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Abstrakt:

Bakalafska prace je zaméfena na tvorbu a vyuziti individudlniho studijniho planu pro vyuku
anglického jazyka u zaku s dyslexii. Prace je rozdélena na Cast teoretickou a praktickou. V
teoretické ¢asti jsou upiesnény pojmy a definice tykajici se specifickych poruch uceni a
zejména dyslexie. Je zde zminéna historie vyzkumu dyslexie a také razné pfistupy a metody
vyuzivané k pfekonavani potizi s dyslexii spojenych. Dale tato Cast prace rozkryva jednotlivé
dily mozaiky, ktera by jako celek méla tvotit zaklad podpory pro dyslektického zéka. V zavéru
teoretické ¢asti jsou zkoumany kurikularni dokumenty v souvislosti s tvorbou individualniho
vzdélavaciho planu. Druha ¢ast bakalarské prace je zamétfena na moznosti prace s
individualnim vzdélavacim planem. Cilem prace bylo zjistit, zda je podpora pii tvorbé
individualniho vzdélavaciho planu dostate¢na jak pro zaka, tak i pro ucitele, a zda individualni
vzdélavaci plan plni funkci nastroje nebo pouze formalniho dokumentu bez praktického
vyuziti.

Klicova slova: Individualni vzd€lavaci plan, dyslexie

Abstract:

The bachelor thesis is focused on the creation and use of the Individual Learning Plan for the
teaching English to a learner with dyslexia. The thesis is divided into two parts. Problems of
dyslexia, its definitions, history and research, approaches and methods to overcome it, are
analysed in the theoretical part which ends with the main focus on the Curriculum and the
documents belonging to it in the connection with the Individual Learning Plan. The second
part of the bachelor thesis is focused on the practical possibilities in use of the Individual
Learning Plan in the real school environment. The aim is to ascertain if the backup given to
both, the learner and the teacher is sufficient and what is the real function of the Individual
Learning Plan in practice.

Key words: Individual Learning Plan, dyslexia
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Introduction

Teaching is not an ordinary work. It is more like a mission. The mission that, despite the
effort, is not always successful and satisfactory. A teacher is a person whose job is to master
an enormous amount of knowledge, skills and aptitudes for being able to teach. Many times it
is also the problem with diagnoses of potential difficulties, whether relating to studying
results or behaviour, which the teacher has to manage. And furthermore, he or she should be
able to know how to deal with it. There are temporary and long-term problems. The topic |
have chosen and tried to look into more deeply is the issue of the second one.

Dyslexia is anything but temporary. None of the Specific Learning Difficulties is a matter of
temporary remedy. It is not possible to cure dyslexia and people who are dyslexic, either
diagnosed or not, deal with a perpetual state of fear from failing. At least, those who do not
acquire appropriate assistance. For the most dyslexic learners, it is practically impossible to
achieve the same outcome as their average peers without sufficient support. The role of the
teachers becomes fundamental here as well as the role of cooperating learners and their
surrounding environment including the families and peers.

When helping the dyslexic learners, different participants are to be partners at various levels
and stages of the process. It is crucial that the child, the teacher, family and the Pedagogical
and Psychological Counselling Centre become a heterogeneous but functional team willing to
undergo this anabasis that will almost certainly lead in the long-term run. Accommodating
dyslexic learners into the common classes requires the form of close, flexible and especially
active cooperation.

For the purpose of help, there are also some tools, which can be used to back up the current
situation. Among others, the Individual Learning Plan is the one that could serve more
purposes than only as a part of pedagogical documentation through which the teaching-
learning process becomes ‘visible’. It could also help when assessing the dyslexic learner be it
initial, formative or summative.

Apart from the specification of essential roles of the dyslexic learner and the teacher in the
teaching-learning process, the aim of this papers is to examine the curricular documents and
its contribution to supportive instruction to students with learning difficulties such as dyslexia
represents, especially when the Individual Learning Plan is designed. Based on the
theoretical part | would like to explore in more details what is the key role of already

developed Individual Learning Plans in practice.



Two research methods are being used in the empiric part based on a multiple-case study as a
most suitable approach. Analysing pedagogical documents and an interview as methods
should have met the aim of the fundamental research approach. Intention is to ascertain, via
the perspective of all six participants and analysis of available pedagogical documentation,
whether or not an Individual Learning Plan is being applied due to expectations.

Inspired by my personal experience on both sides of the coin, | have selected the topic of
dyslexia, and my personal concern is beyond the scope of this papers. | consider the issue as
still neglected and the one that is supposed to be reminded and discussed on more occasions

as much as possible.
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|. THEORETICAL PART

1. CHARACTERIZATION OF SPECIFIC LEARNING DIFFICULTIES

There are many reasons why learning experiences may turn out to be difficult. For example,
poor teaching practices or unsuitable learning methods could do so. However, for some
learners diagnosed with Specific Learning Difficulties (SpLD), the learning process could
turn into a total disaster even without such inputs. SpLD could affect the learning processes
and the acquisition of knowledge in various ways such as acquiring the reading, writing,

spelling and numeracy skills. (Zelinkova, 2009, p. 41)

The most commonly used terms such as Specific Learning Difficulties, Specific Learning
Disorders, Specific Learning Differences, Specific Learning Disabilities or simply Learning
Disabilities (LD) indicate that there is not a universal definition. Even the term Dyslexia has
been misused as the general term for describing learning problems. (Davis, 2010, p. 7)
Nevertheless, they all identify the learners who have Special Educational Needs (SEN).
Hence, it is possible to consider SEN as superordinate. In other words, each student with
learning difficulties has special educational needs whereas not every pupil with SEN must be
necessarily diagnosed with learning difficulties.

Since words ‘difficulties’ or ‘disabilities’ use the plural form, it leads to the conclusion that
the areas affected by SpLD vary in number. In the Czech Republic, SpLD is further
subdivided into particular categories. Such division includes dyslexia (a specific reading
disorder affecting in various intensity and combination the basic reading skills such as speed,
accuracy, technique, and comprehension), dysgraphia (affecting the graphical part of the
writing), dysorthography (affecting perception of differences in spelling and grammar within
the written language), dyspraxia (also called developmental coordination disorder),
dyscalculia, attention deficit disorder (ADD) and attention deficit hyperactivity disorder
(ADHD). (Zelinkova, 2005, 2009) Thus, Specific Learning Difficulties function as an
umbrella term.

Dyslexia, one of the most common diagnosed SpLD, occurs rather together with other
difficulties such as dysgraphia or dysorthography than individually.

As a developmental language-based disorder, dyslexia affects the ability to learn and

remember scripted language. The impairment in recognising and recalling words causes
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difficulty for the learner in reading, dictation and spelling. Dyslexia is mostly a hereditary
disorder and hence lifelong. (Matéjéek, 1995, p. 76-84)

Categories such as 'dyslexia’, 'reading disabled’ or ‘poor reader" are extremely demanding to
distinguish, especially for a person who has insufficient or just superficial knowledge of the
problem given. Even for someone with adequate knowledge about the issue discussed, it
could sometimes represent the hardly achievable task. Dyslexia could be easily mistaken for
other disorders of language and speech development. (Matéjcek, Vagnerova, 2006, p. 29, 31)
As an example, the Specific Language Impairment (SLI — “diagnosed when oral language
lags behind other areas of development for no apparent reason’) could be mentioned,
especially in the case when some of the symptoms correspond exactly with the symptoms of
dyslexia. (Bishop and Snowling, 2004, p. 860) David Crystal in his book How Language
Works states that:

,.It has come to be widely recognised that there are children who, after few years

at school, are consistently seen to fail at the tasks of reading, writing, and spelling,

despite normal intelligence, instruction, and opportunity to learn.« (Crystal, 2006,

p. 140)
These particular students might be incorrectly diagnosed with dyslexia although features of
other disorders of language and speech development differ which subsequently causes the
incorrect and often non-functional way of re-education. The right diagnoses might be such a
release for those who experience vain effort in their attempts in reading achievement.
Regarding the International Classification of Diseases, none of the SpLD is remediable.
However, there are many methods, learning styles and strategies that enable the learner with

such problems to manage the learning process and achieve excellent results.

1.1. Defining Dyslexia

The definition of the term “dyslexia” has been changed, replenished and explained over and
over depending on new discoveries in the scope of activity of neurology, psychology,
linguistics and other fields of science. It is difficult to define dyslexia because four different
levels need to be considered in its definition: behavioural, cognitive, biological and
environmental. (Frith, 1999)

The word ‘dyslexia’ is derived from the Greek. The stem lexis means “word” or “language”

and the prefix dys — means “poor” or “inadequate.” Dyslexia can be characterized by
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problems in processing words into meaningful information which is most strongly reflected in
difficulty in learning to read. In simple words, dyslexia means reading disability.

Concerning definitions, there is the simple one presented by Oxford Advanced Learner’s
Dictionary which states that dyslexia is: "a slight disorder of the brain that causes difficulty in
reading and spelling, for example, but does not affect intelligence." Despite the simplicity,
this short definition expresses one important feature of dyslexia, which is separability. There
is no direct link between intelligence and dyslexia. The person struggling with reading does
not necessarily have to be labelled as illiterate or "not intelligent™.

British Dyslexia Association (BDA) states on their web pages that dyslexia mainly affects the
development of literacy and language related skills. It is to be: Life-long in its effects and
characterized by difficulties with phonological processing, rapid naming, working memory,
processing speed, and the natural development of skills that may not match up to an
individuals other cognitive abilities. (BDA, 2016) This definition is rather giving the view on
the impact of dyslexia on learning process than a full description of its origin. Definitions of
dyslexia vary since more than one field of science including medicine, neurology,
psychology, pedagogy, linguists, lingual-didactics and others study this issue. There are
numerous explanations what dyslexia is and what impact it can make on learning
achievement. It is also possible to find some differences in origins of this specific disorder.

In general, it is possible to affirm that the negative impact on individuals’ learning results has
very often a devastating effect on the ability and motivation to learn. (Crystal, 2006, p. 141,
Jucovicova, 2007, p. 4-19, Zelinkova, 2005, Zelinkova, Cedik, 2013, Matéjcek, Vagnerova,
2006, p. 41-51)

Conceptualization of dyslexia based on the discrepancy between students’ aptitude primarily
measured with the help of 1Q tests and tests of achievement was dominating the international
field of education up to the 1990s. (Zelinkova, 2009, p. 16) Characteristic view of dyslexia as
a disorder was commonly accepted due the medical discourse in the 1960s, and most
definitions indirectly claim that dyslexia is an ‘abnormal’ condition. An example of such
concept is the definition of the World Federation of Neurology (WFN) according to which
dyslexia is “a disorder in children who, despite conventional classroom experience, fail to
attain the language skills of reading, writing and spelling commensurate with their intellectual
abilities.” (Ott, 1997, p. 2, Matéjcek, 1995, p. 19)

The definition covers the essential features but does not provide much further information

about dyslexia as such. In the course of time, further research focused on dyslexia has been
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run and new outcomes recorded and, as a result, some researchers disagreed with an outdated
and inaccurate definitions. For instance Uta Frith, German developmental psychologist,
comments on WFN definition:

,, 10 define dyslexia in terms of reading test performance is rather like defining
measles as an increase in body temperature. Raised temperature, however, is
merely a sign of the infection, not the illness itself. Decreasing the temperature is
usually a good thing, but it does not cure the illness. All the knowledge
accumulated in dyslexia research indicates that dyslexia is not a disease which
comes with school and goes away with adulthood. It is not a temporary childhood
affliction; it is a life-long burden.* (Frith, 1999, p. 209)

It is quite clear that further research in the fields of neurology and genetics that helps to
clarify causes of differential cognitive functioning is required. The question of accurate and
timely diagnosis is of crucial importance for preventing the child experiencing failure that
might bring further serious problems. The occurrence of the variety of learning difficulties
could be found in Orton Dyslexia Society’s Definition (1994) that starts with:

,,Dyslexia is one of the several distinct learning disabilities. It is a specific
language-based disorder of constitutional origin characterized by difficulties in
single word decoding, usually reflecting insufficient phonological processing.*
(Operational definition of the Orton Dyslexia Society Research Committee, 18th
April 1994)
Also, the definition of British Dyslexia Association (BDA) is much more explicit in the
statement that:

,,Dyslexia is a complex neurological condition which is constitutional in origin.

The symptoms may affect many areas of learning and function, and may be

described as a specific difficulty in reading, spelling and written language. One or

more of these areas may be affected. Numeracy, notational skills (music), motor

function and organizational skills may also be involved. However, it is

particularly related to mastering written language, although the oral language may

be affected to some degree.* (Crisfield J., 1996 in Ott P., 1997, p. 17)
In the last two definitions, it is possible to identify the potential genetic origin, which was not
sufficiently proved in the previous research.
Some of the new definitions are trying to incorporate new research outcomes in cognitive and
neuro-psychological functioning. The International Dyslexia Association (IDA) in the United
States formulated the new influential definition of dyslexia that comprises of the biological,
behavioural, cognitive and environmental descriptions. It claims that:

,Dyslexia is a specific learning disability that is neurological in origin. It is
characterized by difficulties with accurate and/or fluent word recognition and by

14



poor spelling and decoding abilities. These difficulties typically result from a

deficit in the phonological component of language that is often unexpected in

relation to other cognitive abilities and the provision of effective classroom

instruction.” (Kormos, Smith, 2012)
The importance of distinguishing dyslexia from other learning difficulties is the new intent
concept of viewing an SpLD. The term "difficulties” is gradually replaced by the term
"differences"” which fundamentally changes the way how dyslexia is perceived.
Another helpful explanation is to be found in the book written as a beginner’s guide through
the world of dyslexia by Nicola Brunswick. It provides definitions dividing dyslexia to
acquired and developmental. Acquired dyslexia represents “a reading impairment resulting
from brain injury (hence, the disorder is acquired). The most common forms of acquired
dyslexia are deep dyslexia, surface dyslexia, and phonological dyslexia”. (Brunswick, 2012,
p. 1)
Brunswick explains the meaning of these three terms with the use of reading disorders and
phonological awareness in an English language and continues with giving a clarification of
developmental dyslexia as “an impairment in the development of skilled reading and
spelling”. (Brunswick, 2012, p. 2)
In the Czech Republic the child psychologist Z. Matéjéek, who dedicated his whole life to
study the subject of an SpLD as well as to the psychology of pre-school and school children,
preferred the term ‘developmental dyslexia’ as it clearly refers to real causes of this specific
malfunction. (Matéjcek, 1995). He also highlighted the considerable simplification and
unification of the key concepts concerning an SpLD, albeit, when speaking of definitions, it is
far to the same point, as mentioned in the previous chapter.
Developmental dyslexia is a specific reading disability, conditioned by the deficiency in or
disorder of some primary abilities forming the complex ability to learn to read with the use
of the method given. This difficulties often appear at the beginning of the school education
and are characterized primarily by severe difficulty in the mastery of reading despite average
intelligence and adequate education (Mat&jcek, 1975 in Matéjcek, Vagnerova 2006). Most
definitions found in reference books and scientific magazines base their statements on
problems of English speaking learners which significantly differs to the Czech ones since the
phonological system of the English language appears to be difficult. Phonological awareness
of the English language represents the problem that Czech dyslexic learner most likely

identifies in the stage when the learned spelling of the English alphabet is applied on
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translating words. No matter the definition, if diagnosed, dyslexia is a hindrance that should

be overcome and not used as an excuse for failure.

1.2. Summary

There is a tremendous amount of erudite definitions, theses, and descriptions of dyslexia.
Some of them describe it simply as the reading disability, and some are covering wider fields
of learning difficulties. For example, the BDA’s definition mentioned above uses the term
dyslexia as equal to Specific Learning Difficulties. That is not the same in the Czech
Republic. According to Matéjcek, the term SpLD is broader than Dyslexia. Moreover, what is
not to be forgotten: dyslexia is always an individual case. It means that we cannot compare
two dyslexic learners because their difficulties will differ in many ways. (Matéjéek, 1995).
One more important thing should be mentioned considering terminology, definitions,
diagnoses and other issues. All of it exists for one and only purpose, and that is to help a
person with difficulties to achieve his or her learning aims. Each case differs in causation,
manifestation and the impact of dyslexia on their lives and each shall acquire an adequate
support.

Zelinkové uses similar explanation when she declares that the word dyslexia is used as a
general term for reading and writing disorders as such when there is no need to distinguish
precisely as in the case of diagnosis or re-education. Only for targeted aims, as re-education
is, specific learning difficulties are divided into particular disorders such as dysgraphia,
dysorthography, dyspraxia, dyscalculia and certainly dyslexia. However, a connotation of the
term dyslexia differs significantly in this case. It carries more precise meaning than just
reading and writing disorder mentioned previously. The term dyslexia in such a case denotes
the disorder that prevents the learner’s attempt to decode and work with the written language.
Due to vision impairment, weakened phonological awareness and other difficulties that could
occur, it affects not only reading and writing but understanding written texts. Subsequently, it
leads to disruption of the learning process that might result in the failure. (Zelinkova, 2009, p.
50-52)

It is the matter of professional help, to prevent such situation. The role of the teacher is not
negligible since it is often he or she who recognizes the first difficulties and provides the

prediagnoses.
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2. THE BRIEF HISTORY OF DYSLEXIA RESEARCH

Dyslexia likewise all other forms of Special Learning Difficulties have always been a kind of
mystery. For many years, physicians, neurologists, neuropathologists, psychiatrists,
psychologist, linguists, educators and other scientists try to identify exact causation of these
disorders. Especially manifestation of dyslexia attracted researchers from different branches
of science. Early research is not directly connected to dyslexia. However, they are worth
mentioning for teachers, since they might help to understand potential difficulties. (Zelinkova,
2005, p. 8)

The discovery of Broca’s and later Wernicke’s areas, both described as brain speech centres
could be, according to Matéjcek, taken as a beginning of the history of actual research in
dyslexia. (Mat&jcek, 1995, p. 11) Nevertheless, it was German physicist R. Berlin (1887) who
used the word “dyslexia” in such meaning as it has now. However, there is an earlier
description of dyslexia found in De Anima Brutorum (1672) a book written by Thomas
Willis, a classic early modern work of physiological psychology. (Critchey, 1996 in Ott P.,
1997, p. 5) Since then, more descriptions and the terminology have been used. As an example,
the term ‘word — blindness’ used by Adolf Kussmaul (1877), the German physician, could
also be mentioned. He used this phrase to describe the situation of the stroke patients, who
had lost the ability to distinguish and recognize written words although they had normal
eyesight.

Later, James Hinshelwood, an ophthalmologist and an assistant surgeon described a case
when a patient lost his visual memory for letters. Today, the condition described by
Hinshelwood would be called ‘acquired dyslexia'. (Matéjcek, 1995, p. 12) On the other hand,
we can place the foundation period of studying brain-behaviour relationships in children and
adults with learning difficulties in the USA to early 20s of the last century. Researchers in the
USA focused their efforts on language and reading disabilities and perceptual, perceptual-
motor, and attention disabilities. The name to be highlighted above all is Samuel Torrey
Orton. He was, undoubtedly, the most important person in setting the stage for the study of
reading disabilities in the United States. He supported the theory that dyslexia is based on the
malfunction brain laterality. His investigations brought a large number of explications and
solutions and his speculations about correlation in between the 1Q score and intellectual
ability in students with reading disabilities was radical.

Orton died in 1948, but the group of his associates formed the Orton Society (the American
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National Organization for Dyslexia) to continue in his work. It was later renamed to the Orton
Dyslexia Society. (Ott, 1997)

About the same time as in the USA, Antonin Heveroch, a Czech psychiatrist and neurologist
published, probably as the first continental author, the article about unilateral inability to
achieve reading skills by large memory abilities. (Matéjcek, 1995, p. 13) He described the
case of an eleven-years-old girl who was not able to reach the reading ability despite her good
memory and relatively good school results in Maths.

In 1952, the first child was diagnosed with dyslexia by Matéjcek. Moreover, since 1963 the
further research on dyslexia had been led by Otokar Kucera and Zdenék Maté¢jcek. The
research has continued thanks to experts as Véra Pokorna, Olga Zelinkova, Marie M.
Vagnerova, Anna Kucharskd, Drahomira Jucovi¢ova and many others. The history of
reeducation of learners with an SpLD has got a long tradition in the Czech Republic. Special
reeducational classes and special schools have been established since 1962 when the first
special class for dyslexic children was opened in cooperation with the Children’s Hospital in
Brno.

The problem of dyslexia has been studied and researched within three centuries and still, there
is no explicit and consistent resolution of its origin and process. However, there are a large
number of theories that might help to understand the issue, and if all of them are considered, a
significant piece of knowledge can be emphasized.

It is necessary and almost fundamental for the individual with any form of an SpLD to be
diagnosed as early as possible and furthermore, to be diagnosed accurately. It is known that
some symptoms of disorders such as delayed development of productive speech could be
detected during phases of the first language acquisition. (Zelinkova, 2009) However, it does

not have to prove the presence of dyslexia.
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3. DYSLEXIA AND THE LANGUAGE

Dyslexia is connected to a language. To be precise, dyslexia is more likely connected to its
written part since it is often affecting processes when the brain manipulates letters to create
words, words to create phrases, clauses, sentence and so on. To be able to interpret these
processes and understand the way how they influence the learning is crucial for the teacher
who works with dyslexic students. Theories of the language acquisition and learning, provide
the insight into the world of psychological, linguistics and educational processes that form the

attitudes, motivation and also attained outcomes of the learner.

3.1. Selected Theories of the Language Acquisition and Learning

The study of languages is the process that always brings new, enriching, and furthermore
characteristic information. Still, the available evidence seems to suggest that researchers in
the fields of psycholinguistics, sociolinguistics, neurology, developmental psychology and
others are rather ambiguous with their elucidations how precisely is the language acquired.
Many theories develop the subject with no straight answers given. Moreover, some
individuals do not correspond with expecting results in their achievements in the process of
the language acquisition.

By the time children are a year old, they have learned a great deal about the way adults use
sounds to express differences in meaning, but their ability to produce these sounds lags some
way behind. (Crystal, 2007, p. 85) What Crystal describes is the fact that receptive language
(the capability of understanding) usually develops faster than expressive language (the
capability to communicate). The question is, how an individual acquires all these skills. How
is it possible that some children can speak before they can walk? What is the input that must
be received by children to become language users? Are steps or stages to acquire mother
tongue the same for all children? Furthermore, one extra “what” question for psycholinguists
to answer: what must be learned by children so as to master the native language? Explanation
of previous questions helps to understand the development of the language skills and
furthermore might help to detect any anomaly in the process of language acquisition.
According to Piaget, a Swiss developmental psychologist and the author of The Psychology
of the Child, the language of the child occurs after the phase of babbling (common to children
of all cultures aged 6-11 months) and it is also preceded by the stage of distinguishing

phonemes by imitation (aged approximately 11-12 months). (Piaget, 1997, p. 78)
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Stern describes this very beginning of language as the stage of “one word — sentence”. (Stern
in Levelt, 2014, p. 313, Stern in Piaget, 1997, p. 78) The child surrounded with the sufficient
linguistic stimuli at this phase can evolve its language skills more efficiently than one without
the possibility.

An average child, born with the ability to learn a language is quite a competent language user
by the age of six. Language development and acquisition involves the process whereby
children or adults acquire the ability to perceive and produce words so as to increase their
communication skills. Language development and acquisition comprises the ability to learn
syntax, phonics, and increase one's vocabulary.

Two influential names connected to the previous issue should be mentioned here. The first is
an American psychologist, behaviourist and social philosopher Burrhus Frederic Skinner and
the second is Noam Chomsky. Skinner‘s behavioural theory declares that the language
acquisition is like any cognitive behaviour — it is learnt by reinforcement and shaping. In other
words, trying and failing in using correct language is the way the child tries until succeeds. By
contrast, there is a theory of Noam Chomsky, an American theoretical linguist who, patterned
on the nativist theory, claims that the ability of the language acquisition is inborn; therefore
taking a biological approach-stand (namely his Transformational Generative Grammar or
Universal Grammar). The child will automatically acquire language by being exposed to it.
There is no need for operant conditioning. (Ortega, 2006) He also argued that there does not
exist the way of obtaining a language from only the ‘primary linguistic data’ that the child
receives from its teachers and environment. He prescribes that we be born predisposed to
acquire our mother tongue fluently, and since this predisposition is encased in our biological
make-up, it is innate to all humans. (Hayes, 2005, p. 114-115)

Skinner and Chomsky represent different opinions, and their theories contradict each other by
Skinner suggesting that the behaviour of language is learned like any other cognitive
behaviour — and Chomsky holding a stand of the language being innate.

On the other hand, even though Chomsky's and Piaget's approaches to language acquisition
are relatively similar in some points concentrating on child‘s internal factors, they are quite
different concerning the nature of these factors. Chomsky takes an approach considering
nativist theory (Ingram, 1989, p. 25) while Piaget takes an empiricist one.

These are the theories of acquiring the mother tongue and, to some extent, it is possible to use
them when trying to understand the process of learning the second and foreign language.

Some particular conclusions could be drawn from it. The first is that the difficulties for the
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dyslexic learner do not lay in the native language acquisition and the second, that they will
most likely become evident at the time when written language and skills of reading start to be
involved in the teaching-learning process. In simple terms, problems arise when literacy takes
a place. Furthermore, when the process of the foreign language learning becomes actual,
dyslexic learner finds himself in a strange situation caused by the deficiency in natural stimuli
due to the non-native speaking environment.

The work of Lev Vygotsky, a Soviet psychologist and innovator in the fields of the
interdisciplinary relation between psychology, pedagogy and linguistics, covers the theory of
the language acquisition that involves not only exposure to language but also a reciprocal
process of growth between thought and language. He argued that when the child reaches
about two years “the separate areas of pre-linguistic thought and pre-intellectual language join
together”. (Hayes, 2005, p. 104) He distinguishes two different function of the language from
this time on, the internal and external — social functions.

Vygotsky's influential theory is known as the "Zone of the Proximal Development” (ZPD). It
contributes to better understanding the teaching-learning process as it asserts that teachers
should consider a sensitive period of the child development in particular before trying to
expand the child's grasp of the language. The tasks that are given should meet the
requirements of the approaching developmental phase of the child (i.e. the task must be more
demanding than the one that has already been managed) and the child cannot be left with
difficult assignments without sufficient assistance. (Prucha, Walterova, Mares, 1995, p. 285,
286)

As Harmer points out, the Zone of Proximal Development as a key element of successful
scaffolding is similar to another interesting hypothesis. It is called Input Hypothesis, and it
was put forward by the American linguist Stephen Krashen. (Harmer, 2012, p. 59, 50) His
theory distinguishes between subconscious (acquired) and conscious (learnt) language. The
question of spontaneity is brought up here as well. Krashen regards the success in the
language acquisition by students of non-native language as bound to comprehensible input i +
1. (Harmer, 2012, p. 59) The connection with Vygotsky’s ZPD is evident. Vygotsky's
constructivist language theory exists in opposition to Jean Piaget's theory of cognitive
development. Vygotsky stresses the social nature of language learning, emphasizing the
environment within which a child is raised and criticizes Piaget for examining thoughts

entirely isolated from the reality. (Vygotsky, 2004, p. 49)
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Continuity with the work of Vygotsky and Krashen could be found in the conceptual
framework of so-called “the Learning Perspective”. According to Shaffer, ‘The Learning
Perspective’ claims that children imitate what they see and hear and that they learn from
punishment and reinforcement. (Shaffer, Wood and Willoughby, 2002)

As cited in the same book, the main theorist associated with the Learning Perspective is the
already mentioned psychologist B. F. Skinner, who argued that adults shape the speech of
children by reinforcing the babbling of infants that sound most like words. (Skinner, 1967 in
Shaffer, 2002)

The progress of the language acquisition was and still is one of the unique and sometimes
ambiguous processes in the human’s life. It certainly plays the one of the main roles in the
mental development of the personality. Apparently this could be the reason it is in the focus

of many scientific branches for such a long time.

3.2. Some Factors Influencing the Language Learning Process

Although language acquisition normally refers to a first language, it can involve the second or
additional languages depending on the learner. There is apparently a difference between the
terms ‘learning’ and ‘acquisition’. Whereas learning is a short-term process that results in
‘knowing about’ the language, the acquisition is a long-term, subconscious process which
results in the knowledge of a language. (Harmer, 2001, p. 33)

The idea, that the primary language acquisition is related to aging, and there is an ideal period
in the lifetime which ends at about the age of puberty and after it is no longer possible to do
so, refers to the ‘Critical Period Hypothesis’. This hypothesis has also been applied to the
second language acquisition thus; its application could be connected to the foreign language
learning to some extension.

Why is it important in context with dyslexia? It acknowledges that if a person does not learn
the first language in an adequate level until the age of puberty then, hypothetically presumed,
it is impossible to achieve any acceptable level. It presumably doubles for a dyslexic learner.
That is why the individual with dyslexia or any other disorders (differences) needs support
much more than the average.

Not only cognitive abilities but also affective factors play a significant role in second
language acquisition where language learning anxiety and self-confidence are generally listed
within affective factors that might potentially influence language learning outcomes.
(Kormos, Smith, 2012, p. 64)
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Many other factors, internal and external, may affect the language learning process. Internal
factors such as motivation (intrinsic), language aptitude, personality, learning strategies,
cognitive styles, age or strength of the first language might influence the way and rate of
learning a foreign language. External factors, characterising the langue learning situation such
as curriculum, instruction, and extrinsic motivation, the opportunity to interact with a native
speaker or sociocultural context could also significantly influence the pattern of learning.
(Groark, 2011, p. 175)

“Being labelled” is the state common to most dyslexic learners and it also means that their
status within the social hierarchy of the classroom is not on the same level as the status others.
Often it is lowered apparently together with self-esteem. (Kormos, Smith, 2012, p. 116) This
particular situation might subsequently result in a deterioration of study results since lower
self-esteem makes a direct patent impact on both the intrinsic and extrinsic motivation and the
learning patterns. One of the key elements is to create the environment where the dyslexic
student (and not only) feels free to use the language even with spelling mistakes and bad
pronunciation. It enables the learner to become the real user. Among the infinite number of
literature concerning teaching methods it is not necessary to search further than to our
eminent pedagogue, philosopher and theologian Jan Amos Komensky whose teaching
principles, formulated in the general theory of education, still applies with minimal
modification. (J. A. Komensky, M. W.Keatinge, 1967, p. 264-278)

Early research into the learning a foreign language suggested, that since dyslexic children
normally manage to cope with spoken and audible aspects of their own language, there is no
reason they would not cope with a foreign language. However, the environment in which
dyslexic pupils learn their mother tongue is indisputable different from the classroom
environment which most of them experience in the situation of the teaching and learning

process.
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4. LEARNING A FOREIGN LANGUAGE — THE CHALLENGE FOR A
DYSLEXIC LEARNER

Regardless curriculum, the present situation requires, at least, the basic knowledge of the
foreign language. The position of the learner has changed in years, and new methods,
strategies, techniques, processes and aids are provided to help with the task of learning. Still,
the most difficult part is on the learner himself, and the dyslexic learner is facing larger
problems according to the fact that most of the curriculum call for the reading and writing

skills at the advanced level.

4.1. Does a Dyslexic Learner Really Need to Learn the Foreign Language?

It is dyslexic tendencies, among the different types of an SpLD, which cause the most severe
problems in language learning owing to the association with reduced phonological short-term
memory capacity, slow and inaccurate word-recognition skills and difficulties with phoneme
awareness. These are essential abilities in the successful acquisition of another language
whatever the environment in which the language is learnt. (Kormos, Smith, 2012, Zelinkova,
2005) The gift of mastering the language provides the possibility to learn things and
understand the world. The benefits of learning a foreign language are relatively clear. Besides
the communicative skills that enable the learner to take advantages of an extended range of
employment in adulthood or the possibility of studying abroad, it offers benefits of achieving
a closer understanding of other cultures.

Attitude, motivation, learning style, self-esteem, and determination are crucial for the learning
process. The dyslexic learner needs more than that. Dyslexia could cause a broader range of
difficulties than the problems with reading and writing represent. Unfortunately, learners with
dyslexia are often perceived in the mostly negative connotation. In a simple explanation, the
word “dyslexic” in frequent use, means “not smart.” The simplicity of this “diagnose” arises
out of the common opinion that one who cannot read cannot achieve sufficient knowledge.
The most apparent difficulty for the dyslexic learner is in learning to read. However, when
speaking about dyslexia we consider not only reading difficulties but problems with the
spoken language generally, which means spelling, writing and also phonological awareness.
(Kormos, Smith, 2012, p. 65-77)

Because a wide variety of alternative cognitive skills form the basis of the language, learners
with dyslexia can often compensate for deficits in one area by emphasizing their skills in

another. Many educators, psychologists, speech therapists and others are involved in the
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process of trying to facilitate dyslexic students in their common foreign language classes.
Nevertheless, the task is not the easy one as claims Margaret Crombie, Scottish educational
consultant specialising in dyslexia. Crombie states that:

,.If we are to promote the idea of foreign language learning for all, we must
question if it is really possible to give all our young people access to this area of
the curriculum and if we can make the experience a worthwhile one which results
in effective learning. If we can answer “YES™ to this question, then the next
question will inevitably be “HOW”? “ (Crombie, 1999)

Crombies’ statement could functions as a summary of this short part as well as an appeal for
everyone who works with a dyslexic child in the field of educational reality.

4.2. The Impact of the Dyslexia on the Foreign Language Learning

It is supposed by many teachers and educators that dyslexic learners have difficulties only in
acquiring spelling and reading, however, some research shows that in foreign language
contexts students with severe symptoms of dyslexia seriously lag behind their non-dyslexic
peers in almost every component of language proficiency. (Kormos, Smith, 2012, p. 67)
Acquiring any languages requires abilities and skills that even people without dyslexia could
find difficult to master. According to results of many researchers in the field, each dyslexic

learner is disabled to some extent in following parts of the mother tongue:

* Phonology

* Morphology
»  Grammar

* Syntax

* Semantics

The more disabled the mother tongue is, the higher probability that the problem in foreign
language arises. For the dyslexic learners, the similarity and distinction between the Czech
and English are difficult to realize, despite sufficient intellectual abilities. (Zelinkova, 2005, p.
26)

Also, there are problems with working memory and short-term memory, time processing,
phonological impairment, lower self-esteem, visual-perceptual deficit and suchlike. English is
an alphabetical language with non-transparent orthography, which means that different ways
of spelling stand for the same sound, and a letter can be pronounced in different sounds. For a
dyslexic learner with difficulties stated previously it represents the problem. Deficient in

phonological awareness plays the significant role for students, who have to separate visually
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perceived word forms into letters, transform it into sounds and combine them to form the
phonological form of the word. The next task is to accomplish high levels of automaticity. In
her influential theory of learning to read Frith claims that:

,,As children with dyslexia experience difficulties in phonological processing, it is
this stage of learning to read that is the most challenging for them. They need
more exposure to explicit explanation, as well as more practise, to be able to
successfully move on to the next stage of reading.* (Frith in Kormos, Smith 2012)

Frith’s theory is explaining the impact of dyslexia on learners’ reading skills in their mother
tongue, however, in the foreign language the problems increase. Especially the deep
(irregular) languages such as English, of which the spelling has been euphemistically
described as ‘the world’s most awesome mess’ (Brunswick, 2009, p. 85) might challenge the
effort of a dyslexic learner to read. Dyslexic students frequently experience failures in
language learning, and hence their motivation to learn foreign languages is at a risk of losing
which leads, as mentioned above in the previous chapter, to develop symptoms of foreign
language anxiety, low self-esteem and self-confidence. (Crombie, 2000, Kormos, Smith,
2012)

Altogether it leads to the conclusion that a dyslexic student faces an almost insuperable
barrier to achieving the goals of language education. Here are selected information
summarising some of the main points accompanying dyslexia. The following excerpt
illustrates the possible reasons for failure in expected attainments of dyslexic learners. It has
been chosen and used in full length in a practical reason. Firstly, it shows in a complete way,
of how many items must be the teacher aware considering the learner with dyslexia.
Secondaly, it enables to understand the complexity of the given issue which could be
simplyfied by paraphrasing.

= Phonological short-term memory, phonemic awareness and verbal reasoning skills are
key cognitive abilities for the successful acquisition of both L1 literacy skills and L2
competence. These abilities, however, often function differently in the case of students
with an SpLD.

= Attention to linguistic input and for monitoring output is very important in L2
learning. Students with an SpLD often have problems with sustained attention, which
might hinder the noticing of new linguistic information in the input.

= Dyslexic tendencies cause the most serious problems in language learning because
many dyslexic students have phonological processing difficulties.

= Students with an SpLD have different ability profiles, and hence have varying degrees
of difficulties in language learning.

= Languages with transparent orthography might be easier to learn for students with an
SpLD, but in the selection of foreign language motivational factors also need to be
considered.
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= The memorization of words is difficult for learners with an SpLD, and they need
repeated encounters with words and conscious effort to successfully encode them in
memory. Students with an SpLD frequently mix up similar sounding words and words
with similar meaning.

= Learners with an SpLD find it difficult to understand grammatical concepts. Due to
their problems in serial processing, these students tend to have difficulties in learning
and applying word-order rules. For learners with an SpLD it is not only challenging to
understand the rules of grammar but also to apply this knowledge in communicative
situations.

= The reading speed of learners with an SpLD tends to be slow and they frequently
experience word recognition problems in L2. Lack of automaticity in low level
reading processes, insufficient vocabulary and grammatical knowledge also hinder
text comprehension.

= Learners with an SpLD find it demanding to produce longer written texts in L2
because of their spelling problems and lack of sufficient L2 vocabulary. Due to their
difficulties with serial processing, they have problems in ordering their ideas and
applying word order rules.

= Learners with an SpLD whose auditory processing skills are not affected seem to have
fewer problems in speaking and listening in L2. Students with speech perception
problems, however, find it challenging to understand longer spoken texts and speak in
an L2.

(Kormos, Smith, p. 80)

The difficulties seem to predominate the pleasure. Hence, small achievements should be
awarded. Moreover, learners need to get all support and encouragement possible. It has been
taken as granted that the self-evaluation of learners with dyslexia is influenced by many
factors. (Matgjcek, Vagnerova, 2006, p. 56-109)

Czech research carried out on students of lower and upper special secondary school’s learners
diagnosed with an SpLD account for low self-esteem, negative evaluation of their
achievement and underestimating of their abilities. (Maté&jcek, Vagnerova, 2006, p. 110-116)
Indeed, it is evident that the support and understanding, provided to these students, is not just
an act of sympathy, on the contrary, it plays the crucial role in their right development and
progress.

To summarise the topic, considering the common English classes, the dyslexic learner is
disadvantaged in almost all spheres considering the communicative competencies

achievement in English.

4.3. Home Climate — the Role of the Family
The learner with dyslexia falls into the category of learners with SEN, thus, when diagnosed,

the necessary measures are taken including the creation of the suitable Individual Learning
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Plan (ILP). Brunswick explains in a plain way that ILP is framed as a tool determining the
actions to be agreed and taken by the school, the pupil, and the parents. (Brunswick, 2012, p.
150)

The ILP for the learner with dyslexia must include the cooperation with the parents since the
burden of responsibility for their children remain on them to a large extent. The core of
preparation is mentioned to be done at home, therefore developing the new ILP should have
been done with the cooperating help from parents. It is necessary to establish the rules how to
carry out the school’s preparation, activities done out of school and the leisure time of the
learner. (Zelinkova, 2006, p. 61) Similarly states Gavin Reid, an educational psychologist,
experienced teacher, university lecturer, author and researcher but primarily the parent of the
child with SEN, in the preface of his book ‘Dyslexia: A Complete Guide for Parents .

,Parents have a key role in supporting children with dyslexia. This role can be

more influential than that played by the school. Although the school has a major

responsibility for meeting the needs of children with dyslexia, the emotional

strength needed to cope with dyslexia and the motivation to succeed can often

come from home.* (Reid, 2004)
In the same text, Reid mentions the parent’s role in helping to foster and maintain
constructive communication with the school. When referring to the introduction of this
papers, it is possible to say that the idea of cooperation among all participants is supported by

Reid’s statement.

There is nothing to be solved if the school results of the child come up to parents’
expectations. However, sometimes might happen that parents are disappointed by the school
outcomes. The child might start to struggle, and a succession of failures brings up the doubts.
Dyslexia is specific in its effect that slowly appears at the beginning of the school attendance
since, predominantly, it mainly affect the reading/writing skills. Labouring under the
misapprehension that the child is lazy or so-called “slow learner”, parents (and the teacher)
experience the frustration of not being able to help while the immature child, still without
critical thinking thus easily influenced by others’ opinions, might go through the feelings of
disaster and insufficiency. Sometimes the use of punishment, whether the house arrest is
placed or the laptop confiscated, comes up as a solution. The early identification of the
genuine core of the problem changes the situation completely.

Parents who find out their child has dyslexia naturally seek for advice and further information
to confirm or disprove their suspicions. The Internet is granted by many as a ‘fount of

wisdom’; nevertheless, not all information could be understood for the simple reason that it is
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too academic or, as dyslexia differs from case to case, it does not fit. However, personal
consultation with a specialist in the field gives a better view of the issue providing the
possibility to ask questions that emerge. Not only the teacher but the Pedagogical and
Psychological Counselling Centres and others offer this particular help to support parents in
their new role.

The close cooperation of parents and school requires the backup of the home-done activities
such as revision or homework. As Jucovic¢ova advises, the first step in this process should be
to train parents and children in the skills of organizing things. They should set down the
unchanging rules and fixed time for each particular activity and be strict in fulfilment of these
principles. It helps children (just as their parents) to keep working continuously. (Jucovicova,
2007, p. 35) Parents should also be aware of the advantage of the shorter intervals used in the
learning process of dyslexic students although the short period is not the only essential
element, since changing activities, the place, the movement, aids used, and others are
certainly influential as well.

It is not necessary to look far away for the help, as the first educational (didactic) principles
by Komensky provide sufficient explanation how to proceed in such cases. Especially the
principles of visualization and the demonstrativeness. His philosophical axiom stating that we
should ‘teach everything in-depth to everyone’ (Didactica Magna, X1, 49, internet source)
supports the idea of the equal education for everyone as it is taken in the current European
society. Furthermore, his statement that everything should flow on its impulse and violence
shall be afar (far away) from the things points out the relevance of enjoyable and inspiring
learning environment. Komensky was also an advocate of the teaching methods involving the
active participation of the learner since he prioritized doing and demonstration over the verbal
instruction. All these principles are matching the multi-sensory teaching approach as one of
the optimal methods how to teach the dyslexic learner. Together with family support, these
methods encourage “the desire to know and to learn”. (Komensky, Keatinge, 1967, p. 282)
According to outcomes of research, the home climate and the parents’ attitude have a huge
influence on learners’ achievements. Whether supporting of self-confidence or increasing
self-esteem, the parents’ role is important. However, they must be sufficiently familiarised
with possible difficulties accompanying dyslexia and the impact on the learning of their
children. Parents and children alike need to understand, the sooner, the better, to be able to

process it and find out the solution how to overcome dyslexia.
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4.4. Early diagnoses
It is possible to agree that the education and literacy are based on ability to read and write.
Reading and writing skills are crucial, even though the modern methods used in education
offer more styles and strategies and the access to new technologies changes the approach to
learning.
Keith E. Stanovich, the Canadian psychologist whose research area is, among others, the
language disorders, wrote an article on the Matthew effect. It is fairly appropriate to mention
it, as it has been cited ever since by experts in an SpLD thanks to its apt description of the
situation of the people who struggle in reading. The name of it was derived from a passage in
the New Testament:

“For unto every one that hath shall be given, and he shall have abundance: but

from him that hath not shall be taken away even that which he hath.” (Matthew

25:29, King James Version)
Using this statement Stanovich describes a phenomenon of acquiring the reading skills. He
declares that early success in acquiring reading skills positively affects later successes in
reading while failing to learn reading in early years may indicate a lifelong challenge to
acquire a new knowledge and other skills. (Stanovich, 2000, p. 153-157, Nijakowska, 2010, p.
67) The reason is obvious since children facing reading difficulties read less, and the gap
between them and their peers increases as they grow.
For the learner with any form of an SpLD, it is hard to achieve the same results as the normal
population. Not without an adequate and competent help. However, there are plenty of ways
how to overcome dyslexia if this malfunction of the brain is recognized and diagnosed early.
According to some researchers, it is possible to identify areas of weakness and difficulty
approximately from the age of three to four years. At this age, it can indicate children who,
when beginning reading, will experience problems. To be more precise about age is difficult
since the development of each child differs and the person who diagnoses must pay attention
to the "unexpected failure” in an otherwise normal child. (Ott, 1997, p. 18)
Zelinkova declares the first grade of primary education as a key period of child’s individual
development and its will to achieve knowledge. (Zelinkova, 2003, 2009, p. 58) Identifying the
learning difficulties at this stage is crucial. It can prevent later fatal problems with learning
and helps the learner’s attitudes. Similarly Sigutova, in her contribution Vyuka cizich jazyki u
deti s dyslexii, states that the early diagnoses appear as “the basis for the effective intervention

into the learning processes of the foreign language learner.” She also points out the need for
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teachers’ sufficient information about the typical manifestation of dyslexia to be qualified for
being a diagnostician. (Sigutové, 2004, p. 169, my translation)

Early identification of dyslexia plays an important role. (Crombie in Reid, 2004, p. 203-215)
The teacher could easily suppose that the student is lazy or a slow reader. By the time of
specialist remediation, the child could often have lost motivation and even become disruptive
or difficult. If pedagogical diagnosis functions sufficiently, some of the precursors of dyslexia

could be estimated in pre-school children before beginning to learn to read.
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5. INTEGRATING A DYSLEXIC LEARNER — THE CHALLENGE FOR
TEACHERS

5.1. Integrate — What Does it Mean?

The easiest way how to find the explanation of unknown words is to look them up in the
monolingual dictionary. The Oxford Advanced Learner’s Dictionary offers this interpretation:
“Integrate” means “to combine two or more things so that they work together or to combine
with something else in this way.”

As a matter of fact, the core of the integration is not just fusion or adaptation of those with
any kind of difficulties. The life together, the cooperation of the heterogeneous group of
individuals, coexistence, built up on respect, and mutual understanding should be the goal of
the integration. Stein declares that integration of the dyslexic learner is not only sympathetic
acceptability but searching of the new ways to point out that pupils with SEN are capable of
good results. (Stein, 2001 in Zelinkova, 2009, p. 14, my translation)

Dyslexic students are already integrated into common classes, yet, the way of integrating may
differ. Since the early 1990s, the processes of integrating learners with an SpLD into the
common classes instead of segregating them in the special schools have taken a place. There
are many alternatives for integrating and many reasons why to design an ILP. All of this is up
to a teacher as he or she must be able to put it into practice. It requires to focus teacher’s
attention on possible interventions in forms, methods, and organization of teaching,
assessment and appropriate aid used. Also, expert knowledge in pedagogical diagnosis is
required as well.

Teachers, who are not sure about the quality or sufficiency of their intervention, can find
support in the Pedagogical-Psychological Counselling Centre (PPCC), where experts in given
problem should provide an adequate backup. Further, the on-line backup is provided by the
portal administrated by the National Institute of Education (NUV).

In part A, the Framework Education Programme for Basic Education (FEP BE with
amendments as at 1. 9. 2013) states the principles of FEP BE and consequential tendencies in
education. Among others, it states that FEP BE promotes the comprehensive approach to a
realization of the content of education including its possible appropriate interconnection. The
Framework also presumes the option of choosing different methods, techniques, and forms of
education as well as utilization of all supporting means in accordance with individual needs of
learners. It enables the modification of the educational content to meet special educational

needs of individual learners.
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It is possible to admit that educational trends defined further in FEP BE present how to
provide the integration, since, except one point, the content corresponds the principles. For a
better specification, FEP BE states that educational tendencies:
= Take into consideration learners’ needs and abilities when attaining the basic
education objectives.
= Apply variable organization and individualization of the educational process
considering potential and needs of learners; use of internal differentiation of teaching.
= Establish a positive working, emotional, and social atmosphere based on efficient
motivation, cooperation and on stimulating methods of education.
= Enforce changes in the assessment of the learners toward regular appraisals, individual
assessment of learners’ achievements and a wider use of verbal assessment.
= Aslong as possible maintain naturally heterogeneous groups of pupils and weaken the
reasons for separating learners in specialized classes and schools.
= Put emphasis on effective cooperation with parents. (FEP BE with amendments as at

1. 9. 2013, internet source, my translation)

The third point is not relevant concerning the dyslexic learner, therefore, is not mentioned
here. The second point is mentioning differentiation. It is a demanding task for teacher since

every individual learner needs a different approach. (Kormos, Smith, 2012, p. 114)

5.2. The Role of the Teacher’s Attitudes

The role of the teacher varies in many ways during the time of teaching-learning process. It
naturally changes according to the particular stage of the teaching-learning process, age and
maturity of the learner, personal attitudes of both — the learner and the teacher. To a large
extent the home background plays the significant role here too, and as a final point, elements
that should be mentioned here are school environment and subjects matter.

When teaching the foreign language to dyslexic students, some aspect must be ensured ahead.
For instance overloading the learner with an unbearable burden that could result in subsequent
failure, demotivation and subsequent behaviour problems. To include a dyslexic learner to the
class of English is much more about the careful preparation of the lesson plan than his or her
exposure to a foreign language by being present. It includes the process of making the learner

involved and accepted. The teacher should find the way how to provide the rewarding
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learning experience in the level that can be achieved. (Lojova, VIckova, 2011, 93-104, 175-
191)

Four basic linguistic skills are necessary to acquire the language competence: oral
comprehension, oral production, written comprehension and written production. Furthermore,
the interaction, according to the Common European Framework of References (CEFR 2001,
P. 14), becomes an additional, fundamental language skill that should have been developed.
As it has been already mentioned, dyslexia affects the way of acquiring these skills to a
considerable extent.

A teacher who struggles with teaching methods to a learner with dyslexia might experience
the feeling of insufficiency. According to Davis, it seems inadequate since “if you are literate
and sincerely want to help someone overcome reading, writing and study problems” you are
qualified to do so. (Davis, 2013, p. 136)

5.3. Selected Samples of Teaching Techniques and Methods

As several types of research show, and as it was pointed out in one of the previous chapters, it
IS not easy for the teacher to find the differences between pupils with learning disabilities and
those with learning difficulties (sometimes called “slow learners”). However, the teachers
have many possibilities how to support dyslexic learner by changing teaching techniques and
methods.

The most commonly used approach that brings benefits is multi-sensory techniques.
(Nijakowska, 2010, p. 122-127, Kormos, Smith, 2012, p. 126-141) These techniques focus on
teaching students through all sensory channels (auditory, visual and tactile/kinaesthetic),
which helps to support their weaker channels by using their stronger ones. This method is
sensible for teaching reading, spelling, pronunciation and other skills. Besides, the
multisensory technique enables young learners to memorise consciously and retrieve
information.

Ott (1997) announced that every practising teacher who has tried to teach reading to a
dyslexic pupil has a favourite theory about how to do so. Nevertheless, multi-sensory teaching
partially includes them all. Some practical examples of multi-sensory teaching techniques are
simultaneous oral spelling, tracing sandpaper numbers/letters, finger writing on someone’s
back or in the sand and variety of others.

