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Abstract

Specific learning difficulties represent a big sddssue, especially for the
people suffering from this handicap because nowaddne demands concerning
education and knowledge of the society has beewiggo At schools teachers meet
children with these difficulties more often, themed, it is important that teachers know
how to deal with these learners, how to cope wigs¢ difficulties when teaching and
learning. Regarding these difficulties, teachersusth take into account their learners’
needs, their individuality and learning style whelmosing the appropriate teaching
method and technique. It is teachers’ respongitiititcreate such a variety of activities
according to learners’ preference so that learmelisbe able to acquire a foreign
language successfully.

Abstrakt

Specifické poruchy ¢eni gedstavuji velky spol@nsky problém, obzvlaSpro lidi
trpici timto hendikepem, protoze pozadavky dnegaliesnosti na vzdlani a znalosti se
stadle z¥tSuji. Ve Skolach se citelé setkavaji s&mi trpicimi €mito poruchami
mnohemcasgji, a proto je dlezité, Ze ditelé wdi jak s &mito Zaky pracovat, jak
bojovat s jejich poruchamiipvyuce. Co se ©§e €chto poruch, &itelé by neli vzit
v Uvahu pateby svych Zak, jejich osobnost a stykeni, kdyz vybiraji vhodnoucebni
metodu a techniku. Odp&anosti witelu je vytvait takovy druh aktivit podle Zakovych

preferenci tak, Ze Zak bude schopny osvojit sijaafk Us@sSre.
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1. Introduction

“When the English tongue we speak
Why is 'break’ not rhymed with ‘freak’
Will you tell me why it’s true
We say 'sew' but likewise ‘few'?
And the maker of a verse
Cannot cap his 'horse' with ‘worse'
'‘Beard' sounds not the same as 'heard’,
'‘Cord' is different from 'word'.
'‘Cow' is 'cow’, but 'low' is 'low’,
'Shoe' is never rhymed with 'roe’
Think of 'hose' and 'dose’ and 'lose’
And think of 'goose' and yet of ‘choose'.
Think of ‘comb’ and 'tomb' and ‘bomb’,
'Doll" and 'roll', and 'home' and ‘come’.
And since 'pay' is rhymed with 'say’,
Why not 'paid’ with 'said’, pray?
We have 'blood' and ‘food' and 'good’,
'‘Mould' is not pronounced like ‘could'.
Wherefore 'done’, but ‘'gone’ and ‘lone’
Is there any reason known?
And, in short, it seems to me,
Sounds and letters disagrée!

( Anonymous author)

This poem written by an anonymous writer clearlgsents what troubles people
with specific learning difficulties (SLD) have e&h if they are English or another
nationality and learn English, and it does not eraftthey are children or adults.

Problems of learning and teaching foreign languagesildren with dyslexia or
other forms of SLD belong to present topics in Wwhparents, pedagogues and other
experts are interested. It is not that these dilies have just appeared, it is because of
demands of education in our society which make theone striking and major than
they have ever been.

Children with these difficulties were often consielé as stupid and this led to
the situation that children did not believe in thailities, they were not self-confident
and did not have any motivation to study. Nowaddwgssituation has changed, and if
a child is early diagnosed having specific learrdiffjculties, there are a lot of methods
how to help him to overcome this difficulty and thkild can become a successful

learner.



Furthermore, people with SLD have their own specifirtues and unusual
talents in different fields. They often excel int,athey are outstanding sportsmen,
mathematicians, physicians, lawyers. Under opticahditions a specific learning
difficulty is an opportunity for extraordinary SLess.

Foreign languages are considered to be difficulicfoldren with SLD to learn.
These children usually have difficulties even wttleir mother tongue. A Czech child
has problems with Czech language even if it isnguage where the pronuncation of
words corresponds to their written form, so tha tild is quite lost when learning
foreign languages such as English or German.

This paper deals with teaching English vocabularyychildren with SLD.
English lessons, and language lessons at all, geprene of the crucial moments for
these children. Disability to learn to read or iagdifficulties make acquisition of any
language skills and subskills very difficult. Thest theoretical part of this paper should
provide the necessary information about teachingalalary, definitions of SLD and
their origin, the influence of SLD on small learsierand different methods and
techniques that could be suitable for these learnEne second part is practical and
suggests concrete techniques for teaching Engbshbulary. The aim of the research
is to find out whether there is any specific a¢yivthat children with SLD prefer most,
or whether each child prefers something different.

In this paper the author uses pronoun she refaonthe word teacher, and
pronoun he refering to the words child, learnerlividual, person and reader.
Furthermