Reading Scheme’ (Engelman et al.), was identified. Corrective Reading Decoding is described as being ‘designed for students who misidentify, reverse, or omit words; students who have little recall and limited attention span, students who fail to remember and follow directions, and students who read without understanding’.
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 Introduction of CA Soon after joining the school, the speech and language therapist introduced CA into therapy sessions. Almost all speech and language therapy was carried out on a withdrawal basis at this time. Many pupils who had experienced years of failure in progressing with articulation and phonology began to make progress and became more motivated. The multi-sensory approach benefited all types of articulation disorders. It gave additional visual information to the listener and helped the speaker to slow down, giving them greater opportunity to articulate/ sequence their sounds accurately. Pupils with previously unintelligible speech became more confident and began to join in oral lessons. This was commented on by staff and, by chance, sparked a conversation on how the use of CA could be extended to benefit all pupils as well as reinforcing the speech therapy work in the classroom.
 
 CA used to support the teaching of reading In the summer term of 1995, it was realised that CA and the structured reading program shared a common denominator – namely ‘sounds’! The reading program already contained multi-sensory elements that could be extended by the use of CA. The nature of delivery of the reading program was whole-class, direct instruction. This made it very easy for CA to be incorporated. The speech and language therapist would be able to work collaboratively in the classroom. The decision was taken to pilot this collaborative approach with the next Year 7 intake. This led not only to sharing of skills, but also enabled the therapist to monitor the pupils, including those not on her caseload. The prospect of collaborative working in this way was exciting and generated great enthusiasm among the staff who were to work with the new intake in September 1995. During the summer term, ways to establish the initiative were identified. These included: • teaching staff and therapist to become familiar with the reading program. A key teacher already familiar with the scheme gave demonstrations on its use • teaching staff to become familiar with CA principles. The speech and language therapist carried out in-service training. Particular emphasis
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 needed to be placed on the clear articulation of each sound, avoiding the inclusion of the schwa sound so often added. Thus ‘c-a-t’ was not pronounced ‘ker-a-ter’ classroom assistant and speech and language therapy assistant needed to be actively involved at all stages all involved needed to understand the rationale behind the initiative joint delivery methods to be identified. The speech and language therapist would work alongside teachers to demonstrate the CA signs, monitoring the teachers, assistants and pupils as appropriate. The speech and language therapy assistant would give additional support where needed timetable implications. The need for the therapist to be involved in all lessons initially meant that lessons within the year band had to be carefully time-tabled so as not to coincide the placement test for the SRA Corrective Reading needed to be administered to all pupils. This was administered on the induction day, in July 1995, to identify at which point pupils needed to enter the program.
 
 The majority of pupils needed to start at the beginning of the program, which was advantageous: both pupils and staff were able to master the sounds a few at a time, consolidating their skills as they progressed. As in all schools, demands on staff were great. The gradual introduction of the signing during lesson time, a few signs at a time as dictated by the reading program, contributed to the success and consequent enthusiasm for the new teaching approach. Pupils and staff learned together; lessons were fun, not least because some pupils found it easier to remember the signs and could assist the staff! This helped to develop pupil confidence, particularly as some of the least able experienced the greatest success. Concentrating on the signs moved the focus away from the written symbol (the area of greatest difficulty for most pupils) to the kinaesthetic awareness of the sound.
 
 Modifications SRA Corrective Reading recommends daily lessons covering a full lesson at a time. Time-table restrictions within school meant that lessons were delivered three times a week for the first half-term and then, after this initial period, they were reduced to twice weekly. This
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 was in order to fulfil the students’ entitlement to a broad and balanced curriculum. The pace of delivery was modified according to the ability of the class group. The set lesson plans were delivered in two halves to the least able; the first concentrating on ‘pronunciation and listening’ , the second on ‘reading and writing’. The colour coding element of CA was not incorporated into class lessons as it was felt it would be too much for these pupils to cope with at one time. As it is a phonic reading program, it was decided that the colour coding could be introduced at a later stage when irregular spellings were introduced.
 
 Delivery For the first half-term, the speech and language therapist supported the teacher in every lesson, following the agreed approach. Therapist and teacher stood side by side at the board, in front of the class. The teacher led the lessons, presenting the structured elements of each lesson as laid down in the manual. The program is highly prescriptive and easy to follow. Whenever appropriate, CA signs were taught and used alongside the ‘normal’ delivery methods. The therapist demonstrated the signs for the target sounds indicated by the teacher. These could be in either oral or written form. The teacher would use CA wherever possible throughout the lesson and the therapist ensured the consistent and continuous use of signing. The learning support assistant and the therapist monitored signing, giving immediate correction, praise and encouragement throughout the lesson. While ensuring pace and accuracy was maintained, spontaneous humorous responses were encouraged as it was important to include an element of fun. These were, more often than not, at the expense of the adults involved! Once signing was established and the assistants were confident in their supporting role, the therapist was able to withdraw, monitoring occasionally and providing support to staff and pupils where and when necessary. In some classes, the speech and language therapy assistant took over from the therapist, allowing less experienced teachers to gain further confidence in combining signing with their traditional role.
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 Evaluation As hoped, the initial aim of the pilot, which was to accelerate progress in reading and improve articulation skills, was clearly achieved. Increased confidence in dealing with written information resulted in a generally more positive approach to lessons. Staff and pupils’ increased awareness and understanding of using a multi-modality approach to learning resulted in greater co-operation and sense of achievement. The majority of pupils in this year band had arrived in secondary school with no useful reading ability. Unfortunately, actual data is no longer available. By the end of the pilot year (Year 7), they achieved an average reading age of five years (Neale, 1989, 1997) ranging from 0 to 11.02. At the end of their second year of this approach (Year 8) their average reading age had risen to six years and one month (range: 0 to 12.10). An average gain of over twelve months in a year for this pupil population can only be regarded as exceptional. By the time these pupils reached the end of Year 10, the average reading age had increased to eight years and two months (ranging from 0 to 13+ years). Of these, 41.5 per cent of pupils achieved a reading age of eight years or above, which is the level required to read the majority of tabloid newspapers. In addition to the above, pupils’ increased ability to communicate raised their self esteem noticeably. Giving pupils opportunities to correct adults in a learning situation was a great motivator. The continuity of teachers and assistants across many areas of the curriculum made it possible to use CA to ensure greater access to the range of curricular activities. The staff also became more confident and thus more consistent in supporting the articulation of pupils using the same technique as the speech and language therapist and assistant. Pupils continued to use CA for as long as they felt they needed its support. As they progressed through the school CA continued to be used by those who still benefited from it. Its use was discontinued by those who no longer needed it. We observed that use of CA signs particularly benefited those pupils identified as having Specific Learning Difficulties (SpLD); many of them came to rely on the signs, and they could often be observed signing to themselves as they concentrated on their reading and writing.
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 Six years on CA is now embedded in the school’s ethos. Teaching is organised through departments (lower and upper school) rather than within year bands, enabling continuity of teaching methods. The pupils’ enthusiasm and, in some cases, dependence on CA has ensured that new members of staff are trained in order to ensure continued high levels of achievement. Staff are so convinced of the benefits of this approach that they actively promote its spread into other schools, including feeder primary schools. The speech and language therapist is no longer at the school. She now works with adults, both with learning difficulties and acquired communication disorders. She continues to use CA with these client groups, enabling people with both long-standing developmental delay and newly acquired communication disorders to progress. Adults suffering from verbal dyspraxia are a group with which she is finding CA particularly helpful. Several patients who initially were unable to make any speech sounds at all have made significant steps forward once CA has been introduced into the therapy program. Our experience has highlighted the versatility of CA. It is an invaluable teaching/therapy tool which is always in our hands (never left at home or in the boot of our car!). We suggest that it can be implemented to support a wide range of teaching and therapy programs that teachers and therapists are already using.
 
 References Engelmann, Siegfried et al. SRS Corrective Reading Scheme, Berkshire, UK: McGraw-Hill Publishing Co. (www.mcgraw-hill.co.uk) Neale, MD (1989,1997) Neale Analysis of Reading Ability, Berkshire, UK: NFER-NELSON Publishing Company Ltd
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 CHAPTER 8
 
 Teaching aspects of English pronunciation to adult learners of English as a second language
 
 I
 
 Beth Zielinski
 
 It is difficult to imagine working as a speech pathologist without having Cued Articulation (CA) as one of the important ‘tools of the trade’. I have been aware of CA since starting my first job as a speech pathologist in the Victorian education system in 1978. CA has been a part of my knowledge base throughout my working life. Although CA was originally developed for use with children, the technique’s applicability and benefits were obvious when I started working in the area of teaching English pronunciation to adult learners of English as a second language (ESL). In order to speak English in a way that is readily understood by native speakers, ESL learners need to master skills in a number of different areas. One of these is use of the English sound system. CA provides a logical and practical way of assisting this learning process. One of the roles of the Centre for Communication Skills and English as a Second Language at The University of Melbourne is to provide support to ESL learners who are working or studying at the university. The aim of the pronunciation classes I teach as part of the support program is for the students to develop spoken English that is easy to understand. The class activities that focus on the correct production of English sounds provide the students with speaking
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 experience in a range of different contexts. The students come from a range of different language and cultural backgrounds, and study or work in different areas of the university. Their English skills are at a level which enables them to function in an English-speaking university.
 
 Applying CA Reducing confusion Many of the students have not been taught the correct pronunciation of English sounds during the process of learning English. Sometimes they have been given instruction in pronunciation by a non-native English speaking teacher with pronunciation errors of their own. Also, many of the students have had very little English speaking experience before coming to Australia to study. It is therefore not surprising that they commonly report that they are confused about English pronunciation – they don’t know what they’re doing wrong and they don’t know why people (usually native English speakers) don’t understand them. One way I have been able to reduce the students’ confusion is to let them know what it is that they are doing wrong. Before attending the classes, each student is assessed individually and given feedback on their pronunciation skills. This is often an enlightening experience for the students. Sometimes it is the first time anyone has actually provided them with a structure within which to consider their pronunciation. I’ll always remember one man looking at me after this feedback session and saying, “Thank you, no one has ever told me that. Why hasn’t anyone ever said anything?” CA is used as an integral part of this feedback. It has become second nature to me to use the hand signs when explaining details of errors and how the errors differ from the correct production of the sounds. For example, explaining to a Japanese student that she is saying /b/ instead of /v/ is much clearer and faster using CA. Issues of air flow, position of articulators and use of voice are all conveyed in the hand signs, and the student isn’t overwhelmed with complicated verbal explanations. Another way to reduce confusion for some students is to provide them with an overview of the English sound system (consonants). I use an adapted plain-English phonetic chart (Figure 1) to show the students that there is actually a structure to the English sound system. The chart includes details on air flow and position of articulators. Also, each
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 phoneme on the chart is underlined using the CA system of one line for a voiceless sound and two lines for a voiced sound. The chart is always presented to the students in conjunction with the CA hand signs. The hand signs add even more structure and logic to the system, and reinforce the written information by providing a clear and simple explanation of the features described on the chart. The simplicity of the hand signs also makes the information easier to remember than the written details alone.
 
 Learning new sounds In order to master the English sound system, many students need to learn how to produce sounds that do not exist in their native language. Because these sounds are so different and so new, some students have great difficulty learning them. They complain that what I’m telling them to do can’t possibly be right because it feels so strange. I tell them that if it feels strange, it probably is right! In teaching these sounds I use a variety of methods, but CA hand signs always accompany any demonstration or explanation presented. The hand signs simplify and clarify what I’m saying. The students sometimes spontaneously use the hand signs while they’re attempting a new sound, as though to coach their articulators to do the right thing. CA is particularly useful in teaching the correct production of /θ/, a sound which commonly causes a great deal of difficulty for students from many language backgrounds. Different error sounds are used depending on the native language of the speaker. For example, Cantonese speakers typically use /f/ instead of /θ/, while Japanese and some Chinese speakers use /s/ as their error sound. Indonesian speakers may use an error sound that sounds like /t/ to native English speakers. The CA hand sign for /θ/ clearly demonstrates the required position of the tongue (many students don’t want to poke their tongue out!) and the direction and nature of the air stream (some students tend to bite their tongue too hard and therefore cut the air stream off). When this sign is compared with the sign for the error sound the difference between the two becomes obvious. Where possible, word pairs which contrast the error sound with /θ/ can be presented with accompanying hand signs to demonstrate the differences between the two. For example, the difference between ‘thick’ and ‘sick’, or ‘thigh’ and ‘tie’, or ‘thought’ and ‘fought’.
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 Voicing The correct use of voicing can be very difficult for some students. Voicing errors can change the meanings of words and can sometimes result in much confusion for the listener. CA reinforces the correct use of voicing in two different ways. The hand signs clearly indicate whether or not a sound is voiced, and the underlining system provides information about voicing in the written form. As mentioned above, the feature of voicing is also clearly demonstrated by the underlining system on the sound chart (Figure 1). If two sounds are in the same box on the chart it means that they are produced in the same way. The only difference between them is the feature of voicing, and this is indicated by the lines under the sounds.
 
 Learning new sound contrasts Many students need to learn new sound contrasts when learning to use the English sound system. When learning sound contrasts, the students need to be able to pronounce the contrasting sounds in such a way that there is no listener confusion about what they have said. Students have had difficulty producing clear contrasts for a variety of reasons. • An important sound contrast in English may have to be made between two sounds that are merely variations of the one sound in the student’s native language. One of my Thai-speaking students had great difficulty using /ʃ/ and /tʃ/ as contrasting sounds (for example, ‘shoe’ vs ‘chew’; ‘wash’ vs ‘watch’). Sometimes he substituted /ʃ/ for /tʃ/ and sometimes it was the other way around. He reported that they were both variations of the same sound in Thai. • The sound contrast the student is trying to learn may involve a newly learned sound contrasting with an error sound. The new sound has to be produced in a way that is clearly different to the error sound. This can be very difficult for some students. • A student may be able to hear the difference between two sounds but an English listener hears them as variations of the same sound. A clearer contrast needs to be established. A Vietnamese student in one of my classes could clearly hear the difference between his pronunciation of /θ/ and /t/ (and so could his Vietnamese class mates!). However, to me, both sounds were variations of an English /t/.
 
 Teaching aspects of English pronunciation to adult learners
 
 67
 
 4443-A HANDFUL OF SOUNDS TXT
 
 27/4/04
 
 4:03 PM
 
 Page 68
 
 A certain Japanese student comes to mind when I think of the benefits of using CA to teach new sound contrasts. This student sometimes produced /r/ when attempting to say /l/. He used a mirror to monitor the position of his tongue and, although he said he understood what he should be doing, as soon as he attempted to say words starting with /l/, his tongue would move into the /r/ position. I presented pairs of words that contrasted the two sounds, using CA hand signs to demonstrate the pronunciation of /l/ versus /r/. The effect was astounding. Immediately the student was able to repeat the words correctly after me. He was then able to say the words correctly without a model, using only my hand signs as a prompt. CA hand signs demonstrate the features of the contrasting sounds very clearly. When the CA hand sign for one sound is compared with the sign for the contrasting sound, the differences between the two become clearer.
 
 Learning to say sounds in various positions of words CA hand signs are particularly useful for indicating the position of a target sound in a word. When attempting to pronounce a new sound at the beginning of a word, a student may have difficulty changing the position of the articulators for the rest of the word. They get everything in position, say the new sound and then continue with the rest of the word, leaving their articulators in their original position for the entire word. Saying ‘thank you’ with your tongue between your teeth does not look good! This can also happen when a student is aiming for a target sound in the middle of a word, where the beginning and end of the word are pronounced with the articulators in the same position required by the medial target sound. When modelling the words for the students I sign the target sound as it is said and have my hand in a neutral position for other parts of the word. The students can see what they have to do, and sometimes use the hand signs themselves as a prompt at the appropriate place in the word. The correct pronunciation of sounds at the ends of words is very difficult for many students to achieve. Some students merely leave the sound off, while others actually form the sound but don’t release it. CA hand signs, particularly those representing the stops (/p/, /b/, /t/, /d/, /k/, /g/), are invaluable in indicating how the final sounds should be produced.
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 Learning to produce consonant blends Learning to pronounce English consonant blends is also very challenging for many students. Some students simplify the blends (for example, ‘fog’/‘frog’), while others insert vowels between the consonants (for example, ‘below’/‘blow’). The sound combinations formed by plural, third-person singular and past-tense markers are particularly difficult to pronounce. I have successfully used CA hand signs to indicate the movement from one consonant to another in some blends. The hand signs involve movement and can therefore be combined to represent a blend. For example, when demonstrating pronunciation of the /θs/ blend at the end of the word ‘maths’, I have my hand in the end position of the sign for /θ/ and gradually move my finger back to the corner of my mouth and change into the sign for /s/ to correspond with what I’m saying. The signs represent what the student needs to do with their tongue in order to say the blend correctly. When a student has difficulty with one particular sound in a blend I use CA hand signs to represent that sound. For example, Cantonese students often have difficulty differentiating between /l/ and /r/ blends, and have trouble contrasting words like ‘pleasant’/‘present’ and ‘bleed’/‘breed’. Because the contrast between /l/ and /r/ is the important issue, I concentrate on the signs for those sounds as I model the words.
 
 Connected speech It takes a great deal of effort for the students to be able to use newly learnt pronunciation skills in connected, everyday speech. In order to be able to do this, the student first needs to learn to monitor their own speech. This involves being able to identify and self-correct errors when they occur, and also to anticipate errors so that they don’t occur. I have also used CA hand signs to prompt the students during this learning process, either to correct an error, or as a reminder when a difficult word or sequence of sounds is coming up.
 
 Teacher training I have also used CA when providing in-service education for a group of ESL teachers. The teachers were interested in how to assess and teach pronunciation skills in a tertiary environment that catered for students
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 with varying levels of English ability. Many of these teachers had very little training in the area of pronunciation. One teacher told me that her training consisted of learning phonetic symbols, and she had passed the unit by getting her friend to do a phonetic transcription assessment task for her! I used CA and the modified sound chart (Figure 1) to teach the group about the English sound system before going on to introduce CA as a technique to use with their students.
 
 Conclusion The use of CA has clarified and simplified the learning process for many students attending the pronunciation classes at The University of Melbourne. The system obviously has broader applications in the field of teaching English pronunciation to ESL learners, and would be particularly relevant to students with poor English skills. The hand signs replace the need for complicated verbal instructions – the signs speak for themselves.
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 CHAPTER 9
 
 A Hebrew adaptation of Cued Articulation Leah R. Paltiel-Gedalyovich
 
 A
 
 As many readers will know, Modern Hebrew is the first official language of Israel. Although the modern, and particularly the spoken version, is used primarily in Israel, Ancient Hebrew, the language of The Bible, Mishnah, ancient and modern Jewish religious writings and prayers is used throughout the world by practising Jews, and is studied by scholars of The Bible and ancient history. Although born and raised in English-speaking countries, I have been reading and writing Hebrew since around the age of five, albeit with little understanding at first. In high school I made the transition from using Hebrew solely for religious and academic purposes to using Hebrew for communication. Perhaps it should be noted that in such a transition there typically is also a transition from one to another of the many dialectical variations in the pronunciation of Hebrew. My first experience had been with the Ashkenazic pronunciation, one of the dialects of Eastern European Jewry. In communicating in Hebrew I moved to the Modern Hebrew Sepharadic pronunciation of Israel (at least to the best approximation that I could manage!) . A discussion of the various phonetic variations of spoken Hebrew is beyond the scope of this chapter; however, suffice to say that variations include vowel variations and minimal consonant variations, usual variation in realisation of the phonemes /b,g,d,k,t,p/ in certain contexts, as dictated by phonological processes.
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 When I moved to Israel in the late 1980s and began working in a general hospital outpatient’s clinic, I immediately felt the need to use the Cued Articulation (CA) method with my phonologically and articulatorily impaired clients. This, of course, required an adaptation of the cues designed for the English phonemic inventory to the quite different Hebrew phonemic system. In preparation of this chapter I revised my adaptation, to bring the Hebrew adaptation in line with spoken Hebrew phonemes, as opposed to those dictated by prescriptive phonology. This chapter is organised as follows: • a short description of the Hebrew phonemic inventory and orthography • a description of the general principles followed in adapting CA for Hebrew, including both the hand cues and the colour-coding system • a phoneme-by-phoneme account of the cues for the Hebrew phonemes • a summary of some of the general issues that arose in the course of the Hebrew adaptation of CA and which I hope will be helpful for others interested in adapting the system for other languages.
 
 Modern Israeli Hebrew phonemes and orthography Consonants Recent analyses of modern spoken Hebrew in the context of phonology as human behaviour (for example, Tobin, 1997) have defined consonants in terms of active versus passive articulators, degrees of stricture, types of free airflow and number of sets of articulators in use, as opposed to the traditional manner-place-voice-nasality features. In revising the adaptation of CA, I retained the original three-feature classification, while taking into account pertinent features of newer analyses. The analysis which follows is adapted from Tobin (1997). Any errors are mine. The consonant inventory has been restricted to the common dialect of Hebrew which is most likely to be a clinical target. This dialect would also be the likely target of learners of Hebrew as a foreign langauge.
 
 72
 
 A Handful of Sounds
 
 4443-A HANDFUL OF SOUNDS TXT
 
 27/4/04
 
 4:03 PM
 
 Page 73
 
 Place As such, instead of the traditional place feature, seven groups of active articulators have been identified. The list below is adapted from Tobin (1997), with the traditional places of articulation of these phonemes for English given in parentheses: (i) Lips (‘bilabial’): /p, b, f, v, m/ (ii) Apex (‘alveolar’): /t, d, n, ts, s, z, l/ (iii) Anterodorsum (‘palatal’): /ʃ, j/ (+/, tʃ, d/) (iv) Posterodorsum (‘velar’): /k, g, x, γ/ (v) Glottis (‘glottal’): /h/ (not in the inventory of all native speakers) (In group (ii) I have added three phonemes, borrowed from other languages /tʃ/, d/ and //. These as well as /h/ appear in some dialects of spoken Hebrew but are not found in the spoken inventory of all native speakers.)
 
 Manner In place of the traditional stop versus fricative versus nasal classification, we may consider degree of stricture/airflow. I list here the consonants by degree of airflow, with traditional classification again listed in parentheses (adapted from Tobin, 1997, p.94). (i) Complete stricture and obstruction of airflow (‘stops’): /p, b, t, d, k, g/ (ii) Complete stricture and partial (non-turbulent) obstruction of airflow (‘nasals’): /m, n/ (iii) Incomplete stricture and (turbulent) airflow (‘fricatives’):/f, v, s, z, ʃ, x, γ, h/ (+ //) (iv) Transitory stricture (complete-incomplete) and transitory obstruction of airflow (no obstruction – turbulent obstruction) (‘affricates’): /ts/ (+ /tʃ, d/) (v) Incomplete stricture and (nonturbulent) airflow (lateral approximant’, ‘semi-vowels’): /l, j/
 
 Voicing Tobin (1997) relates to three ‘voicing’ groups. Classification is according to how many of the following groups are involved: active articulators, vocal folds, uvula.
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 (i) Active articulators only (‘voiceless’): /p, t, ts, s, ʃ, k, x, h/ (+ /tʃ/) (ii) Active articulators + vocal folds (‘voiced’): /b, d, z, l, g,γ / (+ /, d/) (iii) Active articulators +vocal folds + uvula (‘nasals’): /m, n/
 
 Vowels Vowels of common spoken Hebrew are restricted to two front, one central and two back vowels.
 
 Front vowels Two front vowels are recognised. The high front vowel /i/ (as in the Hebrew word li – ‘to me’) and the front mid vowel /ε/ (as in the Hebrew word pε - ‘mouth’).
 
 Central vowels Hebrew has one low central vowel, /a/ (as in kan –‘here’).
 
 Back vowels Hebrew has two back vowels: the mid /o/ (as in xoγ ‘hole’) and high /u/ (as in kum ‘get up’).
 
 Orthography There are two types of Hebrew orthography. The first involves the encoding of consonants in the graphemes, with vowels represented diacritically as dots and marks above, beside but usually below the consonant letters. This type of orthography is used for children acquiring reading, and often in religious prayer books, poetry and texts. The second type of orthography is consonantal only (traditionally known as a ‘syllabary’). The reader is expected to derive the relevant vowels from the semantic and syntactic context, as a single consonantal configuration may represent more than one word involving different vowels. (An example in English would be: Th mn wnt hm. = ‘The man/men went/want home/ham’.) There is a third orthography, known as ‘full spelling’, which allows the use of certain consonant letters representing /j/, the Hebrew word jud, written ‘ ’, and historical /w/, now a homograph for /v/ the Hebrew letter vav, written ‘  ’, as /i/ and /u/ respectively.
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 Adapting CA for Hebrew In adapting CA for Hebrew, I tried to follow four guiding principles: 1. Wherever possible, maintain the original cue for the phoneme. 2. Where the Hebrew phoneme is not represented in the original list of cues, follow the principles for other phonemes of similar classification. 3. Use original colour codes wherever possible. 4. Where new phonemes are involved, use new colours but follow the principles of the original colour-code system.
 
 Maintaining original cues As can be readily seen from the Hebrew phonemic survey above, many of the phonemes in Hebrew have close, if not exact, parallels in the English phonemic inventory. In some cases, the differences between the articulation of these phonemes in the two languages may be seen as ‘etic’ and not ‘emic’. From a clinical point of view, the differences in the target phoneme are not significant, to the extent that a Hebrew speaker achieving the parallel English phoneme would not be seen to be marked, even for accent. For example, consider /t/. The English speaker may produce the /t/ of a word like ‘tea’ with the tongue apex on the alveolar ridge. The Hebrew speaker may produce the /t/ of the word tε (‘tea’) with the tongue apex behind the upper teeth. However, if these are reversed, the acoustic differences would be unlikely to be considered significant by native listeners. In cases like these, the original cue for the parallel English phoneme has been adopted for the Hebrew phoneme. The rational for this is straightforward. Firstly, I have tried to change the original system as little as possible. Secondly, the method of using CA allows for the adaptation of the cues to the individual needs of a particular client. An individual having difficulty, for instance, with tongue-tip sounds, will benefit from the cue which emphasises the movement of the tongue-tip. If this sound is being backed, no matter which language is the target, it is likely that the clinician will adapt the cue to be more forward-like (perhaps pointing the cue forward) in order to help the client achieve appropriate articulation.
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 Non-English Hebrew phonemes While working with CA in English, it soon becomes apparent that CA’s usefulness lies largely in the system of the hand cues (and the colour coding). The common features of groups of sounds are represented by common features in the hand cues. The common features may be summarised as follows: Articulators/‘place of articulation’ is represented by the proximity of the cue to the articulators involved and the mimicking of the shape of the articulators by the hand. Degree of stricture-airflow/‘manner of articulation’ is represented by the degree and type of movement of the hand cue. High degrees of stricture and obstruction are represented by sudden, short movements of the hand cue, lesser degrees of stricture with more gradual onset of movement of the cue and longer movement. Voicing is represented by the number of digits involved. Vocal fold involvement is shown by the use of two digits in the cue, while lack of vocal fold involvement is shown by the use of a single digit. In adapting the system, I felt that this unified representation of common features was the aspect of the cues most important to preserve. Thus, the process I followed in ‘inventing’ new cues was: a First, identify the type of consonant. (For example, the consonant /x/, is the sound that comes at the end of the word ‘loch’ (Scottish lake), is identified as belonging to the group of sounds having incomplete stricture and turbulent airflow, traditionally a ‘fricative’.) b Second, identify the common feature of the hand cues for this type of sound. (For example, for this group of sounds, cues are characterised by continuous movement, 5–10 centimetres.) c Third, identify the articulators involved. (For example, for /x/, the anterodorsum (tongue blade).) Place the cue in proximity of the articulators. d Fourth, decide the number of digits to be used in the cue on the basis of the voicing characteristics of the phoneme. (In this case, one digit, since there is no immediate vocal fold involvement, ‘voiceless’.)
 
 Maintaining original colour coding Just as the original cues were maintained wherever possible, similarly, the original colour codes were maintained for all those phonemes for which the original cues were maintained. However, the Hebrew
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 orthography requires a basic change. In English, the colour-coding lines are placed under the grapheme representing the phoneme. In Hebrew this is inappropriate because of the representation of vowels underneath the consonantal orthography (see above). I therefore decided to place the colour code above the consonantal grapheme, so as not to interfere with the vowel coding, especially for beginning readers.
 
 Colour coding for non-English Hebrew phonemes In the original colour-coding system, a systematic pattern is maintained. Voiced–voiceless consonant pairs are coded using the same colour. The number of lines parallels the number of digits; that is, one line for voiceless consonants and two lines for the voiced pair. Nasal sounds are coded with two lines, with one of the lines being black to indicate the involvement of nasal resonance. A psychologically salient relationship is maintained between related phonemes. For instance, the colour code for /tʃ/ is purple, the colour obtained when combining the colours for /t/ (blue) and /ʃ/ (red). These patterns are maintained in coding the Hebrew phonemes not found in English.
 
 CA for Hebrew phonemes Hebrew phonemes having parallel English phonemes For the vast majority of Hebrew phonemes, the cues and colour codes for the parallel English phonemes are maintained. These are listed here, and there is no need to describe the relevant cues and colours. Consonants: /p, b, t, d, k, g, f, v, s, z, ʃ, l, h/ (+ ‘borrowed’ consonants /tʃ, d/) Vowels: / i, ε, a/
 
 Hebrew phonemes having no parallel English phonemes There are three Hebrew consonants which have no parallel in the English phonemic inventory. These are /x, γ, ts/.
 
 /x/ /x/ is traditionally considered a posterodorsal velar voiceless fricative. The articulator involved is the posterodorsum/back of the tongue.
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 Vocal folds are not initially involved. There is incomplete stricture and turbulent airflow in articulation. The cue for /x/ is formed by positioning the hand as for /k/; that is, a single crooked finger is placed at the base of the neck. The hand maintains this position as it moves forward and down gradually, approximately 10 centimetres. The articulators for /x/ and /k/ are identical, so it was decided to make the cue for /x/ as close to the cue for /k/ as possible, while showing that in the case of /x/ there is incomplete stricture and gradual turbulent airflow. This was partly motivated by the high incidence of substitution of /k/ for /x/ in early speech (by the process of ‘stopping’). The similarity between the phonemes is often useful in the remediation process. One dark brown line above the graphemes for /x/ the Hebrew letters xεt, written ‘ ’ and xaf written ‘  ’ was chosen as the colour code for this phoneme. Dark brown was chosen as being related to the light brown colour code for /k/.
 
 /γ/ /γ/ is traditionally considered a posterodorsal/velar voiced fricative. The articulator involved is the posterodorsum/back of the tongue. Vocal folds are involved. There is incomplete stricture and turbulent airflow in articulation. The cue for /γ/ is formed by positioning the hand as for /g/; that is, two crooked fingers are placed at the base of the neck. The hand maintains this position as it moves forward and down gradually, approximately 10 centimetres. As for /x/, the articulators for /γ/ and /g/ are identical, so it was decided to make the cue for /g/ as close to the cue for /g/ as possible, while showing that in the case of /g/ there is incomplete stricture and gradual turbulent airflow. This was partly motivated by the high incidence of substitution of /g/ for /γ/ in early speech (by the process of ‘stopping’). In addition, the similarity between the phonemes is often useful in the remediation process. Two dark brown lines above the grapheme for /γ/ the Hebrew letter γ εʃ written ‘  ’ was chosen as the colour code for this phoneme. Dark brown was chosen as being related to the light brown colour code for /g/. Two lines, as opposed to one, indicate that the phoneme is voiced.
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 /ts/ /ts/ is a consonant of transitory stricture and airflow formed by the apex, without initial vocal fold involvement, traditionally, a ‘voiceless affricate’. The cue for /ts/ is formed by first positioning the hand as if to cue /t/, that is, one digit pointing upwards next to the mouth to show tongue apex involvement. The hand then turns horizontal to cue /s/ before the mouth, and traces a wave forward about 10 centimetres. The change from the static /t/ position to the moving /s/ cue shows the transitory nature of the phoneme. (This is similar to the cue for the English /tʃ/.) The use of a single digit is consistent with the lack of vocal cord involvement. The colour code for /ts/ is a pale blue line which turns pale green midway above the grapheme for /ts/ the Hebrew letter tsadi written ‘ ’. These colours were chosen to show the similarity between the phoneme /ts/ and the phoneme sequence /t/ followed by /s/. This similarity is often useful in teaching the phoneme /ts/.
 
 Hebrew vowels not appearing in English Deciding on cues for the vowels was difficult due to the variation of the actual articulation of the vowels in connected speech. The cues chosen aim to reflect the characteristics of the vowels in isolation.
 
 /o/ /o/ is cued by forming a circle with the thumb and fingers. This position is held beside the mouth and then moves back about 10 centimetres.
 
 /u/ /u/ is cued by forming the shape of a U with the straight thumb and fingers, all pointing forwards. This shape is held beside the mouth and then moves backwards about 10 centimetres.
 
 Summary Like many speech and language pathologists, or ‘communication clinicians’, as we are called in Israel, I find myself working in a country, culture and language different from those in which I received my professional training and gained my initial clinical experience. Like many a speech and language pathologist in a new clinical setting, I A Hebrew adaptation of Cued Articulation
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 found myself, after my immigration to Israel, attempting to exploit the theoretical and practical tools that I had gained in my training and previous practical experience, in my new work environment. CA has been an integral part of my clinical repertoire since Jane Passy first introduced me to the system. It was only natural that I use the system with my articulatorily and phonologically impaired clients. My first adaptation of CA for Hebrew reflected my knowledge of the system as a speaker of Hebrew as a second language and of prescriptive Hebrew phonology. For this chapter, the original adaptation was refined, with a view to Hebrew phonology as spoken. In both the original and the revised versions, I adapted CA systematically, in order to preserve the rationale and the benefits of the original system. The main principles to be followed were: (i) preserve the original cues wherever possible and (ii) follow the principles behind the original cues when designing new cues. The feedback I receive from my clients and from other clinicians leads me to believe that I have succeeded in this task. I hope that this description of the Hebrew adaptation of CA will be of practical use to clinicians using CA with Hebrew speakers, and to teachers and students of Hebrew as a second/foreign language. Hebrew is certainly very different from English, the original language of CA. Yet, because of the sound theoretical basis of the system, and the shared qualities of human languages, adapting the system for Hebrew was not difficult. For the many clinicians working in languages other than English (and Hebrew), I hope that I have given both an incentive and a practical framework for adapting the system for other languages. CA has the potential to be a useful tool in the learning of language and languages with a variety of populations throughout the world.
 
 Reference Tobin, Y (1997) Phonology as Human Behavior: Theoretical Implications and Clinical Applications, Durham, NC and London: Duke University Press The author would like to thank Professor Yishai Tobin for his advice and assistance in the preparation of this chapter. Any errors are the sole responsibility of the author.
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 CHAPTER 10
 
 Teaching Italian to primary school children using Cued Articulation Angela Ferrarin
 
 I
 
 Introduction After many years as an infant classroom teacher in Australia I took long service leave and travelled overseas, taking the opportunity to spend time in classrooms in other countries, in particular in North America and Italy. Upon my return, now having a great interest in foreign languages and renewed enthusiasm for teaching, I was fortunate to be offered a position as both a classroom teacher and a teacher of Italian. I decided to embark on a new and exciting change in my career. I returned to take up a position as a LOTE (Languages Other Than English) teacher of Italian at St Macartans Primary School in Mornington, Victoria. I had the opportunity to utilise my skills from mainstream curriculum teaching alongside my love of languages. I embarked on teaching Italian to children from Prep to Year 6. At this time I also shared the teaching of a class with another teacher who worked part-time.
 
 In-servicing of staff on Cued Articulation The principal at my new school had heard about a new system called Cued Articulation (CA), and he was interested in the benefits of using it
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 to assist in the teaching of phonics. Jane Passy introduced me to the system while I was a classroom teacher. It had been suggested that the entire junior school staff at the school be trained in the use and application of the system. CA was to be introduced across the junior school. I attended Jane Passy’s course at the Mornington School Support Centre for six, one-hour sessions. All the infant classroom teachers were encouraged to complete the six-week course and adopt CA as one of their tools in teaching children the sound–symbol relationship for both pronunciation and literacy. CA soon became a valued resource and part of the school’s philosophy for good teaching practice. I became experienced in using CA to teach phonics in the regular classroom. While learning about CA I was able to see the possibilities of the system in the teaching of English and Italian.
 
 Application of CA in the mainstream classroom I had the opportunity to use the system incidentally with individual children in the classroom who made errors with the pronunciation of sounds such as /th/, /sh/, /s/, /w/. I was able to show the children the hand cue and explain to them how the sound is made. These children were all able to succeed in producing the correct sound.
 
 CA and the teaching of Italian I noticed that children had difficulty with the pronunciation of certain Italian words when they imposed their English phonetic rules. The only assistance I could give was to ask children to listen to me repeat the word and then ask the child to try and say it again correctly. This was frustrating for me and my pupils. Often when reading books on learning to speak Italian, examples of how to say the word would be presented as, for example: Buon giorno (Good morning) Bwon jor – noh I did not wish to write the words as they were pronounced in English, as that would distort the Italian spelling and present an incorrect model. When the children read Italian they would always revert to their English rules, regardless of how many times they were reminded. I could see immediately that with CA I would always be able to present the children with the correct Italian spelling of the word and ensure
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 that they pronounced it correctly with the aid of the hand signal and the colour coding.
 
 Using cues (hand signals) in the teaching of Italian After completing the course I tried using the system with the Prep children who constantly said ‘thre’ instead of ‘tre’ (the number three in Italian). I signed for the letter /t/ using the appropriate hand sign. I was amazed with the results – the children were able to say the number correctly and they also imitated the hand sign. They were able to cue themselves into the correct pronunciation easily. As the focus in Italian in the junior grades is on oral language, I found the use of the visual cues invaluable. I continued to use the system in cueing the children into initial sounds and sounds with which individual children needed assistance. I could introduce new Italian words to the whole class with the aid of CA, or I could use CA spontaneously to help correct any mistakes with pronunciation.
 
 Using colour coding in the teaching of Italian I found in the upper grades the mispronunciation of words was much more frequent the more I used written Italian words as a teaching aid. It was when the children were reading that the most errors were made with the imposition of English phonetic sounds. I decided to trial the colour coding with sounds that were most often read incorrectly. There were particular groups of sounds that were always a problem with the children. The phonemes I thought I would trial with the colour coding were: • The phoneme /k/ as in ‘king’, ‘cat’, ‘chemist’, which are underlined with a single brown line • The phoneme /tʃ/ as in ‘chick’, which is underlined with a single purple line. In English, children are taught that the ‘ch’ in chick says /tʃ/. However, in Italian the ‘ch’ grapheme always says /k/. Similarly, the children were confused when they were taught that the /k/ in ‘cat’ always says the /k/ sound, when in Italian the ‘ch’ always says /k/. I thought I would begin the colour coding with the Italian words ‘ci’ and ‘c’e’. These words should be said in Italian with the ‘ch’ sound, but the children constantly made the error of saying ‘si’ and ‘se’. I told the children that one purple line says ‘ch’ and used the hand sign. The children were then asked to identify the words on a chart that could be Teaching Italian to primary school children using Cued Articulation
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 colour coded with one purple line. The children did this well and were then successful in reading it correctly. I found the colour-coding element extremely useful in helping the children to pronounce the phonemes correctly. As soon as they were familiar with the sound that one purple line was associated with, I then introduced the colour coding for the /k/ grapheme. On the passage that we were working on, all the /k/ graphemes were underlined with a single brown line. Again, the success with the correct pronunciation was extremely significant. After experiencing this incredible success using the colour coding with CA, I always used the colours on the charts of Italian songs, chants and rhymes that I made. When the children read from these charts with the colour coding, the pronunciation of Italian words was excellent. The children could identify the sound easily and know how to say the words correctly almost every time.
 