In some features, there is a similarity between multisensory approaches and the language

teaching method created by James Asher. It is called Total Physical Response (TRP), and the
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basis of his observation was the process of the children’s language development and
acquisition. This method uses the natural way of acquiring the language through the responses
to given commands. Harmer adds that in TPR students are not forced to give instructions
themselves until they are ready. (Harmer, 2012, p. 68) This approach meets the requirements
of teaching the dyslexic student. One of the TPR instructors, who is also licenced as Davis
Dyslexia Correction® provider, clarifies the goal of the process like this: “When we use TPR
strategies to teach, our goal is truly to be able to understand, speak, read and write the
language, not "about" the language®. (Laura Zink de Diaz, 2005)

Total Physical Response is a method primarily intended for learning English as the second
language, however, for its potential it is also possible to adopt it for teaching English as a
foreign language to learners with dyslexia. It relies on the assumption that when learning a
second or additional language, that language is internalised through a process of code
breaking similar to first language development. Students attending TPR courses respond to
commands that require physical movement which implies that more kinaesthetic learners will
be satisfied. (Harmer, 2012, p. 68-69)

The pace of Step-by-Step Programme, another beneficial method, depends on many
circumstances. For example the age of learners, the degree of disability or the time available,
it can all affect the rate at which it is taught. (Broomfield, Combley, 1997, p. 121.) The
programme takes the teacher and the learner step-by-step through a series of sound-letter
links. It is practical, and if followed and carefully adapted to individual needs, the learner
should be able to build automatic links for recognition and recall as necessary for achieving
language skills.

According to many Internet sources, the essential condition for effective teaching
methodologies are the multisensory structured principles and content-based language
programmes promoted by International Dyslexia Association. (IDA, 2016) This association
also provides support in promoting different effective teaching approaches and related clinical
intervention strategies for children. It corresponds with the belief of the overwhelming
majority of experts in dyslexia.

Mentioned above, Czech educational portal rvp.cz suggests more approaches to be
recommended together with methods of acquiring each single skills. Apart from the TRP and
the multisensory approach, it is good to mention following six principles with the concise

explanation:
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= communicative approach — the main aim of the language teaching-learning process is
to achieve the communicative competencies,

= sequential approach

= structured approach

= repetition, stereotyping, and re-learning

= respecting the individuality of the child

= practice of metacognitive strategies.
The metacognitive approach, in particular, should be taken into consideration, and integrated
into teaching not only the dyslexic learner but also other language learners. Metacognitive
strategies help the student to understand the way, how he or she learn, in other words, to be
aware of their particular learning styles. (Lojova, VI¢kova, 2011, p. 99, Kormos, Smith, 2012,
p. 120-123)
Also, diversification of education is required, as the differences between learners and their
learning styles are logically increasing with dyslexia. Diversification enables the teacher to
satisfy each student’s specific needs which help to improve their communicative skills
especially when the foreign language is learned. (Lojova, VI¢kova, 2011, p. 98)
The ability to recognize the learning style of the student is very useful, particularly when
working with the dyslexic learners since it determines the direction where to take aim. “The
teacher is not responsible for the disposition and competence with which students come to his
class, however, he is responsible for the extent to which he can create conditions so that they
can learn the language in a way that maximally suits their learning style”. (Lojova, VI¢kova,
2011, p. 94)
Lastly, a very useful instructional technique, inspired by Vygotsky’s work, should be
mentioned. It is called “scaffolding”, and it provides assisted performance or instruction. In
connection with education, the term was first used by Wood, Bruner and Ross and stated that
it is the “process that enables a child or novice to solve a problem, carry out a task or achieve
a goal which would be beyond his unassisted efforts”. (Wood, Bruner and Ross in Block,
Parris 2008, p. 161) Scaffolding may also include assistance with planning, organising, doing
and/or reflecting on the given task. (Seelan, 2012) Such assistance is best made available
promptly matched to the learning needs and interests of the learner which could render
students with dyslexia very helpful tool.
The reason for introducing this tiny selection of the useful techniques was simply to show that

the possibilities to implement new methods into the possibly invariable procedures of
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classroom instructions exist. It is up to each teacher alone to find the most suitable way. The

Internet may functions here as a plentiful source of helpful tools including whole lesson plans.
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6. THE ROLE OF PEDAGOGICAL AND PSYCHOLOGICAL
COUNSELLING CENTRES

The role of Pedagogical and Psychological Counselling Centres (PPCC) is to help with the
diagnosis of any potential learning or behavioural problems in the educational process.
However, before the learner visits the Centre, the teacher or parents have to detect the
anomaly in learning whether it is the outcome or behaviour. Sometimes it is hard to determine
the causes of problems and make a decision to find professional help.

Together with Special Pedagogical Centres (SPC) and Centres of Educational Care (CEC), the
PPCC functions as a part of the net of school facilities that provide help and support to
children with special educational needs, behavioural problems, and disadvantaged children in

general.

The child’s assessment can only be accomplished with parent’s permission thus it is parents
who submit an application that fulfil the requirements of PPCC. For instance, the pedagogical
documentation or teacher’s explanation of persisting problems and the present methods of
solving them, if possible. The process of special educational needs assessment is stated by
European Agency for Special Needs and Inclusive Education as this:

,,Pupil’s special educational needs assessment are based on a holistic approach.
Professionals — special pedagogues and/or psychologists — carry out the procedure
in schools, Educational Psychological Counselling Centres and/or Special
Education Centres, Class teachers, parents, pupils themselves, physicians or other
people who come into contact with the pupil are the ones to recommend that
assessment be carried out.*“ (European Agency, 2013)
The need for the close cooperation is evident, however, parental approval is essential here.
Furthermore, according to the Education Act, it is the same procedure in case the pupil is
identified as the one with SEN. The recommendation for being integrated into a special
school, class, or unit or being educated in mainstream education according to ILP, must be
approved by parents first before carried out.
Also, the PPCC and SPC offers the professional help not only in diagnosing but methodical
assistance for teachers, parents and pupils. (Zelinkova, 2001, p. 172-174, Kapralek, Bélecky,

2004, p. 25-29)
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7. INDIVIDUAL LEARNING PLAN — A CURRICULUM DOCUMENT
Within the Czech educational system, the ILP hold an important role, particularly when
integrating the learner with SEN. Albeit there has never been a unified form of developing the
ILP, with new changes in the Framework Education Programme for Basic Education valid for
the next school year 2016/2017 it will take a change. The new Decree No 27/2016 Coll.
includes the new form of an ILP as well as explanatory notes on supporting measures
concerning learners with SEN. In connection with the new legislative changes, the role of a
current ILP may change in future. All documents needed coul be find on the official webside
of The Ministry of Education, Youth and Sports. (MEYS, 2016)

7.1. The Current Legislative Framework and Policy
The legislation in the Czech Republic enables nowadays schools to integrate learners with
SpLD to normal classes. It is established in the Education Act No 561/2004 with amendments
Decree No. 73/2005 Coll., Decree N0.147/2011 Coll. and §16 in particular determine general
conditions, the function of the counselling and supporting system as well as a system of long-
term planning. According to the Education Act, all children should have had equal access to
education. (Education Act, section 2, paragraph 1). When integrated (or included), they
should have been taught according to an Individual Learning Plan (ILP).
It is mentioned in the Framework Education Programme for Basic Education (henceforth FEP
BE with amendments as at 1. 9. 2013) part D, that for all organised forms of education, pupils
must be provided with the conditions for their successful education and for satisfying their
special educational needs (FEP BE, p. 122-123). Further information states that because of the
pupils’ health disabilities and physical disadvantages, their education must include a
combination of special education and alternative methods along with modified methods used
when teaching the general population. These methods are applied in particular for the
development of cognitive abilities and orientation skills and improvement in learners’ social
communication and certain other skills. As stated in FEP BE:

,,Basic education of pupils with health disabilities and physical disadvantages

requires the professional preparation of the teaching staff, a stimulating and

accommodating school environment which — with the contribution of all

supportive measures — enables the development of the learners’ inner potential,

promotes lifelong learning and a corresponding level of career success, and thus

facilitates their social integration.« (FEP BE, p. 122)
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The early recognition and diagnoses of the child with an SpLD are crucial here and an ILP
functions as a further supportive tool within the teaching-learning process of a learner with
SEN. Essential requirements needed for developing an ILP are stated in the Decree
No0.73/2005 Coll. that considers the education of children, pupils and students with SEN and
those, exceptionally talented. Particularly §6 with nine items specifies how and in which cases
to develop an ILP.

Based on the current legislation framework, an ILP must contain following data:
= Provision of the individual, special-educational or psychological care (information
about the content, scope, progress and form of providing care)
= Educational aims of the individual learner (the time and content schedule of
curriculum, chosen methods and techniques, evaluation criteria and methods of the
assessment, the way of assigning and fulfilling tasks)
= States the need of an additional pedagogical help — the assistant or the teacher, who
participates on the individual work with the pupil including the extent of this
participation
= List of all teaching aids and tools needed (including the list of special schoolbooks and
didactic material for education)
= The name of the responsible co-operator from the PPCC guaranteeing the special
educational help
= The proposal of an increase in finances (if needed)
= Anintegral part of an ILP is the PPCC report, alternatively psychological examination
results
However, to refer to information mentioned above, decree No.73/2005 Coll. will expire on
August 30" 2016 and the new decree (Decree No 27/2016 Coll.) involves the blanket form of
an ILP. (See Appendices)
The ILP is developed by teachers of subjects affected by the specific disorder together with
the teacher providing re-education. As declared in the Decree No0.73/2005 Coll., the
headmaster is responsible for the implementing and processing an ILP. (Decree No.73/2005
Coll., p. 505, §6) It could be interpreted as a responsibility for developing and realization of
an ILP.
None of the curricular documents specifies either the methods or the forms of developing the

ILP for a teacher. Moreover, that the teacher should have to obtain any specific knowledge in

the field of the SEN is not determined. (MEYS, 2016)
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It is also determined in the §6 that an ILP should be preferably elaborated before the pupil
starts the attendance, no later than one month after the commencement. It can be adjusted,
complemented and changed during the school year due to educational needs of the learner.

(paragraph 5)

7.2. Methodological Support

A teacher developing an ILP for the learner with dyslexia might experience difficulties if the
field of SEN is not his or her primary specialization.

When concerning the methods of developing an ILP for learners with SEN within the Czech
educational system, it is to say, that there are not so many current publications. There are two
handbooks focused on the topic directly. However, both of them had been published before
2005 when the new Decree N0.73/2005 was passed out. The first publication, Pedagogicka
diagnostika a individualni vzdelavaci program (Pedagogical Diagnoses and the Individual
Educational Programme) by Zelinkova was published in 2001. Although some terms used in
this book differ (such as an individual ‘programme’ instead of an individual ‘plan’), it is still
actual and useful tool when trying to develop an ILP. Besides clarifying the procedure for
developing an ILP, described at the end of the book, it also explains and provides useful
examples of methods of the pedagogical diagnoses. (Zelinkova, 2001) This book has been
reprinted in 2011 with changes incorporated to be corresponding with the new FEP BE with
amendments as at 1. 9. 2007.

The second publication, Jak napsat a pouzivat individualni vzdelavaci program (How to
Develop and Use an Individual Educational Programme) by Kapralek and Bélecky was
published in 2004 and provides a theoretical insight into the process of developing an ILP
with some interesting reflections based on outcomes of the Annual reports of the Czech
School Inspectorate. Due to the difference between the legislative framework then and today,
it is not possible to follow all regulations given. Nevertheless, information, such as the
principle of planning the educational process and its general principles or presenting some of
the models of individual programmes in the second part of the book, are still actual and
instrumental. With regards to the English as a foreign language, Zelinkova also wrote the
book Cizi jazyky a specifické poruchy uceni (Foreign Languages and Specific Learning
Disorders) published in 2005 All new legislative changes are implemented in a separate
chapter considering the development of an ILP. (Zelinkova, 2005, p. 52-61) Newer

methodological manual Individualni vzdélavaci plan pro zZdky se specidalnimi vzdélavacimi
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potiebami (ILP for the Pupils with Special Educational Needs) by Jucovi¢ova and Zackova
was published in 2009. Hence, more actual it is not as detailed as two previous one
concerning formal part of developing an ILP. Moreover, Zelikova as an expert in the field of
SEN published in 2003 the book Poruchy uceni (Learning Disorders) which has been
republished in an extended version in 2009 and contains the individual chapter ‘An ILP’. It
describes the function, strategies and suggestions of developing an ILP.

Further information could be found either in some publications specialized in school
consulting, such as Skolni poradenstvi (School Consulting) by Knotovéa (Knotové, 2014) or in
pedagogical textbooks such as Obecnd didaktika: Pro studium a praxi General Didactic for
Study and Practice) by Zormanova. (Zormanova, 2014, p. 89-94) However, these books

provide just a superficial view of the topic.

7.3. A Function of an Individual Learning Plan

An ILP is a document that establishes a set of learning goals and objectives for an individual
student. It may potentially help students value and actively engage in the learning process. For
many students, it can make the fundamental difference between the failure and success.
Zelinkova explains the importance and contribution of an ILP as following:

= |t enables a learner to work due his/her abilities, individual pace regardless curriculum
and stressful comparing with classmates. It is not a barrier to further education but a
tool for the better use of dispositions. It also has a motivational value. The aim is not
to look for easement but to find an optimal level on which it is possible to work for an
integrated learner.

= |t enables the teacher to work on the level that is being achieved by the learner without
concern with the realization of the curriculum. It is the basis of the organized activity
concerning a particular integrated learner. It is the clue to the individual instruction
and assessment. New data, acquired during the process of teaching-learning process
are used as a feedback and leads to adjustments in the plan according to results
achieved.

= Parents are involved in the process of developing an ILP. It enables them to be active
participants on the teaching-learning process. It also makes them co-responsible for
educational results of their children. They are informed about current situation and
prospects of their children and thus, use their rights together with being responsible.

= An active participation changes the role of the learner. He/she is not a passive object
of teacher’s and parents’ activities but starts to be responsible for results of his/her
reeducation.

(Zelinkova, 2001, p. 172, my

translation) The Internet provides a rich source of inspiration, since the legislative framework,
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policy, methodological material and other information could be found here. Within foreign
sources it is possible to find some ideas related to an ILP. Following, it is an example of such
ideas:

,,An ILP helps identify a particular student's strengths, challenges, interests and
learning styles and then matches that profile to resources and tools that can
maximize his/her learning
potential within a given classroom setting. This resource and record follows a
student as they grow and mature, reaching beyond the formal education process
into all aspects of professional and personal life.« (Impact Academy Cincinnati,
2016)
This quotation from the internet source explains how exactly the An ILP should be used as a
great tool to help learners, especially those with dyslexia.
As already mentioned, there is not unified procedure how to create an ILP. Nevertheless, the

requisite information to be added in is provided.

Kapralek’s elucidation is more formal as his comment “the issue is that an ILP is a type of
document used in planning the curriculum for each particular learner according to his/her
specific needs” represents more likely the brief definition. (Kapralek, Bélecky, 2004, p. 21)
Kapralek also remarks that in practice, it is possible to encounter the type of an ILP
functioning differently. It is not used for such thing as planning the curriculum. It contains
mostly a general description of unique methods and forms and personal, material and
organizational provision of education of a learner with special needs. (Kapralek, Bélecky,
2004, p. 23)

As a binding working material, an ILP is a part of pedagogical documentation serving for all
participants who are cooperating on educational process of an integrated child. The teacher
who develops an ILP is supposed to be aware of legislation as well as the possibilities
provided by a current educational system. Besides this knowledge, it is the teacher’s
responsibility to find such methods and techniques that meet the specific needs of a particular
integrated child. These procedures should be stated in an ILP, and the teacher should
supervise their realization.

It seems to be appropriate to remark the necessity of respecting typical personality traits to
boost the success of implementing an ILP in practice. It follows that teacher developing an
ILP should have been aware of developmental psychology, aspects of special needs
education, particular aspects of a SpLD (specifically its effect on the learning process of the

child) and pedagogical diagnosis. Moreover, he/she must be acquainted with legislative
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framework and policy, methods and approaches in didactic, and above all the specific needs
of the child.

7.4. The Structure of an ILP
Each ILP should differ since each integrated child is specific. However, as a part of the
learner’s documentation, formal requirement must be fulfilled in all aspect. The Decree
No0.73/2005 Coll. states eight items that should be embodied in an ILP. For the purpose of
developing an ILP for a learner with dyslexia, not all of them must be included, therefore
following data should be considered as the most significant:
a) Data on the content, scope, progress and the way of providing an
individual special pedagogical or psychological care to a learner, including
the rationale,
b) Data on learner’s educational objectives, content and time arrangement of
the curriculum, an extension of the length of secondary or higher
vocational education included, the choice of pedagogical techniques, a
method of assigning and fulfilling tasks, an assessment method, adjustment
of the final exams, graduation exams or graduation.
c) This item does not cover the specifics of a dyslexic learner
d) List of aids for compensation, rehabilitation and teaching, special
textbooks and teaching materials, necessary to teach the learner or for
conducting the relevant exams.
e) Designation of a consultant of the school advisory facility with whom the
school will cooperate in providing the learner’s special educational needs.
f) A presumptive need for funding increased beyond the state budget
provided under a special legislation,
g) Conclusion of the special pedagogical or, as the case may be,

psychological examination

The Decree N0.73/2005 Coll. also declares that the ILP is developed, among others, in the
case of individual integrating. It is based on school education programme (SEP) of each
school. Due to the Decree N0.147/2011 Coll., it is the obligatory document more focused on
practical usage and partially on the selection of educational strategies needed when the learner
with SEN is considered. (Kapralek, Bélecky, 2011)
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8. CONCLUSION OF THE THEORETICAL PART

If one thing should be highlighted, it would be the real possibility to help the dyslexic student.
Although it demands the cooperation of more participants, it could successfully be put into
practice.

Considering recommendations provided by legislative framework, we have to come to the
conclusion that it is possible to experience some difficulties in the process of learning foreign
languages. Unless teachers are well educated in special pedagogy and especially in learning
disabilities, such as dyslexia, the development of an ILP may not result in a functional
material. As a consequence of such situation, the learner with an SpLD can hardly achieve the
same aims as required in the most of School’s Educational Programmes (SEP) corresponding
with FEP BE and provided mandatorily by all basic schools in the Czech Republic. So
according to Crombie, it is necessary to consider methods and strategies like adopting a
metacognitive approach, analogous reading, memory training, technology uses, use of
motivating material and naturally learning styles of a dyslexic learner. (Crombie, 1997)

If teachers are to prevent dyslexic students from reaching the point of resistance and boredom,
variety could provide one key. Following is what a good teacher might and should do, support
learner to participate in its learning process.

However, it is not only the teacher, who is supposed to help and motivate the child. The role
of the family background is fundamental, thus the functional communication between child,

parents and teacher is highly expectable.
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Il. PRACTICAL PART

9. THE SUBJECT MATTER AND THE AIM OF RESEARCH

Dyslexia such as prevents or, at least, complicates expected results in the educational process.
English as a foreign language is a demanding task for a learner with dyslexia. Thanks to its
attributes (for example its non-transparency in grapheme-phoneme code) English can, and
does, mean a problem for both, the teacher and the learner. However, they must meet the
challenge of demands stated in FEB BE and incorporated in School Educational Programmes
(SEP). An ILP is one of the tools that could be used as a backup for all. If designed and
applied correctly, the effort put into the work should bring progress for the child as well as for
the teacher.

As aptly declared in one of many methodological books, usage of any research approaches
should be based on the aims of the research and its research questions since they “dictates the
type of methods one pursues” (Hesse-Biber and Leavy, 2006, p.234). In this work the case
study has been chosen as the most suitable fundamental research approach, or "design™
(Svaiigek, Sed'ova, 2014, p.83). The case study takes a qualitative approach and during the
research the outcomes point out that some of occurred features could function as a pilot study
in the given field of the pedagogical research. In the domain of the domestic methodological
literature, the case study is considered as one of the basic types of qualitative approaches.
(Miovsky 2006, p.94.) Within the case study, there are many different types of instruments for
data collecting in use where quantitative techniques traditionally applied in the quantitative
research are not excluded (Sedlacek in Svaficek a Sed’ova 2014, p.96-112).

9.1. Research Question and Assumption
Undertaken research has been chosen to ascertain the real function of actual ILP’s with an
assumption that all participant will have the possibility to express their intrinsic opinions and

knowledge about the current situation.

The aim of the research is to answer the following questions:
= Isan ILP for a dyslexic learner of an English a real, functional tool in use that

helps or just a formal part of the pedagogical documentation?

During the research, following partial questions were derived based on the outcomes and the

original research question has been challenged many times as not sufficient. However, it
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proved its importance and the challenging outcomes subsequently modified the result of the
research:
= How important and functional is the role of the communication in this process?
(meaning the communication contributing between all participants —the learner,
parents, the teacher and PPCC)
= |Is the teacher sufficiently qualified and capable of creating and subsequently applying
ILP?
= What is the parent’s and learner’s awareness of the subject matter? (ILP)
= How all the participants contribute to the process of designing ILP?
The first question turned up to be fundamental for understanding the completeness of the
situation and the remaining questions just accomplished the view. To the certain extent all the
questions have been compassed in the semi-structured interviews and analysed in the final
part of the research. Thanks to the theoretical part, some causalities have come up, that
appeared to be a prerequisite for the smooth running of the research. Thus, the initial
hypothesis has been adjusted and formulated as follows:

The ILP should function as a working material for all participants involved provided
the communication between all would be functional, the teacher would be
sufficiently educated in the field of SEN and the learner (just as the parents) will be
included as an active element, being aware of all possible help provided by the ILP.
The methods and procedures should be recorded as well as the way of
implementation and its success rate or the possible modification. (see figure 1)
Such an ILP as functional, working material, should help to identify suitable teaching
methods and to extend current help for a learner with SpLD as well as for a teacher.

PPCG

, Parents

Pupil * * Teacher

Figurel: An algorithm representing a communication model needed for the development of the

functional ILP

47



10. RESEARCH METHODOLOGY

10.1. Applied Methods

Since the prepared case study required to investigate the real experiences and perspectives of
all chosen participants regarding their roles and duties in developing and implementing an
ILP, two methods has been selected as the most applicable for the research purpose. The
instruments for data collecting and evaluation were document analysis and semi-structured
interviews of six chosen participants. Implementation of the first method was more theoretical
since it was grounded on the content analysis of curricular documents including pedagogical
documentation of two dyslexic students. The analysis was focused on all forms determining
the enhancement of the educational process of the learner with dyslexia. That is why the
aspect dealing with an ILP was partially covered in the theoretical part. It was the description
of the general procedure when creating the ILP with legislation related. The aim of the
practical part was to analyse the pedagogical documentation (specifically an ILP) and
determine to what extent it corresponds with the requirements of curricular documents related
to the integration of the learner with an SpLD (dyslexic student and the English language in
our case). Further investigation has been focused on its practical implementation.

The second method used was an interview. In terms of qualitative methods, Svati¢ek uses the
term in-depth interview and divides it into two further categories. Namely the semi-structured
and unstructured — narrative interview (Svaticek a Sed’ova 2014, p.160). The semi-structured
interview is created around a core of standard questions focused on the main aim of the
research and unlike. In addition, this method allows the interviewer to use additional
questions that follow any interesting, unexpected or important answers of the respondent
(Mitchel, Jolley 2013, p. 277).

| have decided that the semi-structured interview meets the requirements of my research. It
should function as the complementary element of the research, providing the completion and
specification of the general view on the given problem. For semi-structured interviews the
scheme of basic topics was designed. It was based on the main research question as well as on
partial questions and supplemented with several sub-questions focused on the given topics.
Theoretical knowledge of the researched environment was the basic precondition of the
research (Svaiicek a Sed’ova 2014, p.162). Thus, the SEP and ILPs of two participating

dyslexic pupils was analysed before the interview took a place.
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10.2. Sampling Criteria

An interview, as a common format for data collection in a qualitative research and especially
in the case study, offers many outcomes. Wengraf claims, that interview as designed practice
is “to go into matters in depth” (Wengraf 2001, p.3). Achieving the most relevant information
needed to support or disprove the initial hypothesis depends on the preliminary criterion
chosen by a researcher.

An interview of two pupils attending the higher grade of the basic school with diagnosed
dyslexia seemed to meet the requirements. This decision has worked on the assumption that at
this level, pupils should be aware of their difficulties and problems connected. Hence, it is
likely possible they might be able to express themselves more precisely than the younger
pupils. Also, due to results of analysing their individual documents, one interesting fact has
arisen that their school outcomes of the English language differ significantly.

Together with them, the necessity to interview their parents appeared essential as the role of
the family support has generally got decisive influence on pupils’ school results. The teacher
and the PPCC consultant were an integral part of conducted research since it is them, who
determine the basic form of an ILP, and to answer partial research questions required their
inclusion.

The choice of gender was not random on account that when considering severe forms of
dyslexia, the number of boys in proportion to girls is in apparent disproportion to boy’s
disadvantage (Mat¢jcek, Vagnerova, 2006, p. 11, McKeown, 2011, p.28). There was also a
restraint on the choice of respondents within the pupils, caused by given limited options.

The assessment of the English language in both pupil’s cases differs to a considerable extent.
It has enabled to explore and compare approaches to learning of different dyslexic pupils, the

teacher’s and parents’ attitudes concerning an ILP.
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11. REALIZATION OF RESEARCH

11.1. Pre-phase of Research

The time management of research has been planned with work on the assumption that there
might arise some problems with permission for inspection of internal school documentation
and pupils’ interviews. Also, based on personal experience, cooperation with teachers needed
to be prepared and approved ahead. The period between December and March has been
chosen as the period to implement the research methods.

The pre-phase had comprised the finding of the basic school management, pupils, parents and
a consultant from the PPCC responsive to meet my requirements. Next stage has included
checking the possibility of carrying out all research and arranging an appointment with each
respondent. Since three respondents (the teacher and two pupils) attended the same school, |
have decided to arrange the interview together with perusing the documentation at the same
place and day. An interview with the PPCC consultant has been managed easily in their
residence and the last part, an interview with parents, took place as to meet their requirements.
Since the chosen type of an interview was informal and semi-structured, some general
questions had been designed in advance to start-up conversation as well as open-ended
questions focused on the aim of research. The minimum of the topics and questions so-called
“core of interview” has been designed. As Miovsky claims, the structure of question in the
chosen types of interviews does not have to be fixed in order so to keep the development
flexible. It enables the researcher to work up the relevant topics in depth (Miovsky, 2006
p.79). The final question as well as partial questions covered the core of the interview and
some topics had been prepared to achieve the confidence and open the communication in a

level of ease and trust.

11.2. Research

The access to the school documentary have been permitted, and the teacher, two pupils and
their parents, and the director of the PPCC have agreed to participate on an interview. The
development of research has been slightly delayed on the grounds of the pre-scheduled plan
due to an illness of one of the respondents. Each respondent has been interviewed
individually, per their free time.

Documentation including designed and used plans of two pupils involved in research has

been partially available. I was not allowed to search the early documentation (all ILPs from
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primary levels) and some of the documentation from PPCC. However, the accessible

material proves sufficient.

11.3. Collected Data

The first document that has been researched was the school educational programme. The SEP
fully corresponded with FEB BE with all required outcomes. All key competencies and
objectives were covered, methods described. The conventional processing of this document
was correct in all respects, however the part that mentions students with an SpLD is rather
vague. It declares that these students are to be integrated, and it specifies the designing
principles of their ILPs including the authorised person and the organisation of the
communication. (SEP, p.10)

The additional rendered pedagogical documentation allowed me to look through three ILPs,
summative assessments and some of the PPCC’s reports.

Recorded interview of six people took up approximately four hours, and with the preparation,
processing and evaluation it was the most time-consuming part of the research, though the
most interesting. All interviews were transcribed into the text form, so to be ready for
analysing. The method of open coding enabled further work with the basic material. For better
understanding, the colouring has been used to simplify the analysis. Parts considering the
main and partial questions were marked in different colours, which was necessary to identify

the important pieces of information.
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12. RESEARCH FINDINGS

The research analyses and interpretations are the content of this part. At first, the collected
data are analysed separately, however, concerning the primary research question, which is the
real function of an ILP, they are being compared and assessed. In the closing part, the

summary of ascertained conclusions is proposed as well as some recommendations.

12.1. Data Evaluation

Collected data has been sorted out; all obtained interviews converted into the text form. The
text was analysed with the uses of the open coding; however, the interpretation of the data
has taken more time. The content analysis coding of semi-structured interviews is mostly
about the aim of the interpreter, and the outcomes may tend not to be objective. However,
since the interpretation, besides the theoretical outcomes, depends on the personal belief, the
highlighted phenomena are in an agreement with it. The analysis has been conducted by hand
also for simplifying the coding, the colouring of highlighted text has been used. The process
has been time consuming, nevertheless, it was necessary for further detailed evaluation.

The first part of the evaluation procedure was the content analysis of pedagogical
documentation including ILPs. However, researched documentation has been re-analysed
again since the interviews have been undertaken later and brought up further information that
had to be reappraised. For the better differentiation in further evaluation, pupil A and pupil B

will cover the demand.

12.2. Evaluation of the Pedagogical Documentation
The ILP of both pupils represents essential basics of the documents needed to cover the
education of the learner with SpLD. It is divided into parts, and to a certain extend includes
information meeting the conditions of the legally sufficient document. Following are
individual parts of ILP’s:
1. subjects to which the difficulties are reflected in
assessment and grading
a special pedagogical treatment in subjects mentioned

2

3

4. the economical balance
5. cooperation with parents
6

. the participation of the pupil in the problem solving
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The ILP of the pupil A also contents the section: Teaching aids and materials. The reports
from PPCC which describes the core of difficulties (specific for each child), possible methods
and techniques to be used when teaching, styles of learning, possible assessment and so on,
are covered (if present) in the part 1. PPCC reports of both pupils are quite similar in content
and some outcomes, but since the difficulties of pupils are considerably alike, it is
understandable. Surprising was the length of both ILPs, since one A4 format paper cannot
sufficiently cover the actual extent of the problem. Both ILPs are developed in a general way,
with no focus on the specific difficulties. For example, in the ILP of the pupil B, the
adjustment of foreign language instruction for the child with a severe form of developmental
dyslexia includes just four points:

=  Extended time, provided for work

= Oral expressing preferred as well as oral examination

= Reading of shorter parts

= Focus on the written arrangement of translated texts

Especially the last item seems not to provide any help to a child dealing with reading-writing
problems. Compared with theoretical outcomes (see chapters 7.1. and 7.4.) both documents
give the impression of deficiency.

An ILP of the pupil A has changed markedly since his sixth grade. Especially the educational
aim, data on learner’s educational objectives, content and time arrangement of the curriculum,
methods and techniques used in the English lessons as well as a list of aids for compensation,
rehabilitation and teaching, special textbooks and teaching materials, necessary to teach the
learner or for conducting the relevant exams are missing. Either pupils or parents cannot
sufficiently use this documents as a guiding material. The only clear information, the
cooperation with the legal representative, is obligatory only for parents and a learner. It states
that parents are obliged to look after their child’s home preparation, every day ten to fifteen
minutes reading practice with the comprehension. They also should cooperate with the school
and strengthen their child’s memory control of the content. However, there are no methods to
be used, and no reference to an assessment. Even though an ILP from the sixth grade is
mostly based on PPCC suggestions with no specification on target subjects, it seems to be
more appropriate. Surprisingly, none of the ILPs of the pupil A incorporates the explicit

recommendation of PPCC (special needs assessment underwent in the 5™ grade) to focus the
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re-education on the foreign language instead of the Czech, as it has been provided on the
lower level.
In contrast, an ILP of the pupil B contents more specific information such as an assessment
method and grading, special-educational care in the subjects affected by the SpLD. Also,
some methods and teaching aids are stated, nevertheless, considering the foreign language,
information are rather vague. It mentions an increase in time, preference of speaking to
reading/writing, shortening of the reading tasks, and finally focusing on the graphical
adjustment of the given texts. A closer look at the data indicates that the same phrases has
been used especially in the part considering assessment. Specifically, the phrase considering
assessment and grading:

“The pupil will be educated due to the curriculum without any significant changes — with

adjusted forms (methods and styles) of work in the subjects in which the SpLD is

negatively projected.”
The previous sentence could be found in all ILPs in the same section: Assessment and
Grading; however, it does not bring up any information about how is either objective
assessment or grading going to be accomplished. In the ILP of the pupil B, the same sentence
is repeated in the section: Subjects to which the difficulties are reflected in; albeit, on logical
grounds, there is no connection with the issue.
Considering the English as a foreign language, there is no specification in all evaluated ILPs
that helps to understand the development during the teaching-learning process. No methods,
requirements, teaching aids and materials, tools or steps are mentioned. It leads to the
preliminary conclusion that the function of an ILP cannot be acceptable, especially in the
English lessons. Thus, the figure 1 shown above has been changed considering the
communication via the written documents. Some of communication channels has been
weakened and the result seems as following (dashed lines represents the weakened channels

of the communication, arrows represent directions):
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Figure2: The algorithm representing a model of the weakened links considering the written based

communication between all participants involved in the process of development of the functional ILP

12.3. Analysis of Interviews and Data Evaluation

The subsequent part of the research, the semi-structured interviews, were carried out to
complement the answer to main and partial questions. The main aim of the interviews was to
get deeper into the real situation and obtain more points of view on the impact of
implementing an ILP. The choice of this method worked on the assumption that opinions of

all participants will provide better understanding of the reality.

12.4. The Function of an ILP and the Communication

The question, whether an ILP is or is not functional has been comprehended in two different
levels. All respondents answered either explicitly or obliquely that it does not function as a
useful material; nevertheless, the PPCC representative and the teacher assessed the role of an
ILP in general while parents and pupils were assessing their personal ILPs.

A PPCC consultant comes up with the idea that the ILP are literally “futility” in most cases.
She also claims that the ILP could function, but it depends on the teachers who design and
implement it into the real environment. At the same time, she gives an example of the
working practice and emphasises the role of the teacher (in the case the special educator with
the extended training). However, regardless the positive example, she repeats several times
that the ILPs lack in function in most cases and that the communication with teachers lacks
behind their (PPCC) expectations. Together with it, she admits that even their part of the
conversation shows malfunction since: “It is something I must admit, that we couldn’t get it

right. We couldn’t even though that we.... I don’t know.... I feel, that (she is spreading her
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hands outward) you see, those imaginary scissors are wide opening the abyss between
teachers and us... Actually, we don’t understand each other!”” She also adds that they (PPCC)
did not find the way how to explain their attitudes. Furthermore, the urge of understanding
has been highlighted by the statement that: “...even though the written report is given to the
teacher, we feel the need to consult face to face to make sure that the care is going to be
functional with the aim to help the child...” Her further conviction expressed, was an idea that
it is not primarily the parent, but the teacher who initiate the help from the PPCC. Itis
understandable since the teacher is frequently the first who places demands on the pupil and
diagnoses potential difficulties. The pedagogical diagnosing takes place here and
subsequently the question about sufficient expert knowledge of the teacher has been opened.
When asked more specific question about the teacher’s need to consult the English for
dyslexic pupils (considering the ILP) she denies it with saying that: “...that there is any kind
of an initiative, any question from the teacher what to do with an ILP in English...I am not
aware.”

In the contrary, the teacher claims that they (teachers) consult frequently with the PPCC and
if necessary, they also consult the English specifically. It shows the contradiction in the point
of view of two participants in the same process of communication. The teacher also says that
she believes that: “The pupil is informed about an ILP by the teacher” which is in
contradiction with statements of both pupils quoted further. Her attitude to the issue might
come from her personal belief that the ILP is just “a piece of paper” and that its function is to
“protect the person (the teacher) and the parents as well”’. She honestly expressed her
opinion when she claimed that she thinks that an ILP is: “...only the formal document
because the teacher himself must find his methods and there is no way how to record
everything into it...”. Considering the communication with the family or pupils, she states
that she is not aware of any problem or deficiency even though the participation of them on
the developing an ILP is not mentioned.

When learners had to answer the question if they know what an ILP is, and that they are
educated in accordance with this plan, they said: “Yes.” However, the following questions
validate the idea that their awareness about the issue is at least insufficient. The pupil A has
remembered to be introduced to the plan by the PPCC consultant. He mentions the PPCC
linked to an ILP twice. The pupil B says: “That is the plan with relief and those other things,

where it is all documented.”
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The mother of pupil B has been surprised by the question whether she knows, what an ILP is.
She answered by the question: “No. Does he have one? ” In addition, the pupil B and his
mother both claim, that it is not necessary to read it, since it is “always the same”. It is
necessary to add information that the pupil B does not struggle with the English language to
the same extent as the pupil A. His example could be marked as exceptional and points out
further questions to be answered. Nevertheless, the mother of the pupil B finally admitted that
she is aware of an ILP and was informed about it by the PPCC consultant.

The pupil A realizes he has been thought in accordance with an ILP, and he claims, alike the
pupil B, that it was introduced to him by the PPCC consultant. However, he was not aware
about the content of it since his idea about an ILP has been expressed as follows: “I can
imagine that...like...to learn...with...I think that with the help...with someone like, who will
lead me...something like a teacher...” and he started to laugh. On the other hand, his mother
knew about all his ILPs. She states that the ILP cannot functions per the PPCC’s report which
she has always read carefully, as the real situation in the school “differs to the
recommendation by the PPCC”. She could explain not only the function of an ILP but its
actual past and present use at school and at home. She stated some examples of the real
function such as follows up: “In the 3" grade, they changed the class teacher and he
managed with his approach that my son actually started to enjoy attending the school. Even
the learning become as if better. There was not so many homework...in fact the work based on
an ILP started there...” Additional question about function of an ILP in the English lessons
was answered with the regard to the teacher. Their experience from the 1% stage of the basic
school has changed when pupil A moved on to the 6™ grade, where the outcomes were not
sufficient and the communication with the English teacher stagnated. When speaking about
the communication, the mother claims, that: “For instance, in the English it was a problem
since the very beginning and we are still fighting there even though I attend the consultations
and | have mentioned it to his (pupil A) class teacher, because his English teacher was not
present and she (the English teacher) sent me a message, that she just wants to force the boy
to do something at least.”.

Most of her answers were referring to a role of the teacher. It brings us to a conclusion, that
the teacher’s role is significant and there is no substitute for functional communication
between the parent, the pupil and the teacher. Following sector charts are based on the
frequency of positive answers to the question about communication concerning an ILP

functions.
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Figure 3: Participants’ awareness of the functional communication concerning an ILP

It is evident that some discrepancies are to be found between the teacher and other
participants. They may be caused by the different understanding of what is the function of an
ILP and what should be done considering the situation. Due to answers from PPCC
consultant, it is important to explain every possible mean of information given in an ILP. On
the other hand, parents (mothers) either do not mention or, if yes, then they do not attach great
importance to it. To sum up, it is possible to confirm some inconsistency in the process of
communication concerning an ILP. Since the aim of the process of designing and
implementing an ILP is to help a pupil, it might be considered as one of the main barrier
influencing the development. The parent’s and pupils’ awareness of the ILP’s function also
does not correspond with the assumption that they play the crucial role in the process of
designing it. Mainly the pupils with their specific needs seem to be eliminated and left out in
the process. These outcomes cannot be generalised since the research has been conducted
with restricted number of participants however, the following figure roughly shows how the
non-functional communication can eliminate some participants out of the integrated process

with the clear aim.
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Figure 4: The algorithm representing a model of the communication as it comes out of the analysed

interview data.
12.5. Consequent Research Outcomes

As already inserted at the beginning of the practical part, some finding has changed the point
of view on the topic. The question investigating the role of the education and knowledge of
the teacher who is responsible for the designing and subsequently implementing an ILP into
the practice has been applied only twice and in different versions. The PPCC consultant has
been asked, whether it is sufficient and by the contrast, the teacher has been inquired how and
to what extent the knowledge about pedagogical diagnosing, SEN, an ILP design, teaching
methods and so on had she been offered during her studies. Pupils and mothers have not been
asked since their answers would not have any value considering their role and competencies
to judge.

The PPCC consultant was doubtful about teachers’ professional and personal competencies.
When she describes the finding that they are struggling to admit their lack of education
generally, she expressed herself precisely saying: “They have a problem to say ‘I don’t know’
or ‘I can’t do’ something.”” The matter of qualification has been challenged as well, and the
teacher’s necessary pedagogical competence such as diagnosing has been described as
“poor”, lacking the basic elements of professionalism and functionality. Further, she claims
that: “...at least three-quarters of our cases are lost labour” and explains that if the teachers
are qualified, they can coop with many cases themselves. She also expressed concern about
the functionality of the further teachers’ education and illustrated it on a clear case. She
sounds affected by the issue and gave an impression of despair caused by the current situation

in general. The matter of inclusion has been discussed and the idea that “teachers are not
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prepared’” has been heard again supported by the statement about teachers “not knowing the
current legislation”.

For clarifying the situation, the teacher has been inquired and given time to explain and
complete the perspective. With her answer, the previously expressed concern of the PPCC
consultant has been regrettably fulfilled. She admitted that none of the education within the
field of SEN had been offered to her during her studies, and she confesses ignorance of the
current school legislation saying: “I‘m not engaged, I'm not the guidance counsellor or the
one, who does re-education, so I don’t deal with it in detail ”. She mentions the possibilities to
achieve some education concerning SEN. They were some courses that she attended.
Nevertheless, these courses appear to be inadequate considering her conviction about the
dyslexia being something that “somehow disappears during time...” which proves the
insufficient knowledge and raise the spectre of the consequences.

No matter what both outcomes show, the conclusion could be deduced that there is a valid
evidence of deficiency in the knowledge of the teacher. Even the matter of designing an ILP
for the English had been neglected since the teacher claims that they “have them (an ILP)
prepared”. On the other hand, the practice can function as an excellent source of self-
education which is an idea supported by the teacher. Concerning the pedagogical diagnosing,
it is still the issue that should not be neglected as well as the education of the teachers in the
fields of SEN.

Subsequent research findings related to the contribution of all participants shows the
interesting phenomena that should be highlighted. There is a huge contrast between both
pupils in their attitudes to the English language as well as in their results. Pupil A struggles
with the language on all its possible levels. On the contrary, the outcomes of the pupil B are in
the comparison excellent. Based on the interview analysis, there was an interesting fact
explaining the reason of the situation. When eleven, the Pupil B has been to the United
Kingdom for the two weeks’ language courses, and he has been going there every year since.
Overall impression when the pupil B speaks about language shows that he understands the
importance of knowing the foreign language and his positive attitude evidently causes an
intrinsic motivation that helps him to overcome problems in the language learning process. It
is possible to deduce some ideas that might be helpful when designing the ILP among others
the idea of enhancement of the practical speaking skills and the communication in the real
environment should have been included. Nevertheless, even though he admits he “likes and

uses” the English, he cannot imagine to achieve the grade 1 since ... “it always incline to the
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worse grade...”. The pupil A considers a grade 4 great evaluation and calls it “traditional”,
and re-evaluates it as a grade 1. His low self-esteem and learning evaluation correspond with

the outcomes mentioned in the chapter about dyslexic learner.

12.6. Summary

The outcomes of all analysed material cannot be generalised. Firstly, because of the limited
research sample and secondly due to the partial lack of objectivity in the way that some of the
respondents reacted. The issue whether an ILP is functional material or not, might be clouded

by the fact that the positive example has not been shown to draw a proper comparison.

Based on an ILP, both pupils are supposed to be exempt from written tasks and extent
reading. However, according to an interview, this is not the case in their English lessons.
Furthermore, the outcomes of the evaluated interviews in comparison with the recommended
procedure of communication between all participants (see chapter 4 / 4.3. of the theoretical
part) shows, that there is significant absence in communication in the first-instance. That is
the communication between the family (the learner, parents) and the school (the teacher,
headmaster or the person responsible). According to pupils and parents it seems that the

functional communication happens to be between them and the PPCC.

Another significant communicative level lags as emerges from interview with the teacher.
That is the co-operation between teachers. Further investigation based on an interview with all
four participants in the process of the development of an ILP has shown that not all stated
methods and procedures are kept to. Pupils and one mother identically claimed, that the tasks
given were not adapted to a dyslexic learner. The written tests are commonly used in the same

length as for the rest of the class.
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14. CONCLUSION OF THE PRACTICAL PART

The ILP presents many challenges to those involved in the process of developing the plan.
The research was led with the predictive hypothesis presuming some deficiency in an ILP’s
real function. Although my aim was not to prove it, the data gathered during the research
indicate that some difficulties are preventing an ILP to be a functional, working material used
in the teaching-learning process as a helpful tool. The researched pedagogical documentation
has shown a significant deficiency in the description of specific education needs for each
pupil. The material has given the impression of the formal document with no use in practice.
It does not fulfil the requirement for effective working material that indicates the way of the
individual work and the progress of the learner.

The research itself shows that legislative framework offers adequate backup for the
development of the functional ILP. Hence, the deficiencies discovered in already developed
and implemented ILPs refer to the fact that the problem must come out of the different
reasons.

In conclusion, the examined ILPs showed up to be rather the formal documents with hardly
any impact on the teaching-learning processes.

If some or all the people involved in the process of completing and implementing an ILP do
not feel the ILP is as effective as it could be, it is essential to reappraise what could be
changed to improve it. Teacher, parents and students may offer important suggestions as to
what could be done to improve the practice and make ILP's even more beneficial to the
students’ success. This paper was an attempt to address the issue of problematic area of the
pedagogical reality with the main theoretical, and personal premise, that it must be possible to

help the dyslexic learner.
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I11. CONCLUSION

The globalization together with the expansion of new technologies brought up the need for
mastering the English language as the lingua franca of modern society. The elementary user
level is a minimum of the basic demand expected by the majority of employers. English is an
inseparable part of the curriculum in the school system of all EU states.

Difficulties related to dyslexia creates the barrier to the foreign language learning, yet, as it is
the necessary part of individual education, it is important to develop such conditions that
enable the dyslexic learners to maximize their achievements in the given educational
facilities.

When thinking about the real situation in the Czech educational system, one particular word
comes up to my mind, and it is ‘'why'. This question could be applied to many fields of the
school system. However, the answers are difficult to find and formulate. In the course of time,
| had the possibility to compare many attitudes towards the learners with special educational
needs, whether with learning or behavioural difficulties. Due to this experiences as well as to
the research made in the area of education of the learners with SEN, | have reached the
conclusion that most important fact is the personal attitude of the educator. The outcomes of
my research confirm the final conclusion that the ILP could function as a helpful tool for the
learner provided that all participants mentioned (child, parents, teacher/school, PPCC) would
communicate on an adequate level, and the teacher responsible for creating the ILP would be
well-educated or trained in special educational needs and designing an ILP. Unless these basic
requirements are fulfilled, the ILP will not function as a tool but only as a formal document

with no helping purpose.
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IV. RESUME

Tato bakalafska prace je vlastné, stejn¢ jako mnohé jiné, pouhou zkusebni sondou do oblasti
vzdelavani zakl se specifickou poruchou uceni — dyslexii. Jejim cilem bylo prozkoumat
Individualni vzdélavaci plan (dale jen IVP) pro vyuku dyslektickych 74kt jak z hlediska
tvorby, tak nasledné¢ i jeho funk¢nosti pii pouziti v praxi. Prace je rozdélena do dvou hlavnich
¢asti. V uvodu je popsan cil a obsah celé prace a zaroven je zde vysvétlen 1 divod, pro¢ vibec
vznikla. Nasleduje teoreticka cast, rozdélena do sedmi kapitol a po ni prakticka ¢ast, ktera se
sklada z péti kapitol. Ob¢ ¢asti jsou jednotlive strucné shrnuty, pfi¢emz celd prace je v zavéru
celkové zhodnocena.

Teoreticka ¢ast predstavuje jakysi podklad pro vytvoreni hypotézy, ktera je v praktické ¢asti
prozkoumana do hlubsich detaild. Metody pouzité v empirické ¢asti také napomohly vidét
problém z nékolika thli pohledu, coz napomohlo k ovéieni stanovené hypotézy a zaroven k
vyvozeni zavera.

Prvni kapitola je vénovana vymezeni pojmu, coz, zejména pii definovani terminu dyslexie, ¢i
specifickych poruch uceni, neni jednoznacna zalezitost. V zahranicni literatufe se bézné
setkdvame se zavadéjicim pouzitim terminu ,dyslexie‘ v obecnéj$im vyznamu ,specifické
poruchy uceni‘, coz neodpovida ¢eskému konceptu a mize vést k nepochopeni studovaného
textu. Stejné tak samotny vyraz dyslexie v sobé velmi Casto zahrnuje vSechny specifické
vyvojové poruchy uceni (Ize nalézt i ve zpravach z pedagogicko-psychologického vysetieni),
a muze se stat, Zze dojde k nejasnostem pii vykladu vysledkd.

Dalsi ¢ast prvni kapitoly je vénovana definovani pojmu dyslexie ve svété a také v Ceské
republice.

V Ceském pojeti je dyslexie v odborné literatuie v naprosté vétsin€¢ vnimana jako jedna ze
specifickych poruch uceni, a to konkrétné jako porucha osvojovani ¢tenarskych dovednosti.
Takto vymezeny pojem byl v celé praci pouZit.

V zahrani¢ni literatute jiz tak jednoduché vysvétleni nenalezneme. Definice se 1i$i zejména
podle pfistupu k teoriim o osvojovani jazyka a také podle chapani procesu uceni se jazyku.
Plivodni definice byly dokonce zavadéjici diky koncepci vyuzivajici méteni IQ (tedy IQ testi)
v porovnani s dosazenymi vysledky v Ctenarské gramotnosti (jez u jedincii s dyslexii
samoziejme neodpovidaly bézné populaci).

Ackoli je zdroji v zahrani¢ni literatufe nepfeberné mnozstvi, v ¢eské literatute jiz takovy

vybér nenalezneme. Nicmén¢ ¢esti odbornici se tématu dyslexie vé€novali a stale vénuji na
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vysoké profesionalni Grovni. Profesor Matéjcek dal svoji definici dyslexie zfejmé zéklad
konceptualizaci v ramci specifickych vyvojovych poruch uceni. Jeho néslednici se tématu
vénovali stejn€ pozorn¢ a v publikacich vydanych v poslednich deseti letech (see Zelinkova,
Végnerova, Maté¢jcek, Pokorna, Jucoviova) lze zjistit veskeré diilezité informace tykajici se
nejen samotnych poruch uceni a chovani, ale i zptisoby reedukace a jiné metodiky. V zavéru
kapitoly je vyzdvihnuta diilezitost v€asné a presné diagnostiky, ktera by méla napomoci
piedejit neuspéchiim zaku a také je zde kratce zminéna role ucitele.