 Implementation of CA in the teaching of a language other than English I would suggest that anyone wanting to teach another language with the aid of CA would do well to focus on one sound at a time. It would be preferable to start with a sound that is frequently mispronounced. Once the children become competent in pronouncing and recognising this sound, I would move on to another sound. Implementing CA within a classroom could involve the following steps: 1. The children are constantly making errors on the pronunciation of ‘ci’ and ‘c’e’. Make the ‘ch’ sound your focus for the next few weeks. 2. Choose a reading passage, poem or song that frequently uses that sound, and make a copy of the passage for the children to read. 3. Present this passage to the children in class and tell them to look for words that contain the ‘ch’ sound and show them the hand sign. 4. Ask the children to identify and list the words with the ‘ch’ sound. Underline the letters in words that make the sound ‘ch’ with one purple line. Every time a word is found containing the ‘ch’ ,sound use the hand sign when saying the word. 5. Read the passage or sing the song with the colour coding. (This is where you will note the ease at which the children are now able to identify and pronounce these words correctly.)
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 6. Over the next few sessions, ask the class to identify any words in any other Italian passages that they may come across containing the ‘ch’ sound. Always use the hand sign and the colour coding. 7. Once you feel that the children are making fewer mistakes with the pronunciation of the ‘ch’ sound, move your focus to another sound.
 
 Conclusion Prior to using CA, any problems arising with pronunciation were difficult to correct. With CA, a sign and the colour coding provided something for the children to focus on visually, rather than simply relying on listening to sounds. The success rate with correct pronunciation when using this system was astounding. After seeing how well CA worked in the teaching in the classroom and how easy it was to use, I transferred this system to the teaching of Italian. I can see the possibilities of using it with other languages also. It is a natural progression and not a huge leap. You simply transfer the skill of teaching the English sound system to the teaching of the sounds of another language without distorting the correct spelling. You are able to allow the students to see the sound. It can assist in accurate sound production to give an authentic accent. The children coped very well with the hand cues and colour coding. The focus was on introducing one particular sound at a time with the colour coding. With the colour coding being marked on written passages, the children knew the sound even before it was cued in with a hand signal. CA has tremendous potential in teaching the phonological system of another language to children in a simple, dynamic and visual way. It helps them understand the pronunciation of the language and the vagaries of its spelling.
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 CHAPTER 11
 
 Alphajets Jennifer Boer
 
 I
 
 I first encountered Cued Articulation (CA) when I returned to work in the early 1990s, after time away from speech therapy to have children. My colleagues in the Victorian Education Department in Melbourne, Australia showed me Jane Passy’s video, Seeing a Sound, introduced me to the books and teaching ideas, and I began to use CA. I learned the system by using it, and began teaching it to teachers and teaching aides in Victorian primary schools. CA rapidly became an integral part of my therapy and of the assistance I gave teachers and teaching aides. The classroom activities my colleagues showed me using CA have been available since the 1970s, and have been used with success in both mainstream and specialised school settings and clinics. I found it a very natural approach for a speech pathologist to use. In fact, working with adults and children in the early 1970s, I had often devised little hand cues to use with my clients, but never anything as thorough and complete as Jane’s system. It was of tremendous help for the time-strapped Education Speech Pathologist and teachers with a crowded curriculum and under great time pressures. I have observed over the years that CA does help children sort out their phonology, and this is of value both for speech and literacy. In Australia, CA had long been used not only for assisting speech pathologists to teach sound pronunciation, but teachers have also found it useful to help teach sound–symbol association. There was also
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 a very important educational aspect of its use in the department at this time. During the 1980s, the prevailing educational philosophy of ‘whole language’, if used in a doctrinaire way, did not condone the direct teaching of the phonic knowledge needed for reading. There was a feeling that the relationship between English orthography and phonology was too complicated to teach to children in an explicit way. There is some justification for this complaint. There are more sounds in English than letters; therefore it is impossible for each sound to have its own letter to represent it. Teaching rules like the ‘magic “e”’ rule that says, ‘the “e” on the end makes the vowel say its name’ (as in words such as ‘name’) was teaching a half-truth. This rule applies in only 46 per cent of words. Some astute children would find such disturbances quite confusing, and may withdraw from literacy learning for a season in protest. Whole language seemed to hope that, by providing children with enough samples of language, the process would happen unconsciously. In fact, this did happen for many children, but many required direct instruction, and failed to acquire literacy easily. CA was therefore a very timely resource for many infants classroom teachers who still wished to teach phonics. It had the added benefit of making children more aware of how they produce the sounds of speech. In a class with the usual handful of children who had delayed speech and language development following ear infections in infancy, this was an approach that was doubly useful. It was adopted enthusiastically and teaching applications developed. Speech pathologists were often reviled as the disseminators of this phonological training. I remember being told, ‘If one child has a cold, you don’t give cough medicine to the entire class’. However, the teachers who did give their entire class this ‘medicine’ were happy with the impact on their class literacy levels. When I acquired a Special Developmental School as part of my case-load, I saw how valuable CA was in this setting. Some of the teachers had fully integrated CA into their literacy work. They would use the cues automatically when introducing new vocabulary or doing any literacy work. I ran an articulation group for four Down Syndrome boys. I was pleased to discover that these boys, with language scores >–2 or –3 Standard Deviations below the mean, could still cue the first
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 phoneme of the word for each picture that I presented as an articulation stimulus. Alphajets is a teaching resource developed in response to a need for material to assist the staff at the Mt Evelyn Special Developmental School in Melbourne, in order to continue using CA with their upper primary and secondary pupils. At Mt Evelyn, CA is still used in the primary classes, in conjunction with phonographic literacy approaches – with great success. At present the primary classes use it with the Letterland series. A CA song was one of the most popular and effective classroom applications of CA. The original rhymes, sung to the tune ‘Skip to my loo’, are well known to our primary pupils. Alphajets’ aim was to provide a fresh approach for upper primary and secondary pupils still requiring CA. It uses rhymes and themes that they enjoy and relate to. The idea was suggested by our curriculum coordinator, Pauline Baxter, who approached me with a request for a ‘new song’ for the secondary pupils under my care. Finding rhymes that were culturally appropriate, phonetically sound and not too abstract, was a challenge. Once I had collected the rhymes, artist Ray Higgs was engaged to illustrate them. The finishing touch was a new tune, written by local musician Michael Flynn. Secondary coordinator Marilyn Hinch and I tested the material, using the songs in secondary classes for more than a year. Teaching applications were developed and the entire approach linked to the Speaking and Listening strands of the Victorian Education Department’s Curriculum Standards Framework by Pauline and Marilyn.
 
 CA and phonemic awareness Phonemic awareness is “the conscious realization that words can be decomposed into discrete single sounds (phonemes)” (Hempenstall, 1997). By the early 1990s there was a growing body of literature to support the importance of this skill for literacy success (Mallen, 1996). CA can be used in conjunction with a phonographic approach to literacy. It complements use of the formal systems of phonographic teaching such as THRASS and the Spalding approach (Davies & Alphajets
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 Ritchie; Spalding). These approaches deal successfully with the challenges of presenting the complexities of the English language’s sound–symbol relationship. The systems are built on direct teaching of the relationship between the letters of the English alphabet and the sounds of English, either by way of Spalding’s ‘phonogram’ cards or the THRASS chart, which charts the phonemes of English and the spelling choices for each phoneme. At Mt Evelyn Special Development School, we have used CA to highlight the differences between a phoneme or sound, and a letter or grapheme. The difference between letter names and sounds is highlighted in the chorus of our song: Make the cue, say the sound, The letter is A and the sound is /æ/. We have been pleased to observe that this is also the most memorable part of the song for our pupils. Also, when testing pupils, we have found a strong correlation between their ability to give the sound associated with a letter name and their familiarity with the appropriate cues. Subsequent to the initial use of Alphajets, the secondary classes at Mt Evelyn have continued to use the tune and song structure, but have generated new rhymes that complement wider, integrated curriculum goals. Thus the pupils sang about feeding the fish when a fishpond became their responsibility. The initial session in which the /f/ phoneme was revised, along with its cue, remained part of the session. We are confident that the tune’s popularity will continue to make it a valuable teaching tool as we continue to incorporate it into programs.
 
 Response Alphajets has been well received by both the pupils and teachers at Mt Evelyn Special Development School. They have shared it with colleagues, and the demand has led to the school publishing an ‘Alphajets Kit’. This includes the pictures and rhymes, and a manual explaining the role of CA, with teaching applications and links to the Curriculum Standards Framework. The team working with Alphajets presented the program to the Victorian Education Department’s
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 Disability and Impairments conference in August 2000. This has led to further interest from the teaching profession.
 
 To cue or not to cue? There needs to be more research and discussion about the use of CA with the special school population. CA is probably not appropriate when pupils who need to use augmentative communication have a very limited capacity to learn symbols. In such cases it would be best to limit symbol learning to the most effective ‘survival’ vocabulary. These would usually be word and phrase signs, as a large collection of phoneme symbols would overload the pupil. It is worth discussing whether phoneme symbols could be used receptively in the classroom, to cue the initial sound of names and some items, or possibly to facilitate a pre-verbal ‘babble’ phase in non-verbal pupils. The fact that the cues are made near the face also encourages the eye contact that is so important to communication. Developmentally, ‘babble’ or sound play, is the first stage of language and speech development and lays the foundations of the working phonology that underpins all spoken communication and its written expression. Learning the sounds of our language is one of the earliest and most crucial life tasks of a verbally communicating individual. CA has earned its place as one of the most useful tools for the formal teaching of this skill.
 
 References Hempenstall, K (1997) ‘The role of phonemic awareness in beginning reading: A review’, Behaviour Change, 14 (4), pp. 201–14 Mallen, S (1996) ‘Addressing pre-literacy skills in the pre-school setting’, Australian Communication Quarterly Davies, A and Richard, D, THRASS, Phoenix, Arizona: Spalding Education Foundation
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 CHAPTER 12
 
 Cued Articulation with hearing-impaired children – Successful working in education Mandy Fordham
 