V dalsi ¢asti, tedy ve druhé kapitole je velmi kratce a stru¢né popséana historie vyzkumu
dyslexie. Odborna vetejnost se v posledni dobé shoduje na neurologickém a také na
genetickém plivodu této specifické poruchy, ov§em ne vzdy tomu tak bylo. Dyslexie ve
vyznamu toho slova, byla vlastn¢ velmi tajemnym projevem jakéhosi nedostatku, ktery byl
pro védce dlouho nevysvétlitelny. Dilezitym momentem, i kdyz ne pfimo spojenym s
dyslexii, bylo objeveni dvou center v mozku, kterd néjakym zptsobem ovliviiovala fecové
funkce. Objeveni Brocova a Wernickeova centra, posunulo vyzkum na poli poruch ¢teni o
vyznamny kus dopiedu. Problémy s feci nebyly daleko od specifikace problému s psanym
slovem a v prib¢hu let se tyto vyzkumy zamétovaly i na ¢tenafské dovednosti v porovnani s
1Q jednotlivych pacientli. Pohled na dyslexii se samoziejmé v dnesni dobé znaéné lisi diky
pokrokiim na poli neurologie a dalsich souvisejicich oborti. Ceska republika ma dlouholeté
zkuSenosti s reedukaci dyslektickych déti, které diky nékolika nasim prednim odbornikiim
mohly byt vyucovany ve specializovanych tfidach jiz od roku 1962. Z teoretickych informaci
vyplyva, Ze pro jedince s dyslexii je velmi dilleZité zjistit pfesnou diagnézu poruchy uceni co
nejdiive, aby mohl byt zapocat proces uspésné reedukace.

Nasledujici kapitola je vénovana dyslexii a proceslim osvojovani a u€eni se jazyka. Osvojeni
jazyka je diilezitym procesem v psychickém 1 celkovém vyvoji Clovéka. Je soucasti
kognitivniho vyvoje a umoziuje dosahnout schopnosti vyuziti dil¢ich komunikativnich
schopnosti v daném jazyce, at’ rodném, ¢i cizim. Tyka se nejen ziskani a pouZiti slovni
zasoby, ale 1 syntaxe a fonetiky a vysledkem je schopnost produktivné pouZivat jazyk s cilem
komunikace a dorozuméni se. V této kapitole jsou ptedstaveny teorie tvotici zaklad pro dalsi
zkoumani osvojovani feci a také poruch, tykajicich se tohoto procesu. Jsou zde zmifiovany
teorie vychazejici z biologickych limiti naseho mozku, a ovliviiyjici osvojeni syntaxe, jako
napiiklad hypotézy Noama Chomskyho, kritizujiciho Skinnerovy lingvistické teorie o tzv.
operativnim podminovani pfi osvojovani prvniho jazyka, kdy je upevnéni jazyka zavislé na

kladné, ¢i zaporné odezveé u dospélych reagujicich na fe€ové projevy ditéte. Tato teorie
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nebyla dostatecna pro vysvétleni celého procesu akvizice feci a nasledovaly teorie dalsi. Je
zde samoziejmé uvedena i Piagetova teorie kognitivniho vyvoje a také Vygotskyho ,,zona
nejblizsiho vyvoje®, ktera je Piagetem velmi ovlivnéna. V neposledni fad¢ dopliuje jiz
popsan¢é Krashenova teorie o osvojeni druhého jazyka, ve které rozliSuje dva procesy: proces
uceni a proces osvojovani. Obecné vzato jsou v této teorii zahrnuty oba zékladni piistupy k
porozuméni osvojeni jazyka, které se navzajem bud’ vyvraceji, nebo ¢aste¢né podporuji.
Tyto ptistupy zkoumaji, do jaké miry je proces osvojeni jazyka spiSe vrozeny, ¢i nauceny.
Vsechny zde zmifiované teorie (a fada dalSich) jsou nedilnou soucasti pochopeni celého
procesu osvojeni jazyka a do znacné miry napomahaji porozuméni procesiim nutnym pfi
vyuce jazyki cizich.

Kapitolu pak uzavira ¢ast popisujici nékteré faktory, ovlivitujici proces uceni se jazyku s
ptihlédnutim k vyvojovym poruchdm uceni — konkrétné k dyslexii. Zde je jesté pfipomenuta
tzv. teorie kritického obdobi, ktera tvrdi, Ze doba, kdy je jedinec schopen osvojit si principy
jazyka, je omezena do urcitého véku. Také je zde vysvétlena predpokladana relace mezi touto
teorii a dyslexii. K mnoha problémim spojenym s dyslexii patii i snizené sebevédomi,
motivace a Spatn¢ zvolené strategie uceni. V nepteberném mnozstvi literatury, tykajici se
daného problému, je vyjadieno mnoho ndzorti a popsdno mnoho zptisobtl, jak pomoci
dyslektikiim. Nicméné podstatu mnohych myslenek Ize nalézt ve spisech Jana Amose
Komenského. A€ Ctyfi sta let staré, stale aktualni, jeho didaktické principy a také jeho Brana
Jazykl Oteviend nabizeji rady a metody, plné odpovidajici principu multisenzorickému
piistupu k vyuce cizich jazykli. Komenského dilo je zde uvadéno v souvislosti s n€kterymi
prvky, znesnadiiujicimi vyuku a u€eni se cizimu jazyku.

Dalsi dvé kapitoly této bakalaiské prace jsou pojaty jako nahledy ze tiech rtiznych perspektiv.
Ctvrta kapitola zahrnuje nejen samotného dyslektického Zéka a jeho problémy, ale zaméfuje
se 1 na jeho nejblizsi okoli, tedy rodinu a jeji roli v procesu vzd€lavani. V prvni ¢asti této
kapitoly se ptame, je-li opravdu nutné, aby se dyslektik musel ucit cizim jazyklim, a vzapéti si
thned odpovime: ano. Diivodi je velké mnozZstvi, od rovného vzdélavani aZ po nutnost
ovladani ciziho jazyka pro pracovni ptileZitosti a redlny Zivot. Otazkou zistava, do jaké miry
je nutné nasledovat kurikulum. Byt dyslektikem stale jest€¢ znamena byt oznacen. A toto
»0znaceni byva Casto vnimano pejorativné ve vyznamu ,hloupy‘. Divody jsou ziejmé,
clovek, ktery ma potize se ¢tenim a psanim ptisobi negramotné a v dob¢, kdy je naprosta
vétSina testl, at’ Skolnich, srovnavacich ¢i pfijimacich, zaloZena na téchto dil¢ich jazykovych

kompetencich, je dyslektik evidentné znevyhodnén. Zde je velmi dilezité otazka, zda a do
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jaké miry je Skolni vyukovy systém a pedagogové pfipraveni umoznit témto jedinctim
efektivni vyuku, ktera nebude pouhym ulehcenim, ale pfinese 1 vysledky.

Dyslexie jako vyvojova porucha ¢teni (zpracovani psaného textu) samoziejmé ovliviiuje
procesy vzdélavani a ve vyuce cizich jazykl se samoziejme promita. Vzhledem k projevim
dyslexie, které zpiisobuji naruseni dil¢ich ¢asti (fonologie, morfologie, gramatika, syntaxe 1
upravovat jak metody vyuky, tak i obsah a hodnoceni. V této kapitole Ize zjistit, v jakych
oblastech se mlizeme setkat s problémy a nedostatky dyslektického zéka. Jsou zde zminény
pouze ty nejzasadnéjsi a nejCastéjsi. Mnozstvi existujicich nesnazi je jisté¢ mnohem vétsi a z
uvedenych informaci Ize odvodit, Ze dyslektik je v rdmci vyuky anglictiny jako ciziho
jazyka, znevyhodnén skoro ve vSech sférach tykajicich se komunikativnich kompetenci.
Role rodiny je zakomponovana do kapitoly o Zdkovi zejména z toho divodu, Ze velké
mnozstvi prace dyslektika je soustfedéno na doméci ptipravu. Podpora rodiny hraje zasadni
roli ve vyvoji jakéhokoli ditéte a vysledky déti s vyvojovymi poruchami uéeni byvaji na
pomoci z rodiny vétSinou zavislé. V této ¢asti je nastinéna dulezitost informovanosti rodict
potfebuje pomoc a podporu. Je zde vysvétleno, jakym zplisobem stanovit pevnd pravidla a
kritéria, ze kterych je mozné vychézet a kterych se 1ze drzet.

Také se zde, v zavéru ctvrté kapitoly, vysvétluje dilezitost v€asné a presné diagnozy, diky
které 1ze nésledné co nejlépe a nejptesnéji zacilit reedukaci. Diivody zde uvadeéné davaji
pochopit situacim, kterym je mozné pfinejmensSim predejit, naskytne-li se odborna pomoc
vc¢as. Nejen pedagogicka diagnostika, ale i zjisténi rodict a samotnych zakli by mélo k
vcasnému odhaleni jakychkoli potizi piispét.

Role ucitele je neoddiskutovatelné kli¢ova a v procesu integrace miize v mnoha situacich
znamenat pedagogicky ptistup hlavni podporu pro Zaka s vyvojovou poruchou uceni. V paté
kapitole je toto téma rozpracovano do tti podkapitol, které pokryvaji zakladni otazky k
danému tématu. Dozvime se zde co je to integrace, jaké kurikularni dokumenty uvadéji
informace, tykajici se integrace zaki se specifickymi vyvojovymi poruchami uceni a také
jakym zpiisobem je u nés integrace uvadéna do praxe. Zmifluje se zde i dilezitost postoje a
ptistupy pedagoga k zakim se speciadlnimi vzdélavacimi potfebami stejné€ jako metody a
vyucCovaci techniky napomahajici k vyuce dyslektikti. Uz8i vybér popisovanych metod je,
vzhledem k tématu celé prace, pochopitelny, ale v zdsad€ jsou zde vystihnuty hlavni principy

pfistupu k zaklim se specidlnimi vzdélavacimi potfebami a zejména k dyslektikiim (zejména
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multisenzoricky ptistup). Dal§imi dilezitymi faktory, ovliviiujicimi proces vyuky jsou
individualizace a diversifikace vzdélavani, jez jsou nutnym pozadavkem zdiraznénym
zejména diky novym poznatkiim o stylech uceni.

Diagnostiku zéka provadi v podstaté¢ kdokoli, kdo hodnoti jeho vykony. Mtze to byt do velké
miry zak sam, jeho ucitelé, rodice. V Sesté kapitole, ktera je velice kratka a strucna, se
dozvime, Ze v ptipad¢, kdy je nutné provést né¢jaké zavaznéjsi intervence do vyukového
procesu, prichazi na fadu Pedagogicko-psychologicka poradna (PPP), ktera poskytuje sluzby
v ramci specialné pedagogické diagnostiky a také podpory jak zaka a rodi¢i, tak i1 ucitel
samotnych. V ramci podpiirnych opatieni pro zaka se specialnimi vzdélavacimi potiebami,
jako jsou integrace nebo IVP, je spoluprace s PPP velmi diilezitd. Specidlni pedagog a
psycholog poskytuji zavéry ze svych vysetieni, které napomahaji pii tvorbe IVP a také pfi
zacileni podpory jednotlivych zakl. Ve vyctu nesmi chybét ani zminka o spolupraci s rodici a
se Skolou. Rodice jsou totiz jedini, kdo mohou pozadat jak o vySetieni v PPP, tak i 0
vypracovani IVP. V zavéru této kratké kapitoly se pise, jakou podporu poskytuje PPP
ucitelim, rodi¢tim a zakam.

Sedma kapitola je vlastné klicovou casti celé bakalarské prace, nebot’ se tyka samotného
individualniho vzdé¢lavaciho planu. Zde lze nalézt legislativni ramec a strategie uréujici vznik
tohoto dokumentu. Jsou zde uvedeny stavajici vyhlasky skolského zakona a také metodické
pokyny tykajici se uprav v IVP. Také jsou zde zminény zmény, které nabydou platnosti v
ptistim Skolnim roce (tedy od 1. 9. 2016) a znamenaji zménu v systému vyuky zaki se
specifickymi vzdélavacim potfebami.

Je zde vysvétlena funkce IVP a jeho vyuZiti v praxi a uvedeny zdroje nutné pro pochopeni
nutnosti vypracovani tohoto dokumentu. Soucésti je i1 dopliikovy material v ptiloze. Kde Ize
nalézt ukdzku nevyplnéného formulate pro tvorbu IVP.

Nasledujici prakticka cast je explicitnim popisem celého pribéhu vyzkumu od piipravné faze
aZ po evaluaci ziskanych materiall a celkové zhodnoceni. Sestava z péti kratkych kapitol, z
nichZ jsou nekteré jesté rozdéleny do dalSich casti.

Zahrnuje jak pocatecni stanoveni vyzkumného cile a otazek, které urovaly smér vyzkumu,
tak 1 vybé&r skoly a ur€eni zkoumanych vzorka. Jsou zde vysvétlena kritéria vybéru, metody
vyzkumu, ¢asovy priabéh a samoziejmée 1 zhodnoceni vyzkumu. Cilem vyzkumu bylo zjistit,
zdali je IVP pouZivan jako pracovni materidl, na kterém spolupracuji vSichni, kterych se tento
dokument dotyka, tedy zak, jeho rodice, ucitel a pracovnik PPP, nebo je to pouze formalni
dokument bez jakéhokoli vyuziti. Je zde zminé€na i plivodni hypotéza o IVP, vychazejici z
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predpokladu, ze musi byt splnény nékteré podminky, které jsou v textu stanovené, aby byl
dokument doveden k funkénosti.

Soucasti praktické ¢asti jsou i prilohy. Tvoii je pfepisy interview se dvéma zaky zakladni
Skoly s diagnostikovanou poruchou uceni, jejich rodici, ucitelkou anglického jazyka a
feditelkou pedagogicko-psychologické poradny. Dale pak individualni vzdélavaci plany obou
zakl a nahled do klasifikace.

V celkovém zavéru bakaléiské prace je pripomenut ucel, za kterym byla vypracovéna. Znovu
jsou zde nastinéna zjiSténi vzesla z teoretické Casti a také vysledky vyzkumu v porovnani s
predpokladanym vysledkem. Obé¢ Casti se zde také porovnavaji a hodnoti se jejich relevance a

w7

vyzkumu, zaméten¢ho podobnym smérem.
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Interview 1.:

24. 2. 2016 Respondent no. 1.: The headmaster and PPCC consultant

Laslett: Dobry den, Laslettova, dékuju moc, ze jste si na me¢ udélala Cas.

Respondent no. 1: Dobry den, rada vam pomiizu, pokud to bude mozné, tak co vas zajima?

Laslett: No, téma moji bakalaiské prace je IVP v angli¢ting, ale m¢ vlastné zajima vSechno,
jak to v realité funguje.

Respondent no. 1: No, ja vam povim, co si myslim a vy sama pak uznate za vhodné, co

pouZzit.

Laslett: Dobfe, ja to tedy necham zapnuté a nechame voln¢ plynout rozhovor.

Respondent no. 1: Tak dlouhodobé¢ to tak mame v systému nasi nachodské poradny, Ze tady
pracuji psychologové a specialni pedagogové a vzdycky ten par psycholog-specialni
pedagog, ten...ta dvojice ma na starosti uréité skoly v regionu v nachodském okrese a mame
nastaveny systém konzulta¢nich dnti, to znamend, Ze na velké skoly, na uplné skoly (skoly

S prvnim i druhym stupném) jezdime....hmm jezdime viceméné jednou za mésic a jakoby na
cely den, na konzulta¢ni den jsme tam od rana a je tam né&jaky pfipraveny program, ktery si
domluvime se zastupcem, s vychovnym poradcem, zkratka kdo je tam ten sty¢ny distojnik,
ktery nam ten program na Skole organizuje. Nékde se déti 1 vySetiuji, tfeba na Broumov,
Josefov...tam kam prosté vime, Ze rodi¢e nemaji moznost do Nachoda dorazit...nejcastéji to
jsou prosté lidi z néjakého socialné slabsiho prostiedi. Tam potom vyhovime a vySetiime to
dité ve Skole, ale primarné bychom tam chtéli (spise chtély, v poradné pracuji pouze zeny —
pozn. autora) byt pro konzultace s pedagogy. Nevim, vySetiime dité, a mame potiebu...sice
napiSeme z toho zpravu, ktera se tomu uciteli dostane, ale stejné¢ mame potiebu s tim
ucitelem to né&jak probrat (velmi diirazné). Jestli tomu rozumél nebo jak...jak bychom si
piedstavovali zacilit tu péci, prosté prokonzultovat to vySetiené dité...protoze velmi ¢asto
to...to...tu zadost iniciuje Skola, to vySetfeni...neni to o tom, Ze to jsou primarn¢ rodice, ale
potad si myslim, Ze jesté vic iniciuje Skola, vySetieni ditéte, Ze Skola dava podnét.

Laslett: Hm, to znamen4, ze...ma rodi¢, sam rodi¢ moznost pozadat o vySetieni?

Respondent no. 1: Samoziejme¢!

Laslett: Potiebuje k tomu ale Skolu?
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Respondent no. 1: Nepotiebuje. Rodi¢ je jediny, kdo miize pozadat o vySetieni, jo, rodic, jako

zékonny zastupce.

Laslett: Ano, tomu rozumim. A kdyz ma pfijit na vySetieni, potiebuje néco ze skoly?
Respondent no. 1: Kdyz se to tyka skolnich potizi, to...nebo ta zakazka je sméfovana jako
k tomu, ze se nedafi ve $kole, tak potom prosime rodice, jestli by se nedomluvili s pani
ucitelkou nebo s pedagogem, aby vyplnil dotaznik ,sd€leni Skoly*, ktery Skoly maji, védi, o
co jde (zvoni telefon).

Laslett: Vim, vid¢€la jsem, mate je také ke stazeni na vaSich strankach.

Respondent no. 1: No, to se také bude ménit (md na mysli novelu zakona, ktera bude platit od

zari 2016), ale...protoze pro nas ta pedagogicka diagnostika je velice dilezita. Rodice s tim,
ve vetsing pripadl, vzdycky souhlasi a tam kde ta spoluprace trochu funguje, tak i ten rodic¢
se s tim ucitelem domluvi na tom: dobfe, tak to vySetieni podstoupime a potom tedy...rodi¢
ani nema nic proti tomu, aby pedagog vyplnit to sd€leni skoly.

Laslett: Jisté, to je asi logicka soucast vySetfeni. A kdyz jste pak na Skoléach, jestli se smim
zeptat, maji ucitelé zdjem sami za vami pfijit nebo je dostatecny zajem ze strany ucitell

s vami konzultovat vysledky?

Respondent no. 1: Je to rizné. VéEtsinou je to tak, Zze my davame seznam kantord, se kterymi

bychom chtéli mluvit o vySetfenych détech a potom i jako n¢kde je i pfipraveny seznam
ucitelt, kteti chtéji mluvit s ndmi. Vzdycky fikame, pokud se to jedna o dité, které je uz tady
vedeno, abychom se na to mohli piipravit, abychom si vzali s sebou kartu, tak aby nam to
dali diiv védét, ale...no nebo védeét predem...ale je to riizné. Nékde potieba neni (smich)
nékde potieba je. (potieba konzultovat s PPP)

Laslett: Mohla bych to trochu zacilit?

Respondent no. 1: Jisté.

Laslett: Setkali jste se tu nékdy s Zdkem, ktery ma diagnostikovanu pouze dyslexii? Bez
jakychkoli jinych dil¢ich poruch, jako dysgrafie...ja nevim...poruchy pozornosti...jenom
opravdu dyslekticky ...zak?

Respondent no. 1: No ur¢ité. To je jakoby asi nejvétsi procento déti, které jsou...které jsou u

nas v péci. DéEti, které maji diagnostikované vyvojové poruchy uceni.
Laslett: Ano, ja ale hovofim o té jedné konkrétni poruse, o dyslexii. Je mozné, aby existoval

nékdo, kdo bude, kdyz to zjednodusim, vyhranény dyslektik.
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Respondent no. 1: No ono to je...ono uz jakoby samotné vymezeni pojmu diagnéza...nékdy

se dyslexie pouziva jako nadfazeny pojem pro vSechny ostatni poruchy, né¢kde dyslexie rovna
se vyvojova porucha Cteni.
Laslett: Ja jsem ve své praci dyslexii vymezila takto.

Respondent no. 1: No. Velmi ...jako...myslim si Ze asi...ja nevim...uz jako ja za sebe

musim fict, pro me¢ nebo pro nas...mame tady uz nékolik let problémy s dia...s diagndzou...s
diagnoézou...pfijde k nam dité ve druhém ro¢niku, ma vyrazné obtize v oblasti specifickych
funkci sluchového, zrakového vnimani, ¢teni se pohybuje nékde v pasmu defektu, ma dalsi
pridatné potize, promitaji se ty obtize do matematika, do psani a pro nas eticky je velky
problém to dit¢ oznacit pfi prvnim vySetfeni jako dyslektika.

Laslett: Rozumim

Respondent no. 1: My nevime, jestli to je otazka nezralosti, toho Ze se nestihly docvicit

oslabené funkce, toho Ze to dité, ja nevim, nema néjaké ptimétené rodinné prostredi pro to,
aby se rozvijelo, prosté ¢lovek...a ted’ dosud legislativa, ktera nastésti jakoby konci

K tficatému srpnu, nam...nas prosté tlacila do toho, abychom tu diagnozu...abychom ho
oznacili jako dyslektika, protoZe teprve potom se tomu ditéti poskytne né&jaka péce. (durazne)
Mg¢la by...se poskytnout. Takze my jsme velmi ¢asto davali diagndzu a nebyli jsme
si...jenom proto, aby tomu ditéti bylo pomozeno. Potom se to teda délalo tak, ze my vlastné
mame dva vystupy, zpravu z vySetieni plus takovy ten Gfednicky...tu Gfednickou
tabulku...takze ve zpravé jsme popsali, v tom zavéru to, Ze se jedna o dité které...bylo
zji$téno...co vSechno bylo zjiSténo, napsali jsme tam: nelze vyloucit rozvoj vyvojové
poruchy uceni a do té tabulky jsme zakiiZkovali: dyslexie. Aby to dit€¢ mélo narok na ten
zvyseny finan¢ni normativ, individudlni vzdélavaci plan, reedukaci...vSechna ta podptrna
opatteni, kterd my vidime jako nutnd, ale ja nevim, po prvnim vySetteni, nékdy to je tak jako,
7e po téch zkusenostech, Ze si feknete jo, to, prosté to je dyslektik. Ze ten obraz je takovy...ja
nevim, to dit¢ ma rovhomérné rozvinuté intelektové predpoklady, nikde nejsou néjaké
diskrepance, ma pfiméfené rozvinuté funkce, nevite co, ale presto necte. TakZe tam si fikame,
tam je jako, tam prosté néco opravdu je Spatné. Nebo jsou to déti, které maji diagnozu
poruchy pozornosti. Tam ¢asto ten vykon ve ¢teni tomu pasmu defektu odpovida. TakZe ano,
jsou déti, které...kde to tak...kde si tak myslite, Ze to bude (smich)...Cesky feceno, dyslektik
jako poleno.

Laslett: Mohla bych se jenom zeptat, do jaké miry si myslite, Ze je ucitel schopen, pti

pedagogické diagnostice urcit nebo prosté odhadnout, jestli uz se jedna o néjakou vyvojovou
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vadu nebo jestli jsou zanedbané ty zakladni postupy, pokud to zjednodusim, tieba zpiisob
vyuky ¢teni. Tieba byl pouzit Spatny zptisob vyuky ¢teni, coz mohlo znamenat ur¢itou
stagnaci nebo zpomaleni v procesu ¢teni. Jak moc myslite, ze to ten pedagog rozpozna a kdy
myslite, ze ta pedagogickd diagnostika méla...kdy by s tim ten ucitel mél pfijit, pottebovali
bychom pomoct. Jestli mtize tieba v prvni tfidé nebo uz v mateiské skole? A do jaké miry
jsou toho ucitelé schopni?11 min. — 12:40(rozhovor odbihd od otazky — otdzka je
zodpovézena pozdéji)

Laslett: Ja se vratim k té diagnostice, ¢eho se ucitel mize drzet a kdy za vami muze pfijit? A
muze piijit jenom ucitel nebo musi jit pies vedeni skoly?

Respondent no. 1: Kdyz jsme na $kole nebo kdyz ucitel pozada jakoukoliv konzultaci, nikdy

neni problém.
Laslett: A uéitel miuze konzultovat bez védomi rodi¢a?

Respondent no. 1: Muze, podle m¢ muze, protoZe on se potiebuje poradit o zakovi. On se

potiebuje poradit o zakovi, jestli, jestli postupuje spravng, potiebuje se s nékym poradit. Ja
nevim, kdyz jste ve skole, kdyz mate fungujici tym, coz (smich)
Laslett: Jo, byva.

Respondent no. 1: Coz byva, ale...myslim si, Ze mozna fungujici néjak, ale ne profesné,

uplné, tak mam dité, se kterym mam problém, tak co udélam? Tak jako asi se ptjdu poradit
s kolegy. To m¢ tak jakoby napadne uplné ze vSeho nejdiive. My, kdyz si nevime tady rady,
a stava se nam to velmi Casto, prosté nevim, ja si nevim rady, tohle bud’ to délam blbe,
nefunguje mi to...feknéte me k tomu néco...tak jdu a zeptam se. A to ja si myslim, ze je, ze
to je véc, kterd by tém ucitelim velmi pomohla. Oni nemaji...maji problém s tim fict, Ze
néco neveédi nebo neumi.

Respondent no. 1: Vite co...mé trosku oni (ucitelé) piipadaji jako z Marsu. Ja prosté

nerozumim zékladnim vécem, jako ditéti se v né€em nedafi, néco mu nejde, ale ja nezménim
svij pristup k nému a budu mu to potad zadavat stejné. Ale Ze bych se zamyslel nad tim, co
udélat...to udé€la ale kazdy normalni ¢lovek v jakékoli €innosti, kdyZ to nejde tak, tak to
zkusim néjak jinak?!(durazné) Tak tohle ne! Vy se mé ptate, jestli jsou schopni (ucitelé)
pedagogické diagnostiky nebo i specialné pedagogické diagnostiky...

Laslett: Ano, to mé zajima.

Respondent no. 1: Ne. Ja fikam, Ze ne. Ve vét§ing ptipadd. Protoze i ty dotazniky, které

k nam chodi, vyplnéné zadosti o vysetieni, uvadéji jako diivod vysetfeni obtize v CJ —

vynechava ¢arky, hacky. To je bézna véc. A kdyz jdete po tom, co se s tim ditétem jako by
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délalo, no tak ale ono nic. TakZe my, potom v poradnach mame ty tfimési¢ni objednaci
lhity...a jeste ten zakon de facto porusujeme, protoze nestihame, protoze jsme pietizeni
mnozstvim vySetfeni, pficemz minimaln¢ tfetina vysetfeni je zbyte¢nd, v tom piipad¢, ze by
ten kantor byl erudovany, tak si s tim problémem poradi sdm. Takze velmi Casto pak za tim
vysetfenim nejde ano zadna diagnoza, ale néjaka doporuceni k néjakym postuptim a ten ucitel
fekne: no, to jsem se toho dozveédél! No ale co tam asi tak jako mate napsat, kdyz ma dité
pomalé tempo, Ze je potieba to tempo zohlednit? Ono nic jiného jako na to neni. My je
nezrychlime tady.

Laslett: Jak tedy funguje komunikace mezi poradnou a pedagogy?

Respondent no. 1: To je véc, ktera, prosté musim si to pfiznat, nam se nepodafila. Nam se

nepodafila i pfesto, ze my jsme, nevim, mam pocit, ze se takhle jakoby (ukazuje rukama)
rozeviraji ty pomyslné niizky mezi nami a témi pedagogy. Ze v podstaté my si nerozumime.
My si nerozumime, my nevime, my jsme nenasli...asi zfejmé nenasli zplsob, jak jim
vysvétlit ty naSe postoje. My jsme...nevim...ud¢lali v letech 2010 az 15 dvé Skoleni, nebo ne
Skoleni, to byly projekty ve vzdélavani Feuersteinova instrumentalniho obohaceni (Program
Instrumentalniho obohacovani Profesora Reuvena Feuersteina je intervencnim programem s
Sirokym uplatnénim v individualni prdci i ve tride http://www.ucime-se-ucit.cz/o-metode/).
Coz je filozofie, ktera...my jsme jim v poradné vSichni prosli a takhle se ndm to jakoby
(naznacuje mimicky) vSechno obratilo v té hlavé. Bylo to straSné naro¢né, ale to je
smér...jako ktery prosté fekli jsme si ano, tahle filozofie je dobra. A ta tomu uciteli mize ty
kompetence dat. Proskolilo se osmdesat pét pedagogt.

Laslett: S vysledkem?

Respondent no. 1: Ted’ jsme méli v lednu, jak mame...setkani udrzitelnosti vzdycky jednou

za rok, protoZe to je dané témi podminkami projektu, tak...... nam se chtélo skoro brecet.
Vystoupila ucitelka jedna, kterd uci tady na xxxxxx Skole. Ona prosté€ ten systém ma
neskute¢né promakany.

Laslett: Mohu jenom vstoupit? V podstaté mi tikate, ze zpruhlednila nebo zpfistupnila
dokumentaci.

Respondent no. 1: Ona oteviela tu téidu, tu skolu prosté rodi¢tm, vefejnosti. Je to prihledny.

Kdykoliv kdokoliv mize pfijit, domaci ukoly nejsou jakoby povinné, kazdé to tfidé ma ve
tiidg...ma ve tfidé myslim jednoho autistu, jedno dit€ s lehkou mentalni retardaci, nejsem si
tim jista, ale...

Laslett: Takze vlastné inkluze?
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Respondent no. 1: Je to zkratka prifez takové té bézné tiidy, kde jsou déti, které potiebuji

velky stupen té podpory (zvoni telefon) a déti které jdou samy.

Respondent no. 1: Takze ukazovala tam, jak se ty déti hodnoti v prvni tfidé€, co jsou schopné

si jakoby zapsat. Je to...ona nejde po tom, aby ty déti ucila Cist, psat a pocitat, ona je od
zacCatku podle mé ptipravuje pro zivot. UCi se planovat, fesit problémy, pfemost'ovat to co se
uci do bézného Zivota, proste to je tak...My jsme na ni vSichni jenom hledé¢li...my vime, ze
je dobré, a my jsme ji poprosili, aby ten piispévek udélala pro ty kantory, co tam sedéli.
Laslett: A?

Respondent no. 1: (Oddychne si) Vysledek byl, Ze jedna kolegyné se ji zeptala: A jak dlouho

ucis, ze mas jesté tolik energie? Jo? Dalsi pani ucitelka: no jo, no, to ja to...ale kdyz prosté
nemaji ty nlizky a to lepidlo, no tak prosté nemtizou pracovat, pies nékteré véci prosté nejede
vlak. Takze jsme si fikaly, k ¢emu ro tedy bylo? Oni méli 14 dni intenzivniho vzdélavani od
docentky Pokorné, my jsme s nimi dalsi rok méli takové lektorské skupiny po deseti, kdy
jsme, kde to bylo prodchnuté psychologii...vyvojovou specialni pedagogikou, ptipravovali
jsme jim rizna témata, ktera jsme jim predavali, uc¢ili jsme se s tou metodou pracovat, a oni
byli hrozn¢ nadseny, vidéla jste, jak... jak chodili radi, a jak potom volali, jak se jim po tom
bude styskat...No ale kde to jako je? Je to teda o tom, ze se vratili do téch skol, kde je zas to
prostiedi semlelo, kde nemaji tieba, ja nevim, podminky pro tu svoji praci? Kam se to jako
vytratilo? Ted’ jsem jela na konzultaci do $koly a fikam, no, to je Feuersteinistka, to bude
super a ja jsem se prosté nestacila divit. Jako ja jsem se nestacila divit, no...tady piSou ve
zprave, ze to dit¢ ma ADHD, ale vzdyt’ ona je docela klidna...J4 jsem fikala, no pockejte, tak
ale projevy poruchy pozornosti to neni o tom, ze se vam dité...jenom Ze se jevi dité...ze se
vam jevi neklidné...tak si fikate, kde to vSechno jako je? ProtoZe my si opravdu myslime, Ze
jim...ja jsem si diiv myslela, naivnég, Ze jim (pedagogiim) mize pomoct vzdélavani. ..

Laslett: No, na to jsem se ptala.

Respondent no. 1: Jako Ze ta teorie je opravdu zéklad. Ze kdyz vim, kdyz mam informace,
tak jsem si jistéj$i. Kdyz mam, ja nevim, dit&, které...kde je podezieni na poruchu
autistického spektra nebo je takové dité, tak asi zacnu dé€lat to, Ze si o tom zacnu Cist. A
zacnu si to dité néjak jakoby diagnostikovat pedagogicky, protoze je x dotazil...prosté néco
zacnu délat, abych se tomu ditéti priblizila. N&jak se zacnu o tom informovat, shanét si

informace. Ale ja uz si to ted’ nemyslim. (Ze pedagogové pracuji timto zpiisobem)
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Laslett: No, ale neni to tim, Ze vy délate vylozen¢ specialni pedagogiku a ta uz je k tomu
doptedu predurcena, zatimco kdyz jdete studovat obor, néco specifického, a tohle (specialni
pedagogika) je prosté néco navic, néco, co se ve Skole moc neuci.

Respondent no. 1: Jako...ucite na zakladni Skole! Takze jako tam si s témi svymi obory podle

mé Clovek jako nemuze vystacit. Na zakladni Skole bude...jestli mu jde(uciteli) 0 to, aby to
ty déti naucil, tak ale musi védét, jaké deti uci. Ja tomuhle pofad nerozumim, ale to neni ani
na tom prvnim stupni. Oni prosté nemaji ponéti o téch specialné pedagogickych vécech a ja
se ptam, proc€ je to nedonuti se v tomhle sméru vzdélavat? Jezdi na rizné ty oborové
vzdélavani, biologie, ptirodovéda nebo literarni vychova, ale ja si myslim, ze tohle je pro tu
ty déti...jako, nevim, nékteré dité ma ten vyvoj nerovnhomérny, a co to s sebou nese. Ze kdyz
se mu nedafi ¢ist, ¢im by to asi mohlo byt? Ona takova ta zakladni specidlné-pedagogicka
diagnostika neni nic jakoby objevného nebo svétoborného.

Laslett: Ne, ale n¢kdy se stane, Ze ackoli se vam diagnostikovat dafi, mize se stat, Ze vdm to
pak v praxi stejn¢ nefunguje a musela byste ptiznat, ze vam néco nejde, ze néco nezvladate, a
to muze byt slozity krok pro mnoho lidi, ne pedagogti, ale kdyz to vezmeme z lidské stranky,
je to tézké.

Respondent no. 1: Ja si ale myslim, Ze pedagogové jsou takova trochu zvlastni skupina,

protoze oni uz jako z pozice, z postu toho svého povolani...my to...my se s tim moc ¢asto
nesetkavame, Ze by fekli: s tim si nevim rady. Oni vzdycky maji na v§echno...tomu ale ja
nerozumim, protoze ja si velmi €asto nevim ve své praci rady...

Laslett: No, ale vite, ono je to nékdy naro¢né, a kdyz si predstavite, ze pedagog bez
specidlniho vzdélani ma pokryt takovou skalu potieb. Vzdyt’ on ani nemusi védét jak. To vas

nékdy tak néjak semele.

Respondent no. 1: A ja si myslim, Ze ta inkluze v podstaté na spousté skol probiha a ja,
ja...nebo my jsme o tom piesvédceni, Ze ta mySlenka je dobrd, ale ty kantofi na to nejsou
viibec pfipraveni.

Laslett: Nejsou?

Respondent no. 1: Oni neznaji ani tu stavajici legislativu a to, na co fikate o téch

individualnich vzdélavacich planech, to je jako Gplna marnost, v naprosté vétSiné piipadi.
Laslett: Mzu se k tomu vratit?

Respondent no. 1: Ano.

Laslett: J4 to trochu zgeneralizuji. Kdo nese hlavni dil zodpovédnosti za tvorbu toho IVP?
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Respondent no. 1: Reditel.

Laslett: To znamena, Ze...

Respondent no. 1: Reditel zodpovida. ..

Laslett: Za to, ze tfidni ucitel, ucitelé jednotlivych pfedmétt sepiSou IVP, piedaji to fediteli,
on to podepise (pani doktorka pritakava), tim padem je zodpovédny za co? Za to, ze je
napsany nebo za jeho...

Respondent no. 1: No m¢l by byt v podstaté zodpovédny za jeho napliiovani. ..

Laslett: To znamend, Ze by tedy feditel mél konzultovat s jednotlivymi uciteli, kterych se to
tyka, néjaky vyvoj, realizaci...

Respondent no. 1: Je to na systému $koly. Mame jeden dobry ptiklad z praxe, kde leta letouci

pracuje $kolni specialni pedagog, nase byvala kolegyné. Ta uz to dovedla k takové...od doby,
kdy jim ty IVP psala ona, tak je to ted’ tak, Ze se z toho IVP stal skutecné jakysi pracovni
material. Coz by tak mélo byt.

Laslett: Tak by to mé&lo byt.

Respondent no. 1: A je tam i kolonka pro konzultace nebo pro zapis z konzultaci s rodi¢i pii

rodi¢ovskych schiizkach, je tam kolonka, kdy my vyhodnotime ten individudlni plén a s témi
pedagogy o tom ditéti hovotime. Takze uz jsou tam zaznamy jednak tady z téch konzultaci

s rodi¢em, s nami. Jsou tam zanesené zmény, co je jinak s tim ditétem, tfeba konkrétné v tom
pfedmétu, co se nam podafilo a na co se tieba zaméfit. Ze u se to trosku jako zadina...zagina
to mit jakoby smysl, tenhle papir...

Laslett: Myslite, ze to je tim, Ze to je specidlni pedagozka?

Respondent no. 1: (rezolutné) Ano...ano...ano

Laslett: Pochopila jsem z naseho rozhovoru spravné, Ze vase komunikace s rodic¢i je na dobré
urovni?

Respondent no. 1: Jo! (rezolutné)Jako vite co, my se snazime tém rodi¢im dat podporu, ale

ja...ja tieba feknu mamince, ktera tu je...ptijed’te tteba odpoledne, kdyZz parkrat ptijedete, ja
si myslim, Ze se nékam pohneme, kdyZ tady u toho budete sedét...
Laslett: Takze vase komunikace s rodi¢i dobra, a co vase komunikace s uciteli?

Respondent no. 1: My se snazime...my se snazime se s tim ucitelem domluvit, abychom se

dobrali k nécemu, ale velmi ¢asto to vnimame jako, prosté, ze se nam to nepodatilo. Ze on

jako nevi, on nam nerozumi, co my tomu chceme fict.
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Laslett: Kdyz nechce nebo neumi komunikovat pedagog, tak je nad nim n¢kdo, kdo musi
kontrolovat vystupy, obecné...feditel...tedy, kdyz nemizete komunikovat s ucitelem,
obracite se na feditele?

Respondent no. 1: My musime.

Laslett: A? Ta komunikace je zpétna? Je tam néjaky feedback?

Respondent no. 1: No...hmm

Laslett: Co komunikace s rodiéi...uéitel-rodic?

Respondent no. 1: Ta komunikace s rodi¢i podle mé jako taky neni dobra, protoze oni, na

jednu stranu slysite, ze oni ale doma nic nedé¢laji, to je porad dokola, tak to kolegyné n¢kde
cetla n¢jakou préci, Ze GspéSnost nasich déti (ve skole) je vyrazné zavisla na mite podpory ze
strany rodiny, to znamena, ze détem se dafi, kdyz s nimi doma makaji rodice. (smich)
Laslett: A sm¢jete se ted’ pro¢, Ze to tak je?

Respondent no. 1: Ze to tak je!

Laslett: Vi zak osmé, devaté tfidy, co to je IVP? Vi, ze je podle n¢j vzdélavan? Vi, co se
vlastné d¢je?

Respondent no. 1: Ja myslim, ze ve vétSin¢ piipadu to tak neni. My se tady snazime to

vysvétlit rodicim i t€ém druhostupfiovym détem urcité, protoze oni ti druhostupiiovi jsou uz
velmi zdatni v tom, kdy si feknou, jaky styl prace jim vyhovuje, kde jim to moc nejde.
No...to je hrozné dobré, protoze vy se mizete o tom bavit, kdyz vidite to dité i profil toho
psychologického vysetieni, takze kdyz to kolegyné sejme vlastné ten test a potom pii
konzultaci mu ukazuje ty vysledky a fika: vidis, tadyhle se ti dafilo v tom a tom, a to je véc,
ktera je vazana na tvoji dobrou prostorovou orientaci nebo zrakovou percepci pomuze ti pii
uceni, kdyz si budes vytvaret schémata, grafy...mySlenkové mapy a podobné. Takze to dité
uz tu n€jakou informaci dostava, jenomze ono potiebuje, aby to doklaplo, aby...aby ta Skola
s nim jednala tpIné stejné. Rict: podivej se tady, v mém predmétu, tak takhle to vidim ja,
zkusime to ud¢lat tak a tak, jak se ti v tom bude dafit...to podle m& neprobéhne

Laslett: Vy dostavate ty vytvorené IVP k ruce, mate je kontrolovat?

Respondent no. 1: No samoziejmé.

Laslett: Setkala jste se n€kdy s tim, Ze v IVP je n&jakym zpiisobem zapracovan postoj zaka,
jeho vlastni styl u¢eni nebo jinym zptisobem vyjadiena spoluprace s zakem osobné?

Respondent no. 1: Ne, ne...ne, ne...

Laslett: Jako jesté nikdy?

Respondent no. 1: No, jako...ne. Tam je prosté co se bude v jednotlivych pfedmétech délat.
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Laslett: A myslite si, Ze by to méla byt soucast?

Respondent no. 1: No ale, vzdyt’ o ni¢em jiném to neni!

Laslett: A setkala jste se n€kde s tim, Ze by v IVP byla znat spoluprace s rodi¢em? Né&jaké
navrzen¢ postupy, nebo urcend ¢innost, kterou bude vykonavat rodi¢ nebo navrhuje rodic?

Respondent no. 1: Je to tam tfeba napsané, jakou formou bude, ale ja to ve vétsiné piipadd

vnimam jako formu, v devadesati procentech ptipadu, jsou individudlni vzdélavaci plany
formalni zalezitost.
Laslett: Kterou vytvofi?

Respondent no. 1: Kterou vytvoii pedagogové, né¢jak to vytvoii, nechaji to vypodpisovat a

zalozi to, az ptijde inspekce, aby to bylo v potadku.
Laslett: A zda se vam normalni, Ze inspekce pfijde a v poradku to je?

Respondent no. 1: No, to je dalsi véc, Ze...tak.

Laslett: Jsou uéitelé dneska pripraveni vytvofit a realizovat ten individualni vzdélavaci plan?

Respondent no. 1: No, bez znalosti n&jaké. . .jak fikam...vyvojové psychologie, specialni

pedagogiky...ale 1 znalosti legislativy, ramcovych vzdélavacich plant, které davaji zase
uciteli moznost zménit ty o¢ekavané vystupy tteba, kdyz je to potieba...tak to jako nedaji.
Laslett: Muze ucitel, kdyz ma za ukol vytvofit IVP a fekne si: ja nevim jak na to, mize pfijit
sem za vami?

Respondent no. 1: Mtize. Anebo je to i ta otazka téch naSich konzultaci na $kolach. Jsme tam

pro to, védi to.
Laslett: TakZe tu podporu od vas mize mit?

Respondent no. 1: Dostane. My mu ji musime poskytnout.

Laslett: Dokéazete odhadem fict, jak €asto se vadm to stane, ze ptijde pedagog a potiebuje radu,
pomoc?

Respondent no. 1: Malokdy. VétSinou jde ta iniciativa z nasi strany. Napfiiklad v pfipad¢,

kdyz jde dité, které je u nas dlouhodobé vedené, kdyz piechdzi na druhy stupeni, v tom
pfipadé se nam osvé&dcuje to, Ze na konci prazdnin, v pfipravném tydnu nebo hned na zac¢atku
Skolniho roku pozaddme o setkani vSech zucastnénych pedagogii, ktefi to dit€¢ budou ucit a

S nimi potom konzultujeme jednak projevy toho ditéte, to, co miizou ocekavat...abychom to
dité ptiblizili v tom obrazu a v téch potiebach. To, co on potiebuje. Tak to se jako osvédcuje.
Neni to ale béZznd praxe, je to u déti, u kterych se obavame, Ze by mohl nastat problém. Bézna
praxe to opravdu neni, protoZe to je nezvladnutelné.

Laslett: Kolik u¢itelti angli¢tiny potiebuje pomoct s tvorbou IVP?
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Respondent no. 1: Nevim...nase kolegyné, ktera déla anglictinu, usporadala vlioni metodicky

kurz, to by vdm musela fict ona. Nevim. Ale ani od nds, co mame ostatni Skoly na
starosti...ze by tam néjaka iniciativa, néjaky dotaz ze strany pedagoga byl, jak s IVP
v angli¢ting, to jsem Se tedy fakt s tim nesetkala.

Laslett: S individualnim vzdélavacim planem by se mélo pracovat v priab&hu roku...

Respondent no. 1: On v podstaté to muze byt jeden otevieny material, do toho se

muze...kdyz platnost posudku je na dva roky, pro¢ ten individual vypracovavat znovu, ze jo?
Laslett: Ja myslim, ze se musi vypracovat na zacatku kazdého Skolniho roku.

Respondent no. 1: Podle mé stadi. ..

Laslett: Jak casto kontrolujete IVP na Skolach?

Respondent no. 1: Jednou za rok. Ale podle mé staci, pokud se za to napise skolni rok 15/16,

a aktualizovat ho. A mizeme navazovat na to, co bylo v lofiském roce.
Laslett: Stava se, Ze se IVP neméni. Ze je i formou stale stejny?

Respondent no. 1: Ano.

Laslett: Je to bézna praxe?

Respondent no. 1: Velmi ¢asto...je...no, myslim si, Ze se to trochu zlepsilo...my jsme pak uz

odmitali ty IVP podepisovat. Rikali jsme si, Ze to neni mozné. Kde byly stale stejné...no byla
tam i stara data...vlibec je nenapadlo ani...ten individual je proto, aby si to tam mohl
(pedagog) rozlozit, zapsat, co to dité zvladlo, pro to to je! Pro to by mél IVP byt. Aby se
zaznamenavaly 1 ty posuny, protoZe pokud na to dité n&jak pisobim, tak tam néjaky posun
byt musi...

Laslett: Jak jsou vnimany nebo chapany nebo jesté 1épe zpracovavany zpravy z PPP ucitelem

nebo nékym, kdo tvoti IVP?

Respondent no. 1: Pedagoga zajima ptedevsim doporuceni. Ta doporuceni velmi ¢asto byvaji
hodné podobnd, co chcete vymyslet jiného... Jsou viceméné obecn4, ta doporucenti, ja bych
spi$ apelovala na to, aby si vic precetli tu...jakoby tu zpravu, ten popis toho psychologického
vySetfeni.

Laslett: Setkali jste se n¢kdy s tim, ze by se od uéiteld vratila informace: ja nevim pro¢
bychom vytvareli IVP né&jak, kdyz zpravy z pedagogicko-psychologické poradny, které nam
chodi, jsou v podstaté vSechny stejné?

Respondent no. 1: No, spise, Ze jim to nepomohlo. Urcité...nepomohla jim ta nase zprava. To

doporuceni. Hmm
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Laslett: Mate tedy néjaké indicie od pedagogii, Skoly, nebo jak si pfedstavuje rodic, ze by ta
zprava nebo to doporuceni mélo vypadat, aby jim pomohlo?

Respondent no. 1: No rodi¢ vétSinou odchazi uspokojeny, protoze tu situaci néjak probereme

a navrhneme néjaka opatteni, ale to je pfesné o tom...Vy to néjak napisete a n¢jak si to
myslite, kdyz to piSete. My se snazime velmi Casto jim i to, co jsme napsali n¢jak vysvétlit,
n¢jak jim to predat, ale tam si myslim, Ze uz...tam uz si velmi ¢asto nerozumime. Protoze oni
(pedagogové) nedokazou...tak je tady né¢jaké doporuceni a ten ucitel fekne: tohle a tohle ja
prosté délat nemizu, jak ja bych to v té€ hodin¢ stihal? Ale jestli by nebylo dobré se nad tim
zamyslet, jak by to mohlo, nebo co by se dalo zménit. To nejsou véci, které jsou zavazné, to
jsou né&jaka doporuceni. My nemame Sanci napsat ta doporuceni konkrétni, protoze my s tim
dité¢tem v téch hodinach nepracujeme. Ale je to n¢jaké otevieni toho, co ten ucitel uz dal

S témi informacemi néjak udéla. Rozumite?

Laslett: Jakou mate predstavu o komunikaci tykajici se [IVP? Kdo vSechno by s tim (IVP) mé¢l
pracovat, kdo by mél komunikovat?

Respondent no. 1: S tim IVP?

Laslett: Hmm

Respondent no. 1: No vsichni uditelé, ktefi s tim ditétem pracuji, Skolni specialni pedagog,

pokud je, Skolni psycholog...my pak urcité pti konzultacich s pedagogy mizeme nad tim
planem sedé¢t, fikat si co je funkcni, budou prichazet napady, co by se dalo udélat jinak, co by
se dalo tfeba zménit.

Laslett: A co rodi¢ a zak?

Respondent no. 1: Rodi¢ samoziejmé...rodi¢, ten o né¢ho (IVP) zada.

Laslett: No, 7zada a také ten individualni plan potom podepisuje, ale z praxe vim, Ze to timto
mnohdy kondi...

Respondent no. 1: No ale je tam ta slozka ,spoluprace s rodiCi zase to je...jak? Jak? Zanést

to tam, jak bude probihat ta spoluprace. To znamena4, co ja po tom rodici budu chtit?
Samoziejmeé v ramci jeho moznosti. Jak si tu spolupraci nastavime. To v§echno jako by tam
mélo fungovat. VSechno by tam mélo byt zanesené. Ale aby to fungovalo, aby to bylo reélné,
7e jo. Ze se napiiklad jednou za étrnact dni sejdeme, vyhodnotime to, co se nam podafilo, co
ten rodi¢ ode mé& potiebuje, co ja bych naopak potieboval od rodice, jestli by nemohl to a to
udé¢lat...Tak to si myslim, ze pak ten rodi€ si tam nepfipada jako na trestné lavici, ze tam do
né¢ho nékdo tepe, ale je to o komunikaci. Vite, ale to se stale to¢ime dokola. To je vSechno o

téch pedagogickych kompetencich. A lidskych.
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Laslett: No, koukam, ze bychom mély konc¢it pani doktorko, moc vam dékuju za vas ¢as a
podnétny rozhovor.

Respondent no. 1: Ja jsem rada, ze mohu hovofit s nékym z druhé strany o tom, co nas trapi.

Pokud budete mit né¢jaké dalsi otazky, klidn¢ se ozvéte.

Interview 2.:

1. 3. 2016 - Respondent no. 2 — the pupil A —class 9

= 74k prospéchové mirné podprimér, v anglickém jazyce vysledky od pfechodu na
druhy stupen hodnoceny dostate¢né, stejné tak ¢esky jazyk, matematika, déjepis

» Potvrzena SPU — dle zpravy PPP tézka specificka porucha uceni — dyslexie
(oslabena oblast vykonu i porozuméni), dysgrafie, dysortografie (oslabené
specifické funkce — vizualni diferenciace/auditivni vnimani slov), oslabeni vizuo-
motorické koordinace

* Sluchové kratkodoba pracovni pamét’ vyraznéji oslabena

= Slovn¢ pohotovy, pruzny (pifevazné slovné nadany)

Laslett: Takze jesté jednou, prvniho tfeti, ja se jmenuji Laslettova a pfisla jsem si s tebou
popovidat o tom, jak se ti u¢i? (smich)Ty se jmenujes XXX, to jsem pochopila, v devaté tiide
jsi, uz pravdépodobné vis, kam pujdes na stiedni §kolu nebo kam chces§ sméfovat?