 H
 
 Having attended a departmental Cued Articulation (CA) training session led by Jane Passy, it became immediately apparent that this system would be beneficial to hearing-impaired children. These children have difficulties receiving all the acoustic information from speech, so that their own speech perception and production are inaccurate. They need speech to be supplemented by other non-auditory information, and CA provides this means of ‘seeing a sound’. The additional visual information given by the hand shapes and colour coding enables them to work out how sounds are produced. This enhances their receptive skills for auditory training and listening, so that they can maximise their residual and/or aided hearing. For speech production, CA gives them the tools to differentiate between articulatory place, manner, oral/nasal airstream and voiced/voiceless features of phonemes. CA was introduced into three hearing-impaired resource bases/units attached to mainstream schools and a special school for the deaf, where the children range in age from four to sixteen years. These educational establishments are all part of Stoke on Trent Local Education Authority. The majority of the children have severe and profound bilateral sensori-neural hearing losses, some with additional conductive hearing problems. A significant number have Cochlear implants. This is a surgically implanted device with externally worn components,
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 giving them the potential to access auditory information and speech to a greater extent than hearing aids, which for these children give little or no significant auditory gain. Speech and language therapy sessions focused on introducing CA to the children and staff. Four groups of three to six children of similar age attended weekly sessions for about forty-five minutes with members of teaching/support staff. The first aim was for the children and staff to learn the hand shapes and colour codes for each consonant. Enlarged flashcards of the consonants with the relevant coloured underlinings were used to do this, with children and staff taking turns to produce the hand shapes and sounds. Then flashcards of the coloured underlinings without the consonant graphemes were used in a similar way, so that they had to work out for themselves what sound each colour code represented. This was also applied to their existing knowledge of finger-spelling for each consonant, and matching games were played here. The visual and systematic characteristics of CA enabled them to learn these quite easily, and they were well retained over time. Parents were invited to attend sessions, and were given written information and videos of their children, so that they could learn the system, too. It was emphasised to staff and parents that CA was not the same as Cued Speech, as a lot of people involved with deaf children have heard of the latter. There was ongoing careful monitoring while the children were learning and using CA, to ensure that they were not confusing it with their finger-spelling and sign-language skills. It was explained to staff and parents that CA is not a communication system to replace the children’s existing methods. The hearing-impaired children benefited from learning about the differences and similarities between sounds, especially for their auditory perception and speech-production skills development. For example, there were matching and colouring games to relate the colours to place or manner of articulation, and similarly with the numbers of lines to identify voiced and voiceless sounds. It was linked to finger-spelling and graphemes, and the term ‘letter name’ for a finger-spelled item was linked to the term ‘letter sound’ for the CA handshape. Having learned the individual consonants, the group activities moved on to building syllables and whole words. The nature of CA means that a variety of interesting and progressive activities can be devised. A frequently used game was guessing the word, in which
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 children were given a piece of paper with the consonants represented only by the coloured lines and the vowels written in at the appropriate place in the word. These hearing-impaired children need lots of repetition of the same work but at the same time need to maintain motivation and consistency for their long-term speech difficulties. The CA sessions proved to be stimulating for the children, and they willingly participated and concentrated. It was applied to other existing therapy materials and packages (for example, pictures, stickers, bookmarks, board games, books, posters), particularly for the colourcoded consonants. Teaching and support staff began to realise the relevance of CA beyond speech and language therapy sessions. The hearing-impaired children were part of an Inclusion Policy in mainstream classes, where they would be part of their peer group in the classroom with the class teacher, supported by an experienced teacher of the deaf, nursery nurse or assistant. The children were supported with sign language as part of the Total Communication approach, if this was outlined on their Statements of Special Educational Needs. These support teachers/staff have to adapt the delivery of the National Curriculum according to each hearing-impaired child’s needs. The full content of Literacy Hour, for example, can be hard for hearing-impaired children to access, due to their auditory difficulties with speech and consequential reading and spelling problems. The support staff realised that the visual information given by CA highlights and assists with explanations of concepts such as rhyme, initial, medial and final sounds in words, segmenting and blending, and regular and irregular spellings. The handshapes and colours were used with worksheets, reading books and spelling lists. CA made it easier for the children to realise and understand these components of literacy development, and for the staff to explain and teach them. CA enabled the specific speech and language therapy goals to be achieved. The hearing-impaired children’s listening skills for speech as single sounds and in syllables and words improved by increasing their awareness of the similar and different characteristics of phonemes. Their speech production and intelligibility improved in terms of their articulation and phonology skills. This was noted by both observation of their functional communication and on formal speech assessments. The colour codes and hand shape cues enabled the children to work
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 out how to correct their speech errors on their own, either to learn new skills or to change old habits. A significantly noticeable outcome of using CA is that the children have spontaneously adopted self-cueing and correcting techniques, which had not been previously observed by any other therapy methods. There is evidence of this happening in therapy sessions and in a variety of other situations at school and at home. Parents have given a lot of positive feedback about the use of CA, and have been keen to learn it and apply it at home to help with their children’s speech development. They have reported that their children use it spontaneously at home as a self-cueing technique, and that they use it themselves to prompt their children. CA has been used with hearing-impaired children along a continuum of development, initially relying on all of the cues (visual and auditory) then reducing these until eventually their correct speech patterns have established. The colour codes used in isolation have been particularly useful in prompting the children to work out and say the correct sounds without having to keep relying on repetition from an adult model or the grapheme or finger-spelling. If children said a word with a substituted or omitted sound, they could be prompted with only the colour code for the correct sound, and then they repeat the word correctly. By working out the sounds for themselves, the children are using more complex cognitive strategies, which addresses the issue of being able to take responsibility for making changes themselves rather than being continually prompted and being passive receivers of therapy. A feature of any significant speech problem is the difficulty with generalisation of skills learned in therapy and teaching sessions to other communication situations, and the work done with hearing-impaired children in these schools has been shown to overcome this problem to a fair extent. Obviously, not all hearing-impaired children will be able to develop their speech to be fully intelligible, due to their lack of auditory feedback of certain speech sounds. The aim here is to learn the skills so that potentially they can self-correct when necessary. Also, the use of CA to augment literacy skills development in these children with ongoing residual speech and hearing problems has been considered to be significantly beneficial. Children who have received Cochlear implants have the acoustic potential to access the full range of speech sounds (if all the electrodes can be activated and successfully tuned). Cochlear implantation is
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 becoming increasingly routine, and is considered for children who fit the audiological criteria. This means that they get little or no gain from hearing aids, and is applicable to children with congenital or acquired hearing losses. After successful implantation and tuning, these children need to learn to process the auditory signals they receive, and require specific input for spoken-language comprehension and perception of speech. CA is an appropriate method to employ to achieve these goals, emphasising the similarities and differences between sounds for auditory training and eventually speech production. Due to the commitment to multidisciplinary rehabilitation following implantation, professionals, parents and children are usually very keen to practise therapy activities, and CA was received with enthusiasm as part of this process. These children are monitored by specialist professionals from the Cochlear Implant Programmes. Visiting members of these teams indicated that CA was significantly beneficial and had accelerated the children’s progress for listening skills, speech perception, articulation, phonology and intelligibility. They felt that it would be appropriate to recommend introducing CA in their other outreach areas. CA can be included in language work as well as speech and listening activities. Hearing-impaired children find certain grammatical features difficult to perceive, and therefore comprehend and use, such as plurals, possessives, third-person verb structures, past tense, verb endings and passives. This is due to their auditory inability to hear certain sounds often at the ends of words. CA can highlight these in both spoken and written language. Hearing-impaired children’s written language skills typically reflect their spoken language. With such emphasis on achievement in literacy and English in schools nowadays, there is a significant need for them to achieve in both. Vocabulary development is another area of typical delay in hearing-impaired children, and CA assists with learning the word forms of unfamiliar items such as syllable structure and similarities/differences with other words. Since CA had proved successful in schools in which an established speech and language therapy service had existed for some years, it was introduced into other schools with hearing-impaired children as part of a newly funded service in another part of the County. This new service has been provided on a recurring basis, and CA continues to be a useful tool used by the therapist, teaching/support staff, parents and children.
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 It can be difficult to make changes and provide effective speech and language therapy where there is often one visit per week, whether as part of an established or a new service, and in any educational or other environment. There is a lot of information for children, parents and staff in schools to take in as part of the National Curriculum, and it is easier if anything additional can be applied to existing requirements. CA can be readily adapted and included in the curriculum, and fits well into the children’s Individual Education Plans. Any initial concerns that CA would be met with resistance, reluctance or confusion in these schools quickly disappeared, as it was received as a new and useful tool. Teaching and support staff purchased their own CA resources for inclusion in their folders for supporting the children, and wall displays were made to signify the importance of its role within the school. Since its initial introduction in these schools, there is ongoing use of CA, with support staff requesting further ideas from the speech and language therapist of its application to the curriculum. In turn, the staff provide feedback about how successful it has been in specific and varied learning situations, and they continue to be very resourceful in developing activities for its use. This is the case even when the specific CA sessions carried out by the speech and language therapist have reduced in intensity and frequency, allowing other aspects of communication skills to be targeted in the therapy sessions. The overall positive outcome from using CA is that the hearingimpaired children have benefited. This is the case whatever their level of hearing loss, in some cases profound or even total, and irrespective of hearing aid or Cochlear implant usage. They have learned the system effectively, retained it over time and have shown responsibility to apply it themselves. Their awareness of speech, both receptively and expressively, has increased significantly. Parents have provided positive feedback about their children’s speech development and its use at home to help this. The hearing-impaired resource base/unit and special school staff have found it an invaluable tool for speech work and application to literacy development. As a result of this, working relationships between the speech and language therapist and parents and education staff have been further enhanced.
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 CHAPTER 13
 
 Cued Articulation as an aid for developing phonological awareness skills in pre-school children
 
 M
 
 Helen Botham
 
 Much research over recent years has shown that there is a “wellestablished relationship between early phonological awareness and the development of literacy” (Burt, Holm & Dodd, 1999). Here in Victoria, Australia, many teachers have found Cued Articulation (CA) to be a valuable technique in aiding the development of phonological awareness in early school years. I have been running CA courses for many of these teachers, who are overwhelmingly encouraged by the positive response in the classroom. They find it an ongoing positive aid in their literacy teaching. But there is much that can be done to develop phonological awareness skills in pre-school children – skills that will give these children a huge advantage when they start school. Pre-school children have an often-untapped potential for sound awareness which can be developed, given appropriate activities and presented with appropriate tools and techniques. Activities such as appreciation of rhyme and rhythm in nursery rhymes, marching and clapping to a beat, listening for the music starting/stopping etc. are often seen in a kindergarten setting, although their value as an aid to developing sound awareness skills may not be fully appreciated by the teacher. More specific soundbased activities are not often attempted.
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 Kindergarten teachers who have attended courses designed to demonstrate how they can use CA to develop early phonological awareness skills at pre-school have been impressed by the level of these skills that can be attained by their pupils. By the time they start school, and formal literacy teaching, these children have already gained a basic appreciation of the sound structure of the language. A school teacher once reported to a kindergarten teacher that a group of children who had learned some basic CA at kindergarten were more ready for literacy than any group she had previously taught. So CA has been identified as helping to develop early phonological awareness skills. How can it be introduced in the kindergarten? Already, pre-school children enjoy finger play in songs and rhymes – making the appropriate finger and hand movements to go with the songs. These activities are useful practice before CA cues are introduced. Children are used to using their fingers and hands as they say and sing. They readily learn the cues and enjoy activities with them. It is also helpful to work through some games to ensure that the child is aware of how the movements of their lips and tongue can produce different sounds. Many teachers do activities such as blowing games, practising animal/car noises, making funny faces etc. without realising their importance. A program of activities such as these (encouraging children to recognise what it feels like to blow, make different lip and tongue movements, use their voices etc.) is a useful precursor to the introduction of CA. The colour coding of sounds in the technique is a strong visual aid to learning the cues and recognising the sounds. By introducing the sounds one by one, and associating each sound with a colour and a cue, the child learns to listen for that sound, to distinguish it from others, and to hear it in a sequence of sounds. Attractive materials can be used in games in which a colour is associated with a sound and a cue such as coloured streamers, balloons, bricks or hats. A step-by-step program of activities such as the one outlined below could be easily incorporated into pre-school or kindergarten activities.
 
 Familiarisation with ‘mouth parts’ (tongue and lips) 1. Making faces – take photos of the children making different faces. Mount these (one of each child) on a board. Make a duplicate copy to cut up so you can produce a lotto game. The children have to take
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 turns in picking up a card, copying the face (checking in a mirror that they have copied it correctly) and then matching the card to the one on the big board. 2. Face puzzles – cut out pictures of faces from magazines. Mount these onto cardboard and cut them up into six to eight pieces to make a jigsaw puzzle. 3. Clown face – draw and cut out a big clown face on cardboard. Cut a slot for his mouth, and make a ‘tongue’ that can slot into it and be moved around. Ask the children to copy the movements while you stick the tongue out, move it from side to side, up and down etc. 4. Blowing games – blow painting, party blowers, blowing instruments.
 
 Sound production Turn the tongue and lip movements from the familiarisation activities into speech sounds, and talk about how the sounds are made. Introduce each sound individually, with its cue and colour (the cues and colour coding for each sound are described in the Cued Articulation booklet (see Introduction for details), one per week. Make the sound, talk about what it looks like in the mirror and what it feels like. Start with a sound that is easy to see and hear. For example, /p/; hold your lips together, then burst them open. Teach the cue and associate it with the appropriate colour; for example, paint a /p/ picture (paint a whole sheet orange), blow up (orange) balloons etc. The second and third sounds selected should look and sound very different from the /p/. Try /s/ and /f/ in the next two weeks. After three weeks, one week per individual sound, help the children to distinguish between the sounds with the following activities:
 
 Activity A One child is chosen to represent each sound. They are given a coloured hat to wear: orange for /p/, light green for /s/, pink for /f/. The teacher says and cues one of the sounds – the appropriate child has to lift his or her hat. The other children say and cue one of the sounds – the child with the hat has to stand by the one who made the sound. Two of the children with hats stand forward.The children produce the sounds one after the other in a repetitive sequence, for example, /f/, /s/, /f/, /s/ etc. Cued Articulation as an aid for developing phonological awareness skills
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 Activity B Put coloured bricks or tiles (carefully selected to represent the sounds you have taught) out on the tables where three to four children are sitting. They make a line of bricks according to the order in which the teacher says and cues the sounds. They will end up with a pretty sequence of colours, such as light green – orange – light green – orange. They then have to ‘read’ the colours and say the sequence of sounds back to the teacher, using the cues: /s/, /p/, /s/, /p/ etc. This process could be repeated with another group of sounds. If the pre-school child has difficulty producing any of the sounds, the teacher should consult with a speech pathologist. In the meanwhile, the teacher can proceed with games which encourage the child to listen to, and distinguish between, these sounds. In the pre-school situation, the oral movements, sounds, cues and colour coding must be introduced slowly, one sound at a time, and the activities only carried out for a short time in each kindergarten session. The child’s new appreciation of sounds can be reinforced throughout the whole session in many other day-to-day activities. A child starting school who has acquired this ability to listen for, and distinguish between, individual sounds, will be well-prepared for work focusing on: • associating these sounds with their graphic representation (letters) • perceiving these sounds in words • blending and manipulating these sounds to produce words and his/her acquisition of literacy skills will be accelerated.
 
 Reference Burt, L, Holm, A & Dodd, B (1999) ‘Phonological awareness skills of British children’, International Journal of Language and Communication Disorders,34, pp. 311–35
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 CHAPTER 14
 
 Cued Articulation as a follow-up to prep screening in the Geelong North Network Andrew Taylor
 
 T
 
 The Geelong North Network (GNN) is a group of twenty-nine government schools in Geelong, Australia, which receive student services from a central team of speech pathologists, psychologists, special education teachers and social workers. The services provided to children are predominantly school-based. At the beginning of each year, the speech pathologists negotiate an individualised service provision plan with each of their schools. Since 1998, all of the GNN primary schools have requested Prep Screening as part of their overall speech pathology service (in the state of Victoria, first-year pupils are known as ‘preps’). The screening days are provided in place of regular visits. The aims, method and design principles of the Prep Screening Program, and a sample of results recorded in 2000, are provided later in this chapter. Each year, literally hundreds of children are identified with mild to moderate articulation difficulties via the Prep Screening Program. Cued Articulation (CA) has proven to be a most effective and popular method for teachers to readily employ in the classroom to assist these children. As a result, the GNN speech pathologists have been able to reduce their waiting lists and provide services to children with more severe speech and language difficulties.
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 In addition, the Prep Screening Program identifies approximately 20 per cent of pupils who have poor phonemic awareness skills. Again, we promote CA (among other strategies) to support these children. As stated in our information pack for Prep Teachers: Cued Articulation is a useful way to help children with pronunciation, particularly since 30 per cent of Prep children suffer from middle ear infections that can cause temporary hearing impairment and resulting speech problems. With Cued Articulation these children can see the sounds that they may not be able to hear easily. The cueing system is also very useful for highlighting sequences of sounds in words, which helps children to develop better sound awareness. This is essential for early literacy. A survey conducted in the GNN schools in 1998 revealed that approximately 46 per cent of primary school teachers had attended a CA workshop since 1990. At the most recent CA workshop, 100 per cent of participants rated the content and practicality as ‘excellent’. We anticipate that with rotation of staff through various year levels of teaching and the ongoing presence of new graduate teachers that it is likely CA will remain a popular and useful follow-up to our Prep Screening Program for years to come.
 
 Aims of the Prep Screening Program • To identify ‘at risk’ pupils early and provide support structures before the pupils experience learning difficulties in class. • To provide teachers with a whole-class profile of their pupils’ speech and language strengths and weaknesses. • To provide teachers with professional development in the form of direct advice/consultation, teaching packs and in-service training. • To reduce unnecessary speech pathology referrals. • To give the therapists a sense of a ‘normal’ range of performance for prep pupils.
 
 Method • The speech pathologists, a psychologist and special education consultant screen all prep pupils in Term 1.
 
 104
 
 A Handful of Sounds
 
 4443-A HANDFUL OF SOUNDS TXT
 
 27/4/04
 
 4:03 PM
 
 Page 105
 
 • Each prep screening requires between five to ten minutes, and the teacher feedback session requires approximately one hour. • Teachers receive both written profiles and verbal advice on their pupils’ performances in the following areas: Speech Pathologists screen: Language
 
 Speech
 
 Question comprehension Expressive/receptive grammar Basic concepts Rapid naming Oral narrative skills Articulation
 
 Psychologist and Special Education Consultant screen: Auditory processing Short-term auditory sequential memory Sutherland Phonological Awareness Test General cognitive skills Draw a person Patterns Vocabulary
 
 Screening test design principles 1. Speed of delivery – the length of screening has to be less than ten minutes in total per pupil. 2. Child friendliness – ensure ‘shy’ or ‘hesitant’ children are not overwhelmed by the process. 3. Teacher friendliness/relevance – ensure the areas screened are relevant to classroom functioning, interaction, curriculum emphasis, and ensure follow-up can be specific to areas assessed. 4. Consistency – ensure the tasks can be presented consistently to enable comparison/contrast between Prep pupils to allow for behavioural observations. 5. Breadth – ensure the range of areas assessed will enable the maximum number of children with language or articulation difficulties to be identified, regardless of severity
 
 Cued Articulation as a follow-up to prep screening
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 Sample results for speech and language screening (2000) • 831 pupils were screened over a period of five weeks • Specific curriculum advice was recommended for 63 per cent of pupils. • Most advice to teachers was related to curriculum programming and general teaching strategies. • Narrative skills proved to be the most common area requiring classroom follow-up. • All prep teachers registered for a CA workshop in term 2 if they had not completed one previously. • Approximately 20 per cent of prep pupils were identified for followup language group support. • 43 pupils (5 per cent) required a formal referral for a speech pathology assessment. The following chart details the breakdown of recommendations. Evaluation in 2000
 
 Referral
 
 Language group
 
 Other advice
 
 Vocabulary activities
 
 Cued Articulation
 
 Narrative activities
 
 450 350 300 250 200 150 100 50 0
 
 Number of pupils Teachers completed an evaluation form immediately following the screening, and the results indicated satisfaction with both the process and the information obtained.
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 Positive comments included: “Has been excellent in grouping children for specific needs and activities.” “Always great to talk with others who understand and share your concerns and are quick to provide assistance.” “My concerns are taken seriously and children are screened in a most friendly, positive manner.” “Good to have something on paper to refer to … report to parents … link with other assessment tasks.” “Lots of good ideas to follow up with in small group times.”
 
 Suggested improvements included: “Some time set aside for teacher and professional to discuss results” “A couple of weeks earlier so all first term is not lost and available for parent interviews at end of term 1. Please, please continue in 2001!”
 
 Follow-up to screening Professional development activities were offered in the areas of: • Cued Articulation Teachers were offered a four-hour inservice workshop on CA, which was presented in two-hour blocks over two weeks. All participants rated the training as ‘excellent’ for content, presentation and practicality. • Phonemic Awareness – more than one hundred teachers attended a presentation by Sue Reilly organised for prep teachers in Term 2. The feedback on the night was overwhelmingly positive. • Oral Language in the Classroom – over fifty teachers/aides attended this in-service session, which was designed by the GNN speech pathologists and was rated as excellent by 95 per cent of participants. Teaching packs were designed to assist in the areas of vocabulary development and oral narrative teaching and distributed to all the prep teachers in the network. Young language groups were set up to work on a weekly basis as a follow-up to the speech and language screening. Children identified in the screening as having immature language skills were selected for these groups. The groups were co-facilitated by a school-based aide or parent
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 so that the activities could be repeated frequently between speech pathology visits.
 
 Issues for future planning • The areas will be reviewed for effectiveness in identifying children at risk, and relevance to classroom performance. • The assistance from student professionals was most valuable for their professional development and our workload. • Some teachers did not have enough time after school to discuss the results thoroughly, and therefore may require release time during class if the maximum benefits of the program are to be realised.
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 CHAPTER 15
 
 Daythid – A teacher’s tale Lyn McInnes
 
 H
 
 Having spent more than a year working closely with Jane Passy in a language unit setting, I had become familiar with Cued Articulation (CA) to the extent that its application had become almost second nature to me, without my even realising it. Eventually, in order to gain promotion, I found that I had to leave the Special Education branch and return to the mainstream classroom, where in due course I was put in charge of a Prep/Year 1 composite grade. One morning before school, I was talking with a woman whose two-year-old daughter had informed me that her name was ‘Tate Tallow’. Without even thinking, I made the ‘C’ sign and repeated, ‘Kate Callow’. The child, who had never seen the sign before, caught on immediately. “Kate Callow,” she said, delightedly, automatically copying the sign I had made. “Good heavens,” exclaimed her mother, “How did you do that? I’ve been trying to get her to say it properly for weeks!” Well, I had done it without even consciously realising what I had done … but it seemed to me that if it worked so well with a two-yearold, CA was obviously not just for language-disordered children. I could apply it in the ‘regular’ classroom as well. At the time, I was puzzling over how best to help one of the little boys in my class. But let me go back a step or two, and introduce David.
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 I first met David before he started school, because I was teaching his older brother, and he would accompany his mother when she came to help with the reading program. David was a cheerful, freckle-faced little boy, and although he had an articulation problem, it didn’t seem to bother anyone. We were all much more concerned with his brother’s learning difficulties. In due course, David started school, and was placed in my Prep grade. Now, of course, I was bound to notice his articulation problem, mainly because it seemed to me quite an unusual one. He replaced /f/ and /v/ as well as /s/ with unvoiced and voiced /t/, respectively. Consequently, he called himself ‘Daythid’, and counting went something like, ‘One, two, three, thour, thithe, thicth, thethen’ etc. As time went on, it became apparent that David wasn’t keeping up in the language areas as well as a child of his intelligence would normally be expected to do. I had spoken with his mother early in the year, and had ascertained that both David and his brother had suffered many times from ear infections and tonsillitis in their pre-school years. Both boys were suffering auditory perceptual problems as a result, so it was not surprising that both had difficulties in language-related subjects. Now, most children with intelligence will soon begin to realise when they are not able to learn the things other children seem to pick up easily. And then you begin to see behavioural changes resulting from a lowering of self-image. This didn’t happen with David, because he was the class ‘whiz’ at maths! He knew he was just as smart as all the others, because he always got all his sums right. It’s really good when this happens – sometimes it’s even possible to pull up a child’s performance in all areas if he is starring in one. But not David. His auditory difficulties were a physical barrier to his learning in language areas. David was referred for speech assessment. He had been attending a clinic at the local hospital even before he started school. With the Department’s then limited resources in this area, David was getting some assistance but wasn’t regarded as a critical case – I think it was a half-hour a week. All was well until second term. David struggled with his reading and phonics, but remained his happy old self because of the kudos he derived from his maths success. I wasn’t too worried about him; he was a bright little kid, and I figured he’d eventually learn what he needed to
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 learn. I had at that stage been doing some work at Monash University, and had come into contact with Dr Gil Best, a lecturer in the Education faculty, who was doing some research into the effects of early fluctuating hearing loss on children’s language learning. This research indicated that such children recover their normal level of auditory perceptual ability by the age of ten, and David was only six. But then something puzzling happened. Soon after the start of term 2, David began having days off school, and when he did turn up, he was aggressive and grumpy much of the time. His mother contacted me about it on the very day that I had decided to contact her. Something was definitely wrong, but what? Nothing, she assured me, had changed in David’s home life. It must be something at school. He wasn’t sleeping well, and neither was anyone else in the family. When he did sleep, he had taken to bed-wetting, which he had never done before. And he didn’t want to go to school, whereas before he had always been happy to do so. He was fighting all the time with his siblings – not his old self at all, in fact. A monster. The quality of family life had gone downhill rapidly since the holidays. Neither David’s mother nor I could think, at that stage, what could be wrong, but I filed the problem away in my mind, and just watched. And soon it became apparent – David was failing at maths! I decided to do some one-to-one testing. At that time, with Preps, we only worked with the numbers 1 to 10, and after a child could cope with operations on those numbers, we moved on up to 20. David being so capable in this area, I had moved him on from the start of term 2, and he was now being asked to add and subtract in the range 1–20. I thought this would be a thrill for him, as indeed it was, when I first told him about it. But suddenly 8 + 8 was equalling 15, though 7 + 7 still seemed to make 14! I asked him to count for me, and he did. “One, two, three, thour, thithe, thicth, thethen, eight, nine, ten, elethen, twelthe, thirteen, thourteen, thithteen, thethenteen, eighteen, nineteen, twenty!” “But David, what happened to sixteen?” “Thithteen?? I thaid that!” Somewhere between ‘thicth’ and ‘thithteen’ he had dropped the ‘c’, with the result that 15 and 16, for him, were exactly the same. So why say both? And with one numeral omitted, naturally he wasn’t
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 succeeding in getting all those ‘ten out of tens’ that were so important to his self-esteem. After my unwitting success with Kate, I realised that CA could be the answer for David as well. I organised a meeting with his mother, and told her what I believed was the problem, and how I thought we might help him. I showed her the signs for /f/, /v/, and /s/. We decided to teach him /f/ first, as that was the main sound causing his difficulty with 15 and 16. When shown the sign, David immediately got the idea. He was perfectly capable of making the sound correctly; he had just got into bad habits. The hand sign served to remind him of the correct pronunciation each time he counted. We decided that I would use the system with the whole class, so as not to single David out for any special attention. As it turned out, this was a brilliant move, even if I do say so myself! We took photos of children in the class showing the signs for each of the sounds. These were enlarged and displayed prominently around the room, and every sound was taught with its concomitant hand sign. All the children came on in leaps and bounds with their spelling, and several minor speech problems were quickly fixed. David was soon experiencing his former success in maths. He regained his bouncy personality, and much to his family’s relief, ceased bed-wetting and being the family monster. The signs and sounds for /v/, /s/ and /th/ were then covered in regular phonics lessons with the whole class, and David found it quite easy to learn them and, more importantly, to distinguish between them, using the visual cues to assist his faulty auditory ones. His spelling began to improve, and in time he was able to catch up with his classmates in the language areas. I’m retired now, but from that time I always used CA in my teaching practice. It was, and no doubt still is, one of the most immediately effective (not to mention simple and inexpensive) tools available to teachers in all areas of education.
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 CHAPTER 16
 
 Cued Articulation: A special needs teacher’s experience Adrienne Bamberger
 
 I
 
 I see the light I was fortunate to be taught this system by its originator, Jane Passy. I have to say it really opened my eyes! It became obvious to me that my understanding of phonics was very limited. How many children had I taught to say ‘buh cuh muh’? How many other teachers were doing the same thing – day in, day out? In the space of 6 hours, I became a Cued Articulation (CA) convert. Speech and language difficulty has become the fastest growing area of need, and the greater number of statements (statutory entitlement to additional support) is being written for children with speech and language difficulties. Those are the lucky ones – they receive extra support. That support could be speech therapist input, specialised teaching, a teaching assistant or perhaps a place in a language provision. However, there are many other children whose difficulties are not quite severe enough, or they go unrecognised. Teachers in England get little, if any, training in this area – such is the emphasis on the curriculum. So it is left to the small number of speech therapists and specialised teachers working in schools to try and ameliorate the situation.
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 I realised early on in my teaching career that I was interested in special educational needs. I wanted to feel that I could make a difference to individual children. After qualifying as an SEN teacher, I took a distance-learning course in speech and language difficulties. It was during this time that I learnt about CA.
 
 Spreading the word I first started using CA as a peripatetic speech and language teacher. I used it for individuals, pairs and small groups. Children’s difficulties ranged from poor auditory memory, slow processing and weak phonological awareness through to moderate learning difficulties and children with specific learning difficulties (dyslexia). Interest in the system grew as schools began to see the benefit. I ran courses and I was allowed to adapt the training material slightly to suit. I was teaching teachers, teaching assistants and carers: a different audience to speech therapists and all with different levels of understanding. Technical information was lessened, school-oriented practical demonstrations and resources expanded and ‘home-made’ videos introduced. Children were the stars of these videos and they expressed the message very clearly, that CA worked. I work in a small borough just outside of London. It is a bit like a village, really, in which everyone knows everyone else and I get a lot of feedback about the value of CA. I have trained over on hundred people, and many schools now have at least one exponent of CA who passes on knowledge within the school. An infant school uses it for all children from reception (age 4+) on, with impressive results. The headteacher thinks it is ‘the best thing since sliced bread’. My current job is as teacher in charge of a language provision in a mainstream school in which the children’s ages range from 7 to 11 years. I am working on establishing CA as an adjunct to basic literacy work for as many children as possible. Our eight teaching assistants have been trained, also one of the lower years’ teachers. I try to run at least one course a year.
 
 How difficult is it to learn CA? You only need to know what you need to know to get started with CA. One teaching assistant has been working on the sounds /g/ and /c/ with a little boy who says ‘dod’ for ‘dog’ and ‘tat’ for ‘cat’. The child sees
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 the assistant make his ‘secret sign’ and he self-corrects; no fuss, no bother. So CA is something you can pick up bit-by-bit if you can’t attend a course. The more you use it, the easier it gets to recall signs and colour coding. There are handbooks and wall charts available to refresh the memory. The colour coding is extremely useful, but sometimes people have to be convinced of this. Now and again teachers welcome the maximum result with the minimum of effort and see the colour coding as a step too far. However, I taught a non-reader to read using the colour coding (he loved to try and catch me out with coded messages) so I know how valuable it is.
 