Respondent no. 2: Hmmm, nooo, piijdu do Prahy na kamnare.

Laslett: Do Prahy? Jak dlouho vi$, Ze chces jit tam?
Respondent no. 2: Do Prahy?

Laslett: Hm

Respondent no. 2: Tyjo asi...no...asi ¢tvrt roku mozna....

Laslett: Jo, takze to je Cerstvé rozhodnuti v podstaté...tak ja zacnu tim, Ze t€ troSku malinko
vyzpovidam v takové oblasti, kterou bys mé&l byt schopen, proto jsem si vybrala vas, starsi

kluky, se zhodnotit sam. A protoZe jsme ve Skole, tak by mé zajimalo, ktery pfedmét té tieba

bavi?
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Respondent no. 2: Co mé bavi? Tak tieba, hm, no, tak jako bavi mé matika i kdyz teda nékdy,

n¢kdy, nevim vo co se vibec jednd, ale bavi m¢ matika aaaaaa, no a télék a to je asi
vSechno...
Laslett: Co, jiné pfedméty, jako tieba jazyky? Co jazyky?

Respondent no. 2: To jee hriza.

Laslett: V ¢em je to tak straSna hrtiza?

Respondent no. 2: Naudit se slovicka, asi, no

Laslett: Ty uz jsi mi ted’ka dospél asi pravdépodobné k anglicting?

Respondent no. 2: No no no

Laslett: Takze slovni zasoba?

Respondent no. 2: Slovni zasoba, no, a, vono vlastné se naucit vSechno tak néjak vyslovovat

a takhle. Jakmile se to vyslovuje upln¢ jinak, tak je uplnég...pro mé néco hroznyho.
Laslett: A piSete pisemky hodné&?

Respondent no. 2: Jo. No, né hodné. Asi jednou, dvakrat mési¢né. .. .tfikrat mozna...

Laslett: Jo, jasn&. A v anglicting, kdyZz, kdyZ mate néjaké testovani nebo prosté néco, kdyz
piSete slovicka nebo...ja nevim...nebo néjaka cviceni nebo...nebo prosté jakym zpiisobem
jsi hodnoceny v angli¢ting€? Z ¢eho? Jsi zkousSeny ustné nebo pises slovicka nebo piSete testy
vS$ichni, nebo?

Respondent no. 2: Piseme testy a jako by kdybych ja se ucitelky zeptal, jestli m¢ vyzkousi

ustné, tak mé vyzkousi, ale tak ja pak, kdyz pisu tu pisemku, tak v lavici ja si to vSechno
rozmyslim, co mam dé¢lat...no

..Smich...

Laslett: Pisemky piSete, jakého typu, doplnéni tfeba, nebo ...?

Respondent no. 2: Doplnéni slov a jesté ty...hmmmm, ted’ si nevzpomenu, jak se to

jmenuje...jakoZe opravovani toho...
Laslett: Jo, Ze tam je chyba a vy ji mate najit.

Respondent no. 2: Jo, jo, jo

Laslett: A gramatiku zvladas jak?

Respondent no. 2: Bidné.

Laslett: Takze kdyz d¢€las ten test, piSeS pisemku, mate tam pravdépodobné test zaméteny na
to, jestli ovladate pouzit, dejme tomu...minuly ¢as...bude to zamétené na minuly Cas, takze
tam mate néjaky text, jsou tam néjaka slovesa a vy to mate né¢jak zménit

Respondent no. 2: Jo, upravit
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Laslett: To zvladas jak?

Respondent no. 2: Da se...jako...da se Fict, Ze to, to jeste jde, ale spis tipuju, ale....

Laslett: A vis, co délas v tu chvili?

Respondent no. 2: Umim jakoby...vim jakou koncovku tam tieba doplnit, ale nevim, jestli to

je dobfe, protoze vono, japak, me se motaj tfi koncovky do sebe a ja pak nevim jakou tam
doplnit...takze to je upl...

Laslett: A je to porad...ted’ se bavime ale o pisemkach a existuje n¢jaky nahradni, pro tebe
zkouseni, které bys tedy jako mohl Gstné¢ zvladnout, ted’ se bavime tfeba konkrétné o
gramatice. Jak probiha takovéhle zkouSeni?

Respondent no. 2; Ustni?

Laslett: Hmm

Respondent no. 2: Normaln¢, no, tak, vyvola si mé k tabuli Ze jo, a zacne se mé ...tfeba ze

slovicek...zacne se me ptat na slovicka, tieba...... v...anglictin€ a ja ji to feknu Cesky. A
tieba...ja nevim kolik mi jich da, tfeba patnact. To je, jakoze na ...kdyZ piSem ze slovicek test
a m¢ se nepovede, tak se ji, tak ji poprosim vo to, jestli by mé nevyzkousi, tfeba...ja nevim,
druhej den a ...a tak kdyz mé vyzkousi, tak ja se to n¢jak pokusim naucit, a kdyz se to
naucim, tak dostanu lepsi znamku.

Laslett: A ucis se samotna slovicka nebo se je uci$ v néjakém kontextu, abys védél, kam je
potom zaradit? Nebo jenom samostatné, kazdé slovicko zv1ast™?

Respondent no. 2: Asi............ dlouhé ticho...kazdé slovicko zvlast

Laslett: Jakym zptuisobem se je ucis?

Respondent no. 2: Ja...eeee...z ucebnice tieba mame celou lekci, tak ja si tfeba dam.... sedm

slovicek, ty se nau¢im, pak se nauc¢im dalSich sedm....
Laslett: Kam si je das? Jak si je...co si s nimi das...jak to ud¢las?

Respondent no. 2: Jenom si je ¢tu.

Laslett: V té ucebnici?

Respondent no. 2: Hm, jo...¢tu si je anglicky, ¢esky, dam si sedm, ty se nau¢im, jak si je

opakuju, pak si dam dalSich sedm a takhle se nau¢im celou...lekci...a pak ...jakoze
znova...pak uz si to ¢tu v§echno...
Laslett: Zadny slovnitek? (vrti hlavou, Ze ne) nepouzivas, nepises si...karticky?

Respondent no. 2: Ty jsem si psal...ale...to...na chemii ale, to, kdyZ jsme se ucili znacky...

Laslett: Vis, pro¢ jsi zacal jezdit do poradny?
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Respondent no. 2: Hmm, no kvili ty dyslexii, dysgrafii, dysortografii a tomu co mam

vSechno...to furt mé nesla anglictina, Cestina....
Laslett: Ty vi§, co je dyslexie?

Respondent no. 2: To je porucha...no...zase se m¢ motaj vSechny tfi...myslim si Ze to je

porucha psani....

Laslett: Rika ti ndco individualni vzd&lavaci plan?

Ticho... premysli

Laslett: dokazal bys z toho odvodit, co to je? Individualni vzdélavaci plan?

Respondent no. 2: Ja si pod tim dokazu piedstavit, jako Ze...se to ucit...s...si myslim ze

s dopomo...s n€kym jakoZze, kdo mi to bude pfediikavat...néco jako ucitel...sméje se
15 min.38 s. nahravani preruseno z ditvodu prestavky
Laslett: A vy pfi angli¢tiné mate n&jaké texty na ¢teni?

Respondent no. 2: umh

Laslett: A co d¢las, kdyz mas v angli¢ting text ke ¢teni?

Respondent no. 2: Kdyz mam text na ¢teni v angli¢ting, tak ho piectu, ale...horsi je ho

prelozit.
Laslett: No, ale pokud mate jako préci si néco precist a pak néjaké ukoly spojené
S porozuménim textu tak jak s tim textem pracujes?

Respondent no. 2: hmmmmm

Laslett: Pracujete s u¢ebnici nebo s né¢jakymi jinymi materialy?

Respondent no. 2: No tak my ucebnice...uceb...v ucebnici mame, z uéebnice nam pani

ucitelka tiskne ty, cvi€eni, ale...to Cteni, to je...dokazu to precist, ale horsi je tomu jako...

rozumét, NO...rozumim asi jenom tieba....
Laslett: M43 jinak upravené texty neZ ostatni ve tfidé?

Respondent no. 2: Jak jako?

Laslett: Tteba zkracené nebo zvyraznéné texty?

Respondent no. 2: hmmm, ne, asi ne.

Laslett: Chtéla bych se zeptat, jestli vi§, jakym zpiisobem se ti u¢i nejlip? Co potiebujes
k tomu, aby sis zapamatoval, co se ucis?

Respondent no. 2: Opakovat si to...

Laslett: Pisete n¢jaké pisemky, jako Ctvrtletky?

Respondent no. 2: No, ¢tvrtletky a...jako jo...to se...to se u¢im znova...

Laslett: A tvoje ctvrtletka vypada formou stejné, jako dostanou tvoji spoluzaci?
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Respondent no. 2: Myslim Ze jo.

Laslett: A mas na to vic ¢asu, nebo?

Respondent no. 2: No, tak ¢asu na ¢tvrtletku, to je cela hodina, takZze mame stejné.

Laslett: Nemas tieba prestavku navic nebo nestanes n¢jaké informace doptedu, aby ses mohl
piipravovat, nebo dostanes to co ostatni?

Respondent no. 2: Noo, hmmm doptedu...no prosté to, co ostatni no.

Laslett: Rikal jsi, Ze slovitka piSete.

Respondent no. 2: No.

Laslett: Co ti déla vétsi problém, kdyz slovicka pani ucitelka nadiktuje ¢esky a vy je mate
psat anglicky nebo naopak?

Respondent no. 2: Co mi déla vétsi problém? Kdyz je nadiktuje Cesky.

Laslett: A vy je mate psat anglicky.

Respondent no. 2: Jo

Laslett: Vyuzivas néjaké webové stranky, které by ti mohly pomoct s vyukou anglic¢tiny nebo
slovicek obecné?

Respondent no. 2: Ty jo angli¢tinu ne. Ne.

Laslett: Nenapadlo té to, nikdo ti nic takového neukazal?

Respondent no. 2: To...m¢ nenapadlo...

Laslett: A n€kdo t€ na néco takového neupozornil?

Respondent no. 2: Myslim, Ze jo, ze jsme dostali cédécko dokonce, ale ...... ne

Laslett: A stalo se ti nékdy ze.... Budeme se ted’ bavit konkrétné jenom o angli¢tiné...v
prabéhu od té treti tfidy, a j& nevim, jestli si vzpomenes nebo nevzpomenes, zkus to, ale
...jestli se ti nékdy stalo, Ze se ti néco...podafilo naucit, Ze t¢ to 1 bavilo v tom jazyce, Ze ti
néco §lo? N¢&jaka latka, Ze té to tfeba bavilo tematicky nebo Ze se stal moment, kdy to
vypadalo, Ze néco jde, Ze to jde, ze by to Slo...stalo se ti to n¢kdy?

Respondent no. 2: (velmi pohotové) To bylo asi v paty tiidé, kdyz jsem, kdyZ jsem se naugil

ten, rozhovor a m¢l jsem ho piednaset pred tabuli a ja jsem se naucil rozhovor a pak jsem
veédél 1 jakoze ja jsem mél jednu, jednu piilku a kamaradka méla druhou no a tu vona
zapomnéla a ja jsem z nakyho divodu to to, nak me to doslo, Ze j& jsem se ...skoro...naucil i
tu druhou, tak ja to, co vona neuméla, jsem ji jeste radil a to mé bylo docela piijemny
(usmiva se)....no, akorat, ze pak uz to Slo zase dold....
Laslett: Vratime se k individualnimu vzdélavacimu planu, podle kterého se tady vzdélavas.
Vidél jsi nékdy takovy plan?
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Respondent no. 2: Jako...no...mozn4, ale nevim o tom.

Laslett: V ramci angli¢tiny, vyhovuji ti vS§echny materialy, se kterymi pracujete, rozumis jim?

Respondent no. 2: No jakoze tfeba kdyz si ¢tu ten...nadpis u...néjakyho cviceni co mame

délat, tak tfeba nad tim ptemyslim, tfeba chvili, tfeba dvé minuty a pak se radsi zeptdm
souseda, protoze nevim, jestli co, co to znamena.
Laslett: A dostavate domaci ukoly v angli¢ting?

Respondent no. 2: No moc ne...

Laslett: A dostavali jste diiv? Tteba v pracovnich seSitech nebo tak...

Respondent no. 2: Jo

Laslett: Stalo se ti n€kdy, zes priSel domd, ted” jsi mél pracovni sesit a nevédels, co vlastné
mas délat?

Respondent no. 2: No to ne, protoze mamka umi docela dobie anglicky nebo nevim, jestli to

uz nezapomnéla, ale vim, prosté, kdyz jsem se ji zeptal, tak mi fekla co mam d¢lat a jesté mi
u toho pomohla.

Laslett: Takze tobé pomaha podpora doma. Ty mas doma nékoho, kdo ti pomaha. Kdybys
nemél mamku, kterd umi anglicky...tak

Respondent no. 2: Tak bych byl...no nevim, jak to fict, tak bych byl upIné v loji...smich

Laslett: Jeste se zeptam, protoze pracujes$ podle individualniho vzdélavaciho planu, coz je
material, se kterym se da celoro¢né pracovat, chodis nebo hovofti s tebou nékdy vyucujici
anglického jazyka, jak ti to jde, jaky délas pokrok, co bys potieboval, co bys nepotieboval?

Respondent no. 2: Nooo, myslim Ze...myslim, ze ne. Nebo, no...ne. Mozna, mozna naposled

vvvvv

to jsme méli pani ucitelku...ted’ si nepamatuju méno jedny a pak jsme méli XXXXXX ta
ted’ka uci na gymplu, a ta se me ptala, co by mé, co by mé, co by se mé...co bych potieboval
k tomu uceni a takovyhle...

Laslett: M¢l jsi n€kdy ve vyuce anglictiny moznost si pouZivat folie na zvyraznéni textu,
cerveny, zluty, modry, zeleny?

Respondent no. 2: V angli¢ting?

Laslett: Hm. Nebo v ¢estiné, to je jedno. Setkal ses s tim n€kdy? Nebo tieba texty v jiné
velikosti nebo jiny druh pisma?

Respondent no. 2: Jakoze tfeba u referata?

Laslett: Ty jsi psal referat v anglicting?
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Respondent no. 2: No...pockat....myslim, jo...jo to bylo...to sme méli napsat asi stopadesat
slov vo nécem...

Laslett: Anglicky? Jak se ti psalo?

Respondent no. 2: Jezzz, to bylo...no ale mamka pomohla...

Laslett: Mamka?

Smich

Respondent no. 2: No, protoze....

Laslett: Védél jsi, co tam je v tom?

Respondent no. 2: No...az kdyz mé to fekla vo ¢em to je, tak jsem to veéd¢l...jinak viibec

Laslett: Tos mél jako pfednést nebo jenom odevzdat?

Respondent no. 2: Jenom vodevzdat. To, kdybych to mél prednaset, tak bych dostal kouli.

Laslett: A dostals za to znamku?
Laslett: Jakou tedy ma pro tebe hodnotu ta ¢tyika v anglic¢tiné? Zda se ti normalni?

Respondent no. 2: Jo. Tu mam tradi¢né. Protoze, ja.... po ¢tyfku to uz beru jako jednicku...se

da tict...jakoze kdyz dostanu trojku, jsem uplné rad. Hmmm, mozna vod paty tfidy, protoze
jauz v paty tfide jsem mél, bych fek, tak ¢tytku. To uz jsem byl...to uz jsem myslel, Ze
moznd neprojdu, ale...ale idk sem to dotéh, no...ted’ mam kolikrat problém se naucit
slovicka za tejden...

Laslett: Ja to jenom shrnu, vi§, Ze jsi vyucovan podle individualniho vzdélavaciho planu?

Respondent no. 2: Ano

Laslett: Kdo t€ s nim seznamoval?

Respondent no. 2: Ta pani v tom, na ty pedagogicko-psychologicky poradné.

Laslett: Co ti poméha, kdo ti nejvic pomaha pii uceni?

Respondent no. 2: No tak rodic¢e. Nebo rodice...mamka, tatka ten anglicky neumi...

Laslett: M¢l jsi n€kdy moznost se ke svému individudlnimu vzdélavacimu planu vyjadrit?
Rict, jestli ti vyhovuje?

Respondent no. 2: Jo. Tooo jo, to si pamatuju.

Laslett: A komu ses vyjadioval? S kym jsi ho probiral?

Respondent no. 2: S tou pani z pedagogicko-psychologické poradny.

Laslett: Zase?

Respondent no. 2: Jo

Laslett: A co tady ve skole? S né€kterymi vyucujicimi jste se o tom bavili, jak by se tieba dalo
pracovat 1épe? V tom predmétu, ktery ti tieba nejde?
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Respondent no. 2: ..................... neodpovida

Laslett: Jesté se zeptam, jako moc velkou pomoc vidis ve skole.

Respondent no. 2: Jako od uditelu?

Laslett: Hm, nebo od spoluzéakti, obecné...jestli vidis né¢jakou pomoc a v cem?

Respondent no. 2: VV matice.

Laslett: Vasku, ja ti moc dékuju za rozhovor a pfeju moc stésti na dalsi skole!

Respondent no. 2: No, taky dékuju.

Interview 3.:

1. 3. 2016 - Respondent no. 3, the English Teacher

Laslett: Dneska je prvniho bfezna, ja jsem Laslettova, vy jste pani ucitelka XXX.

Respondent no. 3: Ano.

Laslett: Dobfte, vy tady ucite anglictinu.

Respondent no. 3: Ano

Laslett: Kdybyste byla tak hodna a fekla mi, jaky mate vystudovany obor?

Respondent no. 3: Vystudovanou mam angliétinu, zemé&pis pro zakladni $koly.
Laslett: Jak dlouho ucite?

Respondent no. 3: Vloni to bylo dvacet let. Noo, dlouho smich

Laslett: Za téch dvacet let jste urcité musela ucit déti s néjakou vyvojovou poruchou uceni.

Respondent no. 3: Samoziejme.

Laslett: Samoziejmé, to znamend, Ze jste pro né ziejmé vypracovavala individualni

Respondent no. 3: vzdélavaci plan

Laslett: Vzpomenete si, jak moc jste byla pfipravena z fakulty na tuhle ¢ast vzdélavani. Ze
budete muset vypracovavat dokument nebo material, ktery... (nestiha dorict)

Respondent no. 3: Tak ja jsem studovala v podstaté na ptelomu nebo zacatkem devadesatych

let, kdy se to vS§ecko meénilo...vSecko to bylo jesté takovy divoky, takze...ja jsem
samoziejm¢e ze Skoly dostala néjakou...takovou ptedstavu, ze existuji déti, které maji urcité
poruchy, ale stejné takovou tu praktickou, praktickou véc si ¢loveék musi potom Vv podstaté
V pritbéhu, v pribéhu prace potom najit sam. Takovou tu cestu, kterou k tém détem bude

pfistupovat. Samoziejme jsem absolvovala nékolik Skoleni potom, takovych téch, na které
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jsem se chtéla prihlésit a ktery jsem védéla, ze mi k né€emu budou. Takze, timhle tim
zpusobem.
Laslett: Ta Skoleni se tykala?

Respondent no. 3: Ehm, no, byly to Skoleni pro dyslektické déti nebo déti s poruchami uceni.

Laslett: Probéhlo néjaké skoleni nebo prosla jste né€jaké, které by se tykalo konkrétné tvorby
IVP a jeho vyuziti?

Respondent no. 3: P¥imo individualniho planu ne.

Laslett: Setkala jste se n¢kdy s nabidkou takového skoleni?

Respondent no. 3: Ja abych pravdu fekla, tak jsem je ani nevyhledavala, tak nevim.

Laslett: Ne. M¢li jste na fakulté néjaky predmét, ktery by se tomu vénoval? Myslim praci
s dyslektickymi studenty nebo détmi?

Respondent no. 3: To rozhodné ne.

Laslett: Jak casto pracujete nebo jak ¢asto tvotite [VP?

Respondent no. 3: V podstaté...my je mame udé€lany jako pro tfidni ucitele s tim, Ze

pochopitelné spolupracuji s uciteli jednotlivych pfedméti, no a potom je vzdycky
prodluzujeme. Takze dé se fict, Ze spolupracuju kazdy rok s témi novymi...novymi zaky
Z téch Sest’akd s tvorbou individualnich plant, ale neni to néjaky jako...aaa...jako ze bych
vypracovavala individualni plan cely j4, to ne.

Laslett: To je jasné, ale anglictiny se to ur€ité tyka. Vy jste tady tfi anglictinaii?

Respondent no. 3: No.

Laslett: Kdyz d¢€late individualni vzdélavaci plany, spolupracujete néjak spolu? Domlouvate
se na n¢jakych metodach nebo na systému prace?

Respondent no. 3: Ja myslim, Ze uz ty metody mame v celku domluveny, Ze ne.

Laslett: Hm

Respondent no. 3: Ze uz to neni potieba. Tak, abych to uvedla na spravnou miru.

Laslett: Kdyz jste tvotila novy individualni vzdélavaci plan, vite, jaka je posledni vyhlaska,
kterd nam urcuje tu tvorbu IVP?

Respondent no. 3: No to netusim, ale ja...nezabyvam se tim, nejsem ani vychovny poradce

nebo Clovek, ktery by mél na starosti reedukaci, takze se tim n€jak dopodrobna nezabyvam.
Laslett: Kdyz ho vypracovavate, mate k ruce pravdépodobné néjaké vystupni hodnoceni
z pedagogicko-psychologické poradny

Respondent no. 3: Samoziejmé

Laslett: A PPP sem jezdi kazdy mésic.
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Respondent no. 3: No, asi pfiblizné.

Laslett: Konzultujete s nimi n¢kdy?

Respondent no. 3: Konzultujeme s nimi docela ¢asto...jsme konzultovali individualni

vzdélavaci plany nebo potom, i pokud je potieba nejen teda déti, ktery ja mam ve tfide, ale
pokud je potfeba konzultovat individualni plany jinych déti, z jinych tfid, tak konzultujeme
také...tykajici se angliCtiny.

Laslett: Co spoluprace s jednotlivymi zaky? Jsou tady na druhém stupni schopni si fict, jaké

maji potieby, co jim nevyhovuje nebo naopak, jak by se jim ucilo 1épe?

N A4

troSku hledani spole¢ny cesty a potom v téch vyssich ro¢nicich ta osmicka ta devitka, tak ty
déti uz védi, ze tieba jim nevyhovuje, kdyz jim diktuju néco, oni potiebujou vic Casu, takze si
o to feknou.

Laslett: Hm. A spoluprace s rodici?

Respondent no. 3: Ja...Neméla jsem zatim zadné problémy.

Laslett: Ja se ani tak neptdm na problémy jako na to, jestli maji rodi¢e sami zajem na
spolupraci, jestli se zajimaji, jakym zplisobem by mohli doma tomu ditéti pfi u€eni pomoct.

Respondent no. 3: Tak, pfi tfidnich schiizkach se tu o tom bavime, a kdyz potiebuji tak

ptijdou, zeptaji se, domluvime se vzdycky. Poradim jim, co si myslim, Ze by pro to bylo
vhodné nebo co pro to mizu ud€lat ja a co pro to mizou udélat oni.
Laslett: Kdyz vytvotite IVP, vite, jak se s nim potom pracuje? Cely rok?

Respondent no. 3: No tak, musi ¢lovek sledovat, jestli dodrzuje ty principy, které tam ma

napsang. Jestli je dodrzuje jak on, tak to dité?

Laslett: Setkala jste se nékdy, Ze s tim IVP b&hem $kolniho roku manipuluje? Ze se tam
dopliiuje nebo Ze se prosté prizpiisobuje t€ém potiebam toho zéka, ze se tam zapisuje, jak
postupuje dal, prosté, meni se rizné metody...?

Respondent no. 3: Ehm...Tak...setkala...vzdycky se lze pfizpusobit...lze ptizpisobit

zpusob...to co tomu zaku nejvice vyhovuje
Laslett: A vy jste takto pracovali s IVP? Néco jste tam ménili?

Respondent no. 3: Ne...neménili...spis dopisovali.

Laslett: Néco nového?

Respondent no. 3: Novy jakoby metody, a tak néco.

Laslett: Myslite si, ze je IVP funkéni jako pomiicka ucitele, jako néco, co vdm pomuze? |

tomu zakovi?
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Respondent no. 3: Abych fekla...jestli mam byt Giplné€ upfimna, tak je to formalni dokument,

protoze si stejn¢ kazdy ucitel musi ty metody préce najit svoje. VSechno...uplné€ v§echno do
toho IVP nenapiSete a stejn¢ si kazdy musi najit ty metody svoje, kazdému ditéti vyhovuje
néco jiného, kazdému uciteli vyhovuje trochu néco jiného a ...myslim si, ze to spis je
formalni dokument.

Laslett: Myslite si, Ze je pottebny?

Respondent no. 3: Ehm...to si myslim, Ze je.

Laslett: A myslite si, ze by bylo mozné s nim pracovat celoro¢n¢, aby to nebyl pouze
formalni dokument, ale aby to byl pracovni material?

Respondent no. 3: Abych fekla pravdu, nedovedu si to piedstavit.

Laslett: Z jakého divodu?

Respondent no. 3: Nevim, nemam zkuSenost.