 Practical uses There are many, many ways to use CA, and I am sure other contributors have written about their own methodologies. I have used it, or seen it used, in teaching whole-class phonics; with individuals, pairs and small groups with particular needs; with older children who ‘missed the boat’ because of early hearing problems or recurrent ear infections; with refugee children who have no SEN but who need to learn English quickly in order to realise their potential; for travellers who have had a disrupted education. Its potential is unlimited.
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 APPENDIX 1
 
 Different methods of introducing Cued Articulation Fiona Balfe The method you choose will depend on: • • • •
 
 whether you are working with an individual, a small group or a whole class the grade or grade levels of the pupil/s you are working with whether you have already completed your Cued Articulation (CA) course whether you are confident with all the signs. Everyone learns at different speeds.
 
 Method 1:Teaching a single sound or pair of sounds Whenever the sounds you have learned come up in your classroom activities, use the CA signs to enhance learning, teach each sound pair as you learn them in your course, use any of the ideas below as appropriate.
 
 Method 2: Revise the sound system using CA Each sound or sound pair is introduced within a framework of teaching pupils about sounds.Target one pair of sounds or a sound group at a time. • • • • • • • • • • •
 
 This can be introduced at any time in the school year. Teach the pupils about the ‘Sound Makers’; explore what we use to make sounds. Explore what Sound Makers are working and how they work for each sound. Teach the strategy for discovering which sounds are quiet and which are noisy. Encourage pupils to draw each sound and/or photograph individual children making different sounds. Use the ‘Cued Articulation Chart’ by Jane Passy or photograph children making sounds and put these on a ‘Cued Articulation Picture Chart’ for display. Make up class sound books for the younger grades. Teach colour coding by displaying coloured balloons in the classroom. Add the sound and an associated picture to each balloon. Class alliteration books can be made up at any level. Use humour to develop a sentence about each pupil. Teach the ‘Singing Alphabet’ by E. Love & S. Reilly and/or get pupils to make up their own song for each sound. Collate these into a class book. Use a range of whole-class activities/games to practise each sign; this will help you get good understanding of where each pupil is at in his/her learning.
 
 Method 3: Adding the labels As for Method 2, but as you explore each sound, decide on a label by brainstorming possibilities. Guide pupils to appropriate labels, for example from the LiPS program use them to teach pupils to discriminate between sounds and to communicate with pupils about their mistakes in their reading and writing.
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 APPENDIX 2
 
 Cued Articulation Survival Kit Fiona Balfe 1 References • Cued Articulation and Cued Vowels booklets by Jane Passy (see page xxi).
 
 2 Classroom display • Cued Articulation pictures of children in the class making the consonant sounds. Make a chart of these with the sound written underneath in colour coding • ‘Cued Articulation’ wall chart by Jane Passy • colour-coded balloons with the sound and a picture drawn on each one • photographs of children in the class making different sounds • alliteration class books with each child contributing a sentence and its illustration
 
 3 Exploring sounds • • • • • •
 
 puppets mirrors photographs of children in the class making different sounds mouth form pictures from the LiPS program sound pictures from the Nuffield Dyspraxia program to stimulate sounds sound stories about a character exploring his/her mouth (‘Mr Mouth’)
 
 4 Songs and rhymes • ‘Singing Alphabet’ by Elizabeth Love and Sue Reilly. • Action rhymes, song books and associated tapes; for example, Oranges and Lemons, Round and Round the Garden, Pudding and Pie (Oxford University Press), Play School (ABC Books) song books.
 
 5 Early literacy books • Alphabet books, for example, P.M. , OPI Alphabet Reading Series • Phrase or sentence level, for example Sound Starters and Sound Stories series (Oxford University Press)
 
 6 Activities box A list of whole-class activities and games written on cards; add to these over time.
 
 7 Activity support materials • • • •
 
 word lists for each sound theme word lists pictures for each sound (consult your local speech pathologist) an object or toy bag for each sound (ask pupils to find items at home).
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 APPENDIX 3
 
 Pedro’s game John Fisher Cued Articulation (CA) signs and colours were used in a game to improve the spelling skills of an eleven-year-old boy.The game focuses on vowels, using Cued Vowel signs.The game can be modified to focus on initial or final consonants. Pedro’s spelling was mostly visual, and he had difficulty converting sounds to letters, other than the first sound and letter. Digraphs, ch, ea, where two letters represent one sound, were a mystery to him. So too were diphthongs – two sounds written with one or two letters – I, how. Pedro’s spelling of regularly phonic words was insecure, and he put the letters in the wrong order, included unnecessary letters and left out essential ones. Pedro’s difficulty in understanding the relationship between English sounds and letters was due to the combined effects of earlier dyspraxia, some dysphasia and an ESL (English as a second language) background. The game helped Pedro to: • see how letters and sounds related to each other • see what happened to a word when letters and sounds were changed • build up the usual letter combinations of sounds • acquire a meta-language for the incidental correction of his occasional speech sound errors. The game allowed Pedro to discover the regularity in English spelling and to predict what a spelling might be on the basis of the most-likely pattern.The following game uses middle vowels. Similar but easier games can be played with initial and final consonants.The Cued Articulation and Cued Vowels booklets are essential to the games, in order to link the symbols and the sounds with a sign.
 
 Who might benefit from Pedro’s game? Any child with similar difficulties could play Pedro’s game – it can be renamed for a specific child.The lower age for players is seven to eight years, and there is no upper age. Pedro’s game can be played with several children.The minimum number of players is two – the helper is also a player when there are just two people playing.The helper can decide not to play if there are two or more other players – this allows more time for the players.
 
 The game Before playing or teaching the game, the teacher or helper needs to teach CA or Cued Vowels, and needs to have age-appropriate spelling skills.
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 A. The helper needs to know the Cued Vowel signs. Use the Cued Vowels booklet to learn them, or ask someone to teach the signs. B. The helper writes fifty words.Write each CVC word (consonant + vowel + consonant) on a slip of paper. Choose words to give range of initial and final consonants – hit, pig, man, leaf, laugh, cheese. Ignore the number of letters in the spelling – choose CVC words that have three sounds. Put the fifty words into a box. C. Set out the vowel sounds (phonetic symbols) and Cued Vowel sounds.The helper does this with each player before the game can be played. 1. In an exercise book, head separate pages with the international phonetic alphabet symbol for each vowel and diphthong from the Cued Vowel book. Group the vowels in long vowels, short vowels and diphthongs. (A diphthong starts as one vowel and ends as another; for example, how = ar→ oo.) Use the Cued Vowels signs as you talk about the sounds and symbols. 2. Choose a colour for each vowel according to each player’s preference. Cued Vowels do not have recommended colours, but CA signs do. 3. Draw a coloured line above the phonetic symbol. Long vowels have long lines; short vowels have short lines. Diphthongs have two colours on one line, with the two colours overlapping in the middle. Use the Cued Vowels signs as you talk about the sounds and symbols. 4. Each player has an exercise book for steps C1, C2, C3. D. The helper makes a game board. Use a large sheet of paper.Write the phonetic symbols along the top of the sheet, in the same order as they appear in the exercise book (C1, C2, C3). Put the agreed colours above the vowel symbols. Draw vertical lines for the columns under each symbol.
 
 Play the game Object The object of the game is to score a point for every CVC word that is made when the player substitutes the original vowel with another vowel. The winner is the player with the most points at the end of the game.
 
 Rules Agree on how to score. Rude words – for example, shot, shut, shit. Do they get double points or do you end your turn? Homophones – these are words with the same sound (same phonetic symbol) but with different spelling and meaning, such as meat/meet. Agree that
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 homophones get two points because they are written in two ways – provided the player can give the separate meanings. Homonyms – these words also have different meanings but have the same spelling; for example, run = ‘hit a run’, run = ‘run a race’. Agree that homonyms score one point because they are only written one way. Real but old or infrequent words such as nub.These score a point if the player can use the word in a sentence that shows the meaning. ‘Get to the nub of the argument’ = 1 point; ‘I don’t know what nub is’ = 0 point. Or, use a dictionary to decide whether a word is a real word.
 
 Starting The first player takes a CVC word from the box and says the word (example:‘shop’). The helper makes the appropriate Cued Vowel sign. The player draws the colour cue above the vowel on the slip of paper (with help from the teacher). The helper and player make the appropriate Cued Vowel sign. The player finds the same vowel on the game board and ticks the space in the column underneath. The player writes the word ‘shop’ into the exercise book on the page that is headed with the phonetic symbol for the /o/ sound. The player colours above the letters that represent the vowel sound.
 
 Building the score 1. The player looks at the left-hand end of the game board and says the vowel at the top of the left-hand column.The helper helps the player to ‘read’ the phonetic symbol and to recall the Cued Vowel sign. (example: /ee/) 2. The player says the CVC word on the slip of paper (shop). 3. The player says the CVC word with the left-hand vowel instead of the vowel that was used on the slip of paper.This is a phonemic awareness task of deletion and substitution and may need to be helped by the teacher (example: sheep). 4. The player claims a word-point if the resulting word is a real one. Sheep is a real word, so the player or scorer ticks in the /ee/ column. 5. The player(s) write the word in the exercise book on the page headed with the phonetic symbol for /ee/ sound. The player(s) colours above the letters that represent the vowel sound. 6. The first player moves one column to the right and repeats the above steps 1 to 5. When all the vowels have been dealt with, the ticks are counted to give the score for that player. The next player has a turn.
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 Spelling in the exercise book Each player adds the words to his/her exercise book, regardless of whether they are working with a CVC word or waiting for a turn. Words are added to the pages of the exercise book on the basis of the same vowel sound (same phonetic symbol and same Cued Vowel sign). But the spellings will be different.Write each pattern of letters in a separate column. Colour above the letters that represent the vowel. Use Cued Vowel signs when you talk about the sounds/vowels. A page for the /or/ vowel might begin to look like this: taught taut sauce
 
 fork port cord sort
 
 fourth sought
 
 board
 
 After fifty words, a pattern of letters for vowel sounds begins to emerge, with the most likely spelling patterns making the longer lists.
 
 Variations Play Pedro’s game with initial or final consonants. Both are easier than middle vowels. Use friends’ names or football teams.Where these have several vowels, choose one vowel to change. Choose a stressed vowel rather than an unstressed vowel.This requires some teaching/understanding of stressed/unstressed vowels and an addition vowel category for a schwa (neutral) vowel. Use the new words to extend vocabulary by allowing homonyms (same spelling different meaning) words to score for each defined word. Pedro’s game is one way of using Cued Vowels signs and colours to improve spelling. CA signs and colours can be used with initial and final consonants in similar games. Pedro’s game was fun and it was effective. Pedro’s ‘phonic’ attack improved in both spelling and reading. He saw patterns in the spelling of words, whereas he had previously panicked at the mystery of how the letters were arranged.The essential ingredient was Cued Vowels signs and colours, which allowed Pedro to see a rule-bound, predictable relationship between letters and sounds.
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 APPENDIX 4
 
 How to use video to teach Cued Articulation to helpers John Fisher ‘You’re our favourite video’ Somewhere in the suburbs, someone looking for a spare videotape will find at the bottom of the stack, a used video labelled Cued Artic.They might be puzzled at viewing a head and shoulders shot of a bearded bloke making signs at the camera, or filled with nostalgia to see their speechie after all those years.‘What were those signs? We learnt them when I went to speech therapy, when I was really young.’ The chances of this happening are high because I must have given away thirty or more videos when I worked as a speech pathologist at a children’s hospital. I haven’t been recognised at the supermarket, no one has said,‘Aren’t you on telly?’ but one family admitted that I was their favourite video for a while. Even their neighbourhood kids watched it.The parents of an autistic spectrum child said it was his first-choice video. Another child took the video to pre-school and everyone watched it. And a school-aged child loaned it to his teacher to copy. So if you want fame of several kinds, make a video of Cued Articulation. Cued Articulation (CA) is a familiar, handy teaching aid – the pun was unintended. But there was a time, when it seemed mysterious, all those colours and signs and Jane Passy’s unusually serious face in the text book. Even though I now use CA automatically, I do remember that it once seemed arcane, to me and to other helpers who watched me use the signs in the speech pathology clinic. I remember laughing with them as we forgot the signs and got our fingers in a twist. But it’s been a long time since I’ve had those reactions because I found a better, easier way to teach CA to a child and to the helpers. I made a video. The advantages of a CA video are : • • • •
 
 CA signs are movements; the video captures these movements accurately. People copy movements easier than reading the sequence of activities. The video shows colours and letters. One video can be copied many times – a master was kept in the Educational Resources Centre and I dropped in a batch of blank tapes when the supply got low. • Videotapes are not expensive. Although I asked for the Cued Artic video to be returned after the family had finished with it, I did not pursue a lost video. • Video gives sound and vision at the same time. • A video is easily accessed by the helper and the child.
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 • A video can be used in different places – such as the grandparents’ house, pre-school, day care facility. • Video teaching is time-efficient compared with individual teaching. • A video at home is not as threatening to an adult as learning in the clinic. • A video can offer the same information, over and over. • In short, video is an easy, effective way to teach and learn the system of CA.
 
 How to make your own video of CA • Get your props ready – 24 cards, one card for each consonant. • Write the letter(s) for each consonant on separate sheets of A4 paper.White paper is fine, but it can flare – a pale pastel colour is kinder. • Watch out for sounds that have several letter forms. • Write k, c and ch on the /k/ card—- for ‘car’,‘kite’ and ‘chemist’. • Write s and c on the /s/ card for ‘sun’ and ‘circle’. • Write with black marking pen. • Put the CA colours under the letter(s). Instead of cards, you can use one very big sheet of paper or a whiteboard, but this requires a camera operator to follow you as you move. And you have to turn away from the camera to look at the board. It didn’t work as well as cards did for me. If you can get a camera operator, do so.The camera operator might know about lighting, angles and technical stuff. But you can make the video alone if you want to feel foolish in private.There’s something friendly about a home-made video; if you smile, it’s quite non-threatening to the viewer. • Set up the camera. Frame the image so that your head and shoulders and the card you are holding (just below your chin) are all in frame. Allow some room for one hand to wave about as you make the CA signs. • Check that the background is inoffensive. • Group the 24 cards according to manner of consonant production Plosives p, b, t, d, k, g Fricatives th, th, f, v, s, z, sh, ch, zh (measure), dzh (giant), h Liquids l, r, Nasals m, n, ng Semi vowels w, y • Put your cards out of camera shot but within reach. • Allow about an hour to make the video. • Rehearse the script with the camera turned off. • Do one take, watch it and decide whether to keep it or have another go.You will have to watch yourself looking stunned, grinning or looking over the camera operator’s shoulder. But you can improve with the next take. • Write a script or cue sheet to remind you of what to say and when to say it.
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 • Speak slowly, and don’t waffle. I had trouble shutting-up and gabbled on with fascinating asides and trivia. It took several takes until I spoke slowly and simply. It sounded fine but felt unnatural. • Remember that video is primarily a visual medium. Show the CA signs as you talk, rather than talk about using them. • Throughout the video, use CA signs when you say the sounds. It’s the same point as the previous one but worth making twice. • The purpose of the video is to show the viewer how to make the CA signs. Anything else – history, uses of the system – should be kept to a minimum.
 
 The script The following script is for my video of CA. I used it to get my ideas in order and then made up the words as the video camera was recording. No two takes were exactly the same.This was more comfortable for me. Directions in the script [look at the camera] are enclosed with square brackets.The words or sounds are in italics: /t/, toe, tiger, hat. Cued Articulation is a set of signs to help a child’s speech. The signs help by letting a child see a sound. You can use these signs at home and at school – anywhere. Cued Articulation was devised by a speechie called Jane Passy. [You can show the Cued Articulation booklet here.] The Cued Articulation signs show the consonants in English speech. Each consonant has its own sign and its own colour. We use Cued Articulation to let the child see a sound, as well as hear it. Before I show you all the Cued Articulation signs, here are four general points: One: Cued Articulation signs show where and how the sounds are made. Two:The colours show the same things in writing. Three:You will see me using one finger /t/ and two finger /d/ signs. [Make the signs as you make the sounds.] Cued Articulation uses two fingers to show voiced sounds.These are sounds where your voice box is also making a noise [touch larynx]. For example, /t/ toe, and /d/ dough [use signs] are made almost the same way in your mouth. So the Cued Articulation signs are almost same. But /d/ has voice d d dog, door, daddy. /d/ sound is voiced and is louder, so it has two fingers. And /t/ two, tiger, tea is voiceless, quieter. So it has one finger. Four: English consonants can be grouped into families by the way they are made. So, here are the Cued Articulation signs. The first family of sounds are the poppers, where the air is held back by a part of the mouth and then pops out.
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 The first sound is /p/ pie, pop, papa [Demonstrate at least twice. Hold the card under your chin and do the sign]. /p/ is made by closing your lips and then popping the sound out. Its noisy twin, the voiced one, is /b/ boy, baby, baba [Do it and show card] Its sign uses two fingers. /p/ [use cue] and /b/ [use cue] are orange sounds. /p/ has one orange line – one finger sound. And /b/ has two fingers, so it has two orange lines. The next sound is /t/ tea, tata, hat [show card and do cue]. Its twin is /d/ day, head, dada. Both are light blue sounds. /t/ has one line, /d/ has two lines. The next sound is /g/. This is a brown sound made at the back of your mouth. go, hog, bigger . Its twin is /k/ or /c/ car, key, kick, cockie. We use different letters but it’s the same sound, with two fingers because it’s voiced. The next family are long sounds where the air is squeezed as it comes out. The first two are dark blue sounds, /th/ with one finger as in thick, thing, mouth. And /th/ with two fingers because it is voiced as in that, these, mother. Just think of blue tongue lizards and you’ll remember to poke your tongue out. Look how the sign also reminds you, thing, that /f/ and /v/ are pink sounds made by blowing the air down your chin. /f/ is voiceless as in fish, laugh. And /v/ is voiced as in Victoria, give. /s/ and /z/ are light green sounds. /s/ is like a letter S on its side. See how it comes out from your teeth. sun, circle, mess. /z/ is the voiced sound and it looks like a Z on its side… zero, buzz /sh/ is a dragon sound and red. Your teeth are a bit apart for this sound. shoe, fish, washing. /zh/ is the voiced twin but it doesn’t start words in English. You can hear it in the middle of measure, treasure. /ch/ is a purple sound. It is made from /t/ and /sh/ . You can see the two signs. /t/ to start and /sh/ to finish. It is a purple sound. chew, watch, catching /dzh/ is the voiced twin and has two fingers.
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 It is the sound at the start of jet and giant.We use two different letters for /dzh/ The last sound in this group is /h/. This is a grey sound. he, hat, house The next family has sounds that keep going. Both are voiced sounds and use two fingers and two lines. /r/ is made by curling your tongue tip back a bit , but not touching anything /r/ rabbit, run, hurry /r/ is a dark green sound. /l/ is made by reaching your tongue tip up to the bump behind your top teeth. lolly, little, yellow. /l/ is a yellow sound. Nose sounds are another group. Three sounds come out of your nose, m, n, ng The signs all use two fingers because the sounds are voiced. They have two lines, a black line to show that is dark up your nose and another line. /m/ is like a lip sound coming out your nose. It has a black and an orange line me, more, mummy. /n/ is has a blue and a black line, no, nose, nanna. /ng/ is the only sound that needs two hands. It’s like a /g/ that comes out of your nose. It is a brown and black line. And it doesn’t happen at the start of words, ring, fang, singing. The last two sounds are semi-vowels. The first, /w/ starts with your lips together and then they open. It is a little red dot. we, walk,Wednesday. /y/ is a lip spread sound. The sign shows how your lips spread sideways when you make this sound. yes, yacht, yoyo. It is written like a red sausage. So these are the consonants in Cued Articulation. Remember that the signs let the child see a sound as well as hear it. We use Cued Articulation to highlight a sound as we talk. We can remind a child about a sound using Cued Articulation. And some children use Cued Articulation to remind themselves. Making your own video of CA and lending it to the family of the child is a good way of teaching them the signs. It saves a lot of time for both the clinician and the helper.And it’s actually enjoyable, and sometimes entertaining.
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 APPENDIX 5
 
 Using colour with Cued Articulation John Fisher The signs in Cued Articulation (CA) are not the only useful feature of the system. The following notes show how the colours in CA can be used in speech therapy, phonemic awareness and learning to read and to spell. CA uses twelve colours to indicate some similarities and differences in the twentyfour consonants.The same colour is used for voice–voiceless pairs. For example, /s/ (voiceless) and /z/ (voiced) are both light green.The voiced item /z/ gets two light green lines, the voiceless /s/ gets one light green line.The same colour indicates the same place of articulation (tongue-tip to alveolar ridge) and manner (fricative).This underlying organisation helps the adult user to understand the system, but is not usually explained to a child. The colour system has two main uses: One, to give a name to the sounds – the green sound, for /s/.Two, to highlight the letter used for a sound in writing by underlining it with one or two coloured lines.The signs for CA are used along with the sounds, so that the child hears the sound, sees the sign, sees the colour, and hears a name for the sound.
 
 Naming the sound By giving a name to the sound (/t/ = the blue sound), the helper avoids the labelling problems that happen when a child substitutes one sound for another in speech, as in /k/→/t/, car→tar, key→ tea. Here the new sound /k/ is called the brown sound and the old sound /t/ is called the blue sound. It is not necessary to be more exact and name the /t/ as the light-blue sound, unless the distinction between /th/ dark blue sound, and /t/ light blue sound needs to be made. A name which avoids value-laden descriptions such as ‘the correct sound’,‘the right sound’, ‘the good sound’ helps the speech teacher focus on the sounds, without the effects of past learning, because the colour-name is emotionally neutral. The colour name (and the CA sign) can be used when a child leaves a sound out of his/her speech. Cat or cats? Your tongue forgot the green sound at the end – cats. The colour name is also handy when the child is being reminded to use the new sound in speech at home – Did you mean the blue sound tea, or the brown sound key? Of course, the CA signs are used at the same time.
 
 Highlighting the target sounds After a child has learned to use a new sound in a word, the usual next step is to use the new sound in tasks that are not yet free-flowing conversation. Many of
 
 127 Appendix 5
 
 4443-A HANDFUL OF SOUNDS TXT
 
 27/4/04
 
 4:03 PM
 
 Page 128
 
 these ‘structured’ tasks use text to remind the child and the helper to use the new sound. After the child colour codes the target sounds by underling them in the text and saying the words as single words, the next step of saying the new sounds in connected speech is easier, because the target sounds are more apparent with their coloured underlining.
 
 Showing how a sound has different spellings Some sounds are written in several ways. For example /s/ sound is written as S – sea, and as C – circle.The green underline (and the CA sign) indicate that the different written forms represent the same sound. Similarly, S might represent /sh/ as in ‘sugar’ – the red underline shows that it sounds the same as the /sh/ sound in ‘show’. And /f/ is written as f in ‘fun’, as ph in ‘photo’, and as gh in ‘laughing’. All these letters get a pink underline to show that the sound is /f/.
 
 Identifying the same onset sounds One of the early phonemic awareness skills is to be able to identify the onset sound of a word – the first sound.This can be assisted by underlining the initial consonant with the CA colour.This allows the child to colour match the starting sounds and to see that the same colour represents the same sound.
 
 Using initial sounds as a reading cue One of the cueing systems used by children when they learn to read is the sound that a word starts with.The constancy of a letter–sound match can be shown by underlining the first letter of a word with the appropriate colour for the sound the letter represents. After one letter–sound pair is coloured, the child can then search the rest of the text for occurrences of the same letter.The helper checks that the sound is same, and the child underlines the letter with the appropriate colour. In this way a child can search a sentence for all the /s/ words, for example.
 
 Using colour to look beyond the first letter/sound. If words in a text or in a sight vocabulary have their initial letter(s) underlined with the same colour, as in boy, book, ball, the child is forced to look at the rest of the word to work out how it is said, and then what it means. The colour system of CA is useful in speech therapy by providing a name for a sound.The colours are handy in focusing the child’s attention on initial sounds in phonemic awareness activities.They are also useful with written work – spelling and reading by providing an unchanging cue (the colour, sign and sound) for various spellings of the same sound.
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 APPENDIX 6
 
 A case study Mary Hampton
 
 I use Cued Articulation (CA) with people who are dyslexic, dyspraxic, phonologically delayed and disordered in a variety of settings.This case history follows one severely handicapped child with whom CA has been a help. JP was a 10-year-old boy with ataxic cerebral palsy, developmental delay and speech and language difficulties. He attended a school for children with learning difficulties. JP’s expressive language was severely delayed, showing evidence of verbal and oral dyspraxia in addition to the dysarthria resulting from the cerebral palsy. JP communicated through pointing, gesture, some makaton and some single-syllable, consonant–vowel combinations. His consonants were restricted to /b/, /d/, /g/, /w/ with occasional use of /s/.Vowels were restricted to monothongs. JP had severely impaired literacy skills, and his phonological skills were very poor. CA was initially introduced to reinforce articulation work; strings of alternating phonemes were used to build up strength, flexibility and speed.Working from the Nuffield Dyspraxia Program, we built up from single consonants or vowels to consonant–vowel combinations. Letterland Characters replaced the symbols for consonants to facilitate alphabetic sound-symbol links. CA colour coding was used to reinforce these links, and JP was encouraged to colour-code the letters himself. In addition, consonants and vowels were presented in different shapes to facilitate sequencing.Thus JP was encouraged to select a consonant and a vowel, put them in order, say them and then select the picture of the word he had made. Oral motor exercises were carried out alongside this program. In these ways, over a period of eighteen months, JP progressed from single-sound sequencing to building three-word sentences using two-syllable words. Whilst JP’s articulation skills appeared to be making some progress, his literacy skills showed no corresponding improvement. As a result, the program shifted to focus on phonological awareness.This involved encouraging JP to sort pictures by initial sound; again CA and colour coding were used to reinforce the consonants. In addition, JP carried out a number of discrimination tasks with CA to back up his listening skills. JP progressed from initial-sound sorting to focusing on final sounds in Consonant-Vowel-Consonant words. At this time, a more formal approach to literacy was introduced, incorporating a handwriting component: the Dyslexia Institute Literacy Programme.
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 This introduced letter–sound correspondences one by one, encouraging multi-sensory learning by saying the sound, writing the letter in cursive script and discussing a word that began with it. CA was another strand in this multi-sensory approach. Three years after first meeting JP, he is better able to express himself verbally, he has progressed from being non-literate, to reading and writing some three-letter words, and his phonological awareness is building. Due to the profound nature of his difficulties, these have been small steps over a long time period. CA has been an integral tool in approaching his difficulties and has combined with a number of other programs to encourage the progress, which would have been less, and slower, with any of the approaches used alone.
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