Laslett: Jsou zaci srozuméni, ze jsou vyucovani podle [IVP?

Respondent no. 3: Ano.

Laslett: A rozumi tomu?

Respondent no. 3: No, myslim si, Ze, Ze ano...podepisuji ho rodice a rodice i ucitelé s tim to

dité seznami.
Laslett: Uvitala byste néjakou odbornou pomoc pfi praci s dyslektickymi zaky?

Respondent no. 3: Urdits.

Laslett: Vratme se k IVP. Vam osobné je ve vasi bézné praxi platny jak?
Ticho, usmeév
Laslett: Nemusite odpovidat nebo muzZete fict, co si myslite.

Respondent no. 3: Pfijde mi to...Ze je to takovy papir. Takovy formalni papir, Ze to

V podstat¢...je to urcité...clovek je svym zptisobem krytej, rodice toho ditéte jsou uréitym
zpusobem kryty, urcité to svym zplsobem jakysi vyznam ma, ale proto, abych to...v kazdy
hodin¢ s tim pracovala.

Laslett: Jak moc si myslite, Ze dokézete pomoct zaktim s poruchami uceni? Jak se citite
schopna jim pomoct.

Respondent no. 3: No myslim si, Ze jsou schopni se naucit v podstaté ten jazyk jakymsi

zpiisobem na ur€ité trovni pouzivat, ale nejsem schopna jim pomoct vlastné odstranit tu
vadu, to ne.
Laslett: No, to ani nejde, to je prosté jind funkce mozku.

Respondent no. 3: Tak ono to asi svym zptsobem né&jak jako ¢asem zmizi...
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Laslett: Mohla bych se vratit k t&€ pomoci? Jaké pouzivate metody nebo...pouzivate néjaké
specialni metody, jiny zptisob uc¢eni nebo néco jiného co by pomohlo zakovi s dyslexii? A je
to zaznamenano v IVP?

Respondent no. 3: Nékdy tém zakiim umim pomoct nékdy ne. Miizu mu samoziejmeé ulevit

V tom, ze nebude psat slovicka 1 kdyz si nemyslim, Ze by to bylo dobry, myslim si...vétSinou
to po nich chci tak, ze je stejn€ piSou a maj je napsany straSn¢, a maj je napsany tak, jak maj,
ale stejné si je piSou. Pisemky piSou taky, ale poc¢itam fonetickej piepis, nebaziruju na tom,
aby to m¢li spravné napsany, protoze mi to piijde zbytecny. A naopak, nékteti z nich jsou
zase schopny se domluvit bez problémt v anglictin€. Nékteti ne, samoziejme.

Laslett: Do jaké miry si myslite, Ze je dulezita spoluprace skola — rodice? Do jaké miry by
tahle komunikace méla fungovat, aby to pomohlo ditéti, aby bylo podpoiené?

Respondent no. 3: NO podle mé musi rodice a $kola tahnout za jeden provaz.

Laslett: Stava se to ¢asto?

Respondent no. 3: Ja bych fekla, Zze vétsinou jo.

Laslett: A co podpora zaki doma v rodin€? Co se tyc¢e domaci pfipravy? Vnimate ji jako
dostate¢nou?

Respondent no. 3: Tak ja domaci pfipravu témto zakiim neulehéuju, neulehcuju, protoze to

V Zivot¢ stejné budou mit tézky a musi se naucit s tim pracovat a musi se naucit, emmm
vlastn¢ jako doma k tomu ptistupovat jesté¢ zodpoveédné.
Laslett: A myslite, Ze rodice védi, jak jim pomoct doma?

Respondent no. 3: To nevim. Ale rozhodné po téch détech chci to samy, co chci po jinych

détech ve tfid€, myslim tim domaci tikoly. Pochopitelné jim potom
nehodnotim...nehodnotim, jak to maj napsany.

Laslett: Jakym zptisobem si u déti s dyslexii nebo s jinymi poruchami uc¢eni vedete
pedagogickou diagnostiku?

Respondent no. 3: ....

Laslett: Jak se stavi tiida, spoluzaci, k Zakim s poruchami uceni? Chéapou jejich situaci?

Respondent no. 3: Nedéla mi problém situaci vysvétlit. Rekla bych, Ze mam ve t¥idé

pratelskou atmosféru a jednam s détmi narovinu a zas vyzaduji, aby oni jednali narovinu se
mnou.
Laslett: Komunikace na urovni zak-ucitel je tedy na jaké urovni?

Respondent no. 3: Myslim, Ze na dobré, pokud jste otevieni.

Laslett: Pani ucitelko, dékuju vam za Cas a za otevienost.
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Respondent no. 3: Asi jsem vam moc nepomohla.

Laslett: Ale ano, jesté jednou dékuju, pteju tspesny zbytek Skolniho roku.

Respondent no. 3: Dékuju, nashledanou.

Interview 4.

7. 3. 2016 — Respondent no. 4 — the pupil B —class 8

= 74k prospéchové pramérny, Vv anglickém jazyce vysledky hodnoceny v priméru
chvalitebng, horsi hodnoceni — ¢esky jazyk, matematika

= Potvrzena SPU — dle zpravy PPP — specificka porucha uceni — dyslexie t€zkého
stupné (rychlost ¢teni nedostacujici pro potfeby bézné Skolni prace a vyuky)

Laslett: Dneska je sedmého biezna, ja se jmenuji Laslettova, my uz jsme se piedstavovali ve
Skole, ty se jmenujes§ XXX, vid’?

Respondent no. 4: Jo

Laslett: Pokud se ti na néco nebude chtit odpovidat, samoziejmé nemusis.

Respondent no. 4: Tak jo.

Laslett: J4 jsem si s tebou pfisla popovidat a za¢nu uplné jednoduse, zajimalo by mé, které
pfedméty tebe ve Skola nejvic bavi.

Respondent no. 4: Hmm, m¢ bavi...hodné¢ tieba ptirodopis, nebo fyzika, nékdy tieba i chemie

a z predméti. . .jako némcina nebo anglictina.
Laslett: Jazyky?

Respondent no. 4: Hmm

Laslett: Jazyky té bavi pro€? Vis, proc¢ se ucis jazyky?

Respondent no. 4: Asi se u¢im néco novyho...no abych umél jazyky, budu je umét a budu je

moct pouZivat.
Laslett: A vis, kde je vyuzijes? Kde bys pouzil angli¢tinu nebo ném¢inu.

Respondent no. 4: Bud’to n¢kde v zaméstnani nebo nékde, tieba na dovoleny.

Laslett: Hm. Ty mas asi pravdépodobné moznost ten jazyk nékde pouzit?
Respondent no. 4: No, jo.
Laslett: Kde?
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Respondent no. 4: Tak jak uz jsem fekl, tieba na ty dovoleny nebo jezdim na ty jazykovy
kurzy do Anglie. Tak tam taky ty...jazyky pouzivam.
Laslett: Jak dlouho tam jezdis?

Respondent no. 4: Ted’ tam pojedu patym rokem.

Laslett: Kdyz tam jsi, tak jsi sam? UpIn& sam? Nebo si tam nékoho za téch étrnéct dni
najdes?

Respondent no. 4: Jo, tak to ja si tam najdu n¢jaky kamarady, ale vétSinou jsem tam spi$ sam.

Laslett: A kdyzZ si tam n¢koho najdes, jakym jazykem se domlouvate?
Respondent no. 4: Anglicky.

Laslett: Jsi spokojeny se znamkou, kterou mas z angli¢tiny?

Respondent no. 4: Asi jo. Tak nevim, tak zas ta trojka, to by bylo hodné $patny, kdybych na

tom byl. A ta jednicka, to je zas takovy...no
Laslett: Ty myslis, ze nemtize§ mit jednicku?

Respondent no. 4: Jo, to asi jo. Ale tak, vono se to nékdy tak...ze dostanu ty horsi znamky,

takze se to dycky néjak nachyli k ty dvojce.
Laslett: Rekne$ mi, z &eho dostavas ty $patny znamky?

Respondent no. 4: Z ty...v gramatice hodn¢.

Laslett: PiSete testy?
Respondent no. 4: Jo.
Laslett: Jaké?

Respondent no. 4: N¢kdy piseme testy z uéebnic, jako, Ze se vyjede n¢jaké to cvi¢eni nebo

tak, no.
Laslett: DéEla ti néco z toho problémy?

Respondent no. 4: Ani ne...spi$ to prosté napsat

Laslett: Kdyz piSete slovicka a ty to nemas spravné napsané, jak to mas ohodnocené?

Respondent no. 4: Za to mam jenom jeden bod.

Laslett: A jinak za to je?

Respondent no. 4: Jinak dva body.

Laslett: Jezdis$ do poradny?

Respondent no. 4: No, jednou za...¢tyfi...ja fakt nevim, s mamkou

Laslett: Mas n¢jaké ulevy? Nebo jiné matridly na praci nez tvoji spoluzaci?

Respondent no. 4: No, v ¢estiné jo.

Laslett: A v angli¢tiné?
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Respondent no. 4: Tam se mi jinak poéitaji ty chyby.
Laslett: Rika ti néco IVP?

Respondent no. 4: No, jo.

Laslett: Co to je?

Respondent no. 4: To je ten plan s téma Glevama a s téma vécma, kde to je vSechno napsany.

Laslett: Ty n¢jaky IVP mas?

Respondent no. 4: Hm.

Laslett: Vide¢l jsi ho, Cetl jsi v ném? Vis, co v ném je napsané?

Respondent no. 4: No vidél, ale ani moc nevim, co tam je.

Laslett: Kdy a kdo ti ho ukazuje? Kdo ho s tebou probira?

Respondent no. 4: Ja ho vzdycky dostanu kazdy rok, Skolni, do ruky a vzdycky ho dam doma
rodi¢iim podepsat.
Laslett: Cte$ ho pokazdé?

Respondent no. 4: Ne, ja jsem si ho ¢etl jednou...myslim, ale no, protoze ono je to porad

stejny...
Laslett: Ale nékdo ho s tebou probrat musel, ne?

Respondent no. 4: Jo, v ty poradné, tam to se mnou celé probirali, co jak zhruba bude a tak...

Laslett: A rozumél jsi tomu?

Respondent no. 4: No, tak myslim, Ze jo...

Laslett: A ve Skole s tebou 0 tom nikdo nehovotil, ucitelé téch predmétd, tieba anglictiny
nebo Cestiny?

Respondent no. 4: Ne, asi ne.

Laslett: Ja ti moc dekuji za rozhovor a pteju uspech ve skole.

Respondent no. 4: Neni zag.

Interview 5.:

7. 3. 2016 — Respondent No. 5 - the mother of the pupil B

= 74k prospéchové pramérny, v anglickém jazyce vysledky hodnoceny v priméru
chvalitebné, hor$i hodnoceni — ¢esky jazyk, matematika

= Potvrzena SPU — dle zpravy PPP — specificka porucha uceni — dyslexie t€zkého
stupné (rychlost ¢teni nedostacujici pro potieby bézné skolni prace a vyuky)

= Dysortografie, dysgrafie — uprava je dobra, zlepSuje se
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Laslett: Dobry den, ja jsem Laslettova a vy jste prvni rodi¢, se kterym hovotim, tak jsem
sama zvédava, jak to dopadne.

Respondent no. 5: Dobry den.

v

prozradil, Ze jezdi na jazykové kurzy do Anglie.

Respondent no. 5: No, uz pét let, od deseti let.

Laslett: Jak moc si myslite, ze mu to pomaha?

Respondent no. 5: Myslim, Ze opravdu hodné. Ted’ musim dat za pravdu, ale bala jsem se ho

tam nejdiiv poslat, byl jesté malej. No a ted’ uz se ve svété¢ domluvi bez problémiti.
Laslett: Jakym zptisobem se u vaseho syna projevuji ty poruchy, které ma diagnostikované?

Respondent no. 5: Opravdu $patné ¢te. KdyZ nemusi, tak necte.

Laslett: Poradil vam né¢kdo bud’ v PPP nebo ve $kole, jak to s nim procvicovat?

Respondent no. 5: Ne.

Laslett: Rik4 vam n&co IVP?

Respondent no. 5: Ne. Jako on né&jaky ma, ne?

(podavam zminované IVP)
Laslett: Tady je, a tady je podepsany myslim dokonce vami.
(smich)

Respondent no. 5: No jo, to jsem podepisovala. To je, ze mu budou ulevovat, Ze mu to budou

tisknout...ale, asi jsem to moc necetla.
Laslett: S vami ho nékdo probiral?

Respondent no. 5: No ja jsem méla hriizu z toho, jestli az ptijde na druhy stupen, jestli to tam

viibec budou brat v potaz. To mi fikaly i Zensky v PPP, Ze bud’to to ty ucitelé pfijmou a bude
to dobry, anebo ho nechaj v tom plavat a bude to tragédie. Takze asi to...bych fekla, Ze mu
V tom pomahaji.

Laslett: Ja se zeptam jesté jednou, vy ten IVP s nékym konzultujete?

Respondent no. 5: Ne.

Laslett: Od té doby, co nastoupil do Sesté tfidy?

Respondent no. 5: No, ucitelka fekne no, dobry, ma takovyhle znamky, ale Ze by s nama

konzultovali, jak pfesn¢ s nim budou pracovat...to ne. Tady mé& napisou, Ze aby si to (novou

latku) nemusel psat, protoze to mu moc nejde...ale...myslim si, Ze to jen v ty anglictiné. Tam

byl ptefazen v ty Sesty tiidé, jako dyslektik, do ty nejhorsi skupiny. Ale sdm se pak po roce
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roz¢ilil a Sel za ucitelkou, Ze tam nechce chodit, takze chodi s téma nejlepSima. Sice nemé
jednicky, ale chodi s téma nejlepSima. On se snazi bejt dobre;j.
Laslett: Jakym zptisobem probiha komunikace o IVP a s kym?

Respondent no. 5: Ja se sejdu, vlastné i se synem, s téma Zenskejma z poradny, ty mé feknou,

jo, je vidét, ze udélal pokrok, ale prosté furt to tam bude. Ttidni mé tohle posle, ja to
podepisu a tim to kon¢i.

Laslett: Vid¢la jste nékdy tenhle dokument jindy nez na zacatku skolniho roku, kdy ho
podepisujete?

Respondent no. 5: Ne, ja si myslim, Ze je furt stejnej, ne?

(smich)

Laslett: No, dékuji moc za vas Cas.

Respondent no. 5: Neni zad.

Interview 6.:

10. 3. 2016 - Respondent no. 6 — the mother of the pupil A

= 74k prospéchové mirné podprimér, v anglickém jazyce vysledky od prechodu na
druhy stupen hodnoceny dostate¢né, stejné tak Cesky jazyk, matematika, d&jepis

= Potvrzena SPU — dle zpravy PPP tézka specificka porucha uéeni — dyslexie
(oslabena oblast vykonu i1 porozuméni), dysgrafie, dysortografie (oslabené
specifické funkce — vizualni diferenciace/auditivni vnimani slov), oslabeni vizuo-
motorické koordinace

* Sluchové kratkodoba pracovni pamét’ vyraznéji oslabena

= Slovné pohotovy, pruzny (pfevazné slovné nadany)

Laslett: Dobry den, ja jsem Laslettova.

Respondent 6: ............... , t€81 mé.

Laslett: Myslite, Ze vykon vaseho syna ve Skole nebo celkové jeho vykony odpovidaji
hodnoceni?

Respondent 6: Ja si prosté myslim, ze tam jde spis o ten Cas, ktery oni jsou schopni mu

vénovat v ty Skole. ProtoZe on opravdu neni hloupej, on, kdyz pochopi tu latku, kterou mu

daj, jo...my jsme to prosté...ja jsem se s nim stra$n¢ trapila asi do sedmy tfidy. Pak uz jsem
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to prosté€ vzdala, protoze...jako, ne vzdala Gpln¢, ale uz jsem to prosté nechala vic na ném.
Uz je jakoby samostatngj$i. Jinak do ty doby jsem ho fakt vodila za rucicku, furt jsme psali
ukoly spolu, to bylo...pfisel ze Skoly a psali jsme cely den, cely odpoledne, prosté jsme délali
ukoly tieba do osmi do vecera. Samoziejmé s piestavkama, aby to vibec stihl ud¢lat, protoze
on téch ukoli mél strasn¢ moc. Uceni, tfeba basnicku, to je na cely odpoledne. To nebyla
Sance se naucit basnicku o tiech slokéch. To dal vzdycky maximalné ptlku...on ma problém
se slovickama, ta anglictina viibec, to je katastrofa. To je konec. Slovicka se nauci, néco malo
mu Vv hlavé uvizne, ale ten jazyk jazyk mu viibec nejde.

Laslett: Vzhledem k tomu, ze do poradny chodite uz od $kolky, tak jste se uz musela setkat

s individudlnim vzdélavacim planem. Vite, co to je?

Respondent 6: V poradné nam pani psycholozka fekla, Ze on by se tu angli¢tinu ani nem¢l

ucit, jenze v osnovach to nejde, vyloucit cizi jazyk.

Laslett: No ona to asi neni UpIn¢ nejlepsi cesta.

Respondent 6: No tady hlavné zalezi na tom, na jakého narazite kantora. VSechno to je jenom
o tom. Do tfeti tfidy kluk strasné brecel kazdy den, kdy musel do Skoly. Ve tfeti tfid¢ se
zménil t¥idni ucitel, dostali pana ucitele, ktery svym piistupem dokazal to, Ze se syn zacal do
skoly t&sit. I to ueni bylo jakoby lepsi prosté. Ukola nebylo tolik, to byla dalii véc, takze ho
to tolik nezatézovalo a vlastné teprve tam zacala fungovat ta prace podle toho planu, kdy on
m¢él prosté napsano, ze nebude psat diktaty ru¢né¢, bude dopliovat, tam to prosté zacalo. I to
znamkovani bylo jiny.

Laslett: Pamatujete se na IVP tykajici se anglictiny? M¢lo to néjaky vliv na jeho uceni, délal
néco jinak?

Respondent 6: Asi toho mél mii a myslim si, ze nebazirovali na té psané formé. A hlavné

S tim panem ucitelem jsme se domlouvali a on fekl ptesné, co chce, aby kluk zvladnul.
VétSinou ty slovicka. On se néjaky ty slovi¢ka nauci, néjakou tu vétu fekne, ale ja tomu moc
nerozumim, tomu systému, jak se oni uci jazyk. Ten systém téch notesii a pracovnich sesit1,
m¢ pripadne, Ze to nijak nenavazuje, ja se v tom vibec nevyznam. Takze on pfinese domil
ukol, mé dopliovacku, pak ptinese kupu papiri vedle, uplné bokem, z néceho jiného, vitbec
to nesouvisi s tim, co se ucili, takze kdyz mu feknu, at’ se koukne do knizky, tak mi fekne, ze
nemuze, protoze to maji na papiru vedle. A kolikrat se stane, Ze neudélame ukol, protoze si
ten papir nepfinese, coz je dalsi véc, protoZe od prvni tfidy bojujeme se zapominanim vSeho.
Véci do Skoly jsem mu musela ptipravovat ja, pak jsme se domluvily s pani ucitelkou, ze

dohlédne na to, aby si to zapsal do notysku, coz byl stejné problém, on zapominal i ten
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notysek ve Skole...nebo zdkovskou. Od tfeti tiidy méli, diky tomu, ze k nim ptibyla
autisticka holCicka, méli asistentku, a tak to bylo lepsi, protoze ona na néj dohlidla, ze
alespon ten notysek si dal do aktovky a ze to v ném mél napsany. Ona mu pomohla i s t¢éma
zéapiskama ve Skole, ktery on nestihal, tak ona mu to tam dopsala. Od toho druhyho stupné uz
ne, ale tam uZz na ngj tlacili, aby se snazil to délat sam, zZe uz je velke;.

Laslett: Jak se u¢i, jaky ma styl, co mu vyhovuje nejvic, vi to nebo fesili jste to s nékym?
Respondent 6: Ja si myslim, Ze hodné véci pochyti ve Skole, Ze potiebuje kontakt, takhle se
uci tieba 1 basnicky, ja mu to musim prediikavat a on to opakuje po mé. Urc€ité ne ¢tenim

Z knizky, to prosté¢ nefunguje.

Laslett: Ja se ptam z toho duvodu, jestli dostal nékdy néjaky podnét k vyuziti internetu.
N¢&jaké odkazy na podplrné programy k vyuce anglictiny, vyukova videa?

Respondent 6: To si myslim, Ze viibec ne, akorat v ucebnicich jsou néjaka CD, ale to jsou
spiS dodatky k latce a néjaka cvi€eni. Jinak nic.

Laslett: On mi prozradil, Ze jeho nejlepsim vyukovym néstrojem je maminka, ktera,
kdyby...no fekl, ze kdyby ji nemél, byl by ztracen.

Respondent 6: No, dokonce jednou mél za ukol napsat ese;j.

Laslett: Ano, to mi vypravél. (smich) Rikal, ze az kdy? jste mu prozradila, co jste napsala, tak
tomu trochu zacal rozumét.

Respondent 6: No, sto padesat slov. Myslim, Ze na t¢éma moje babicka...

Laslett: Tim se dostavame zpatky k IVP, ktery podepisujete kazdy rok?

Respondent 6: Kazdy rok na zacatku skolniho roku.

Laslett: Co si vy, jako rodi¢, myslite o [VP?

Respondent 6: Jako podle toho, co je napsané tou psycholozkou a toho, co se déje ve skole,
tak to se jako rozchazi. To si myslim ja.

Laslett: Cetla jste ho?

Respondent 6: Cetla, to m& pravé vzdycky zajimalo, protoze pak kdyz chodil ze §koly s tim,
ze dostal tohle a dostal tohle, tak jsem fikala, to neni moZzny, vZdyt ty tam mas napsano, Ze
tohle bys viibec nem¢l délat, jak je moZzny, Zes piinesl takovyhle tkol?

Laslett: No tak co myslite, Ze je tedy Spatn€? Rozumite vystupiim z PPP? Vysvétluje Vam
nékdo celou situaci?

Respondent 6: No ano, ja tomu rozumim. Dokonce mi v PPP tekli, Zze pokud bude n&jaky
problém ve Skole, Ze se na né mam obratit. S PPP tam je ta spoluprace myslim, Ze lepsi, nez

s tou Skolou?
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Laslett: Cim myslite, Ze to je?
Respondent 6: To zase zalezi jenom na tom kantorovi, ktery toho kluka ma. Napiiklad pan
ucitel, ktery ho ma na CeStinu, nastolil takovy rezim, ktery vyhovuje jak klukovi, tak i mé&, ma
dand pravidla a systém, kterého se miizeme drzet. Ale tfeba v anglictin€ to byl problém od
samyho zacatku a my tam bojujeme, i kdyZz chodim na rodi¢aky, fikala jsem to i tfidnimu,
protoze pani ucitelka tam nebyla a ona mi vzkazala, Ze prosté chce donutit kluka, aby délal
aspoii néco...
Laslett: Ja si jenom upfesnim jednu informaci, kterou mi vas syn prozradil. Rikal, Ze jsou na
angli¢tinu rozdé€leni do tiech skupin podle vysledka. Ve které je vas syn?
Respondent 6: V té nejhorsi (smich)
Laslett: Jeste se vratim ke komunikaci s vyucujicimi anglického jazyka tykajici se IVP. Jak
fungovala?
Respondent 6: Tak od tieti tfidy to bylo v pohod€. Tam ho m¢l jeden ucitel. Ale piechod na
druhy stupen byla hriiza. Tam to zacalo skiipat. Diky tfidnimu uciteli, ktery ho ma i na tu
cestinu to tak néjak zvladame, az na tu angli¢tinu. Tam se domluvit nedokdzeme.
Laslett: Konzultujete se skolou IVP?
Respondent 6: Vétsinou na rodic¢aku s panem uéitelem. VEtSinou feSime problémy pies néj,
on to pak vykomunikuje s jednotlivymi uciteli.
Laslett: Vidite néjaky postup, n¢jakou cilenou pomoc, ktera diky IVP funguje?
Respondent 6: Moc ne, on se ten styl toho u¢eni dodneska nenaucil. Ja jsem mu tikala, Ze
jsem se ucila jinak nez on, a Ze si musi najit svoji cestu, ale nevim, jak mu vic pomoct.
Laslett: Nikdo vam neporadil, jak a na co se zamé&ftit?
Respondent 6: Ne, jenom jsme vzdycky dostali ukoly a bylo na nas, jak je zvladneme.
Musela jsem mu hodné predcitat, nebo to vysvétlovat po svém, az to pochopil. Kdyz pak tu
latku pochopi, tak neni problém.
Laslett: Tak ja to jesté shrnu, vase komunikace s PPP je tedy podle vés v potadku. Co vase
komunikace se Skolou?
Respondent 6: Myslim si, ze diky tomu tfidnimu uciteli je dobra.
Laslett: A funkéni?
Respondent 6: No, myslim, Ze ano.
Laslett: Co si myslite o [IVP pro vaseho syna, jakou plni funkci?
(ticho)
Respondent 6: Nejsem si jista, ze ve vSech pfedmétech tedy...
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Laslett: Vy vite, jak se jmenuje prace, na které¢ délam, tak ja si to zacilim, co si myslite o
funkci IVP v souvislosti s vyukou anglictiny?

Respondent 6: Tak tam si myslim, ze to viibec nefunguje. Protoze tam jsme docilili jenom to,
ze se kluk uci alespon ty slovicka, aby je umél, kdyz ho vyvola. Ale gramatika absolutné nic.
On jen bezmyslenkovité doplnuje néco do cviceni, podle toho, co se zrovna uci, ale absolutné
tomu nerozumi. Tam fakt nevi, co déla.

Laslett: No, tak ja Vam pod¢kuji za rozhovor.

Respondent 6: Neni za co.
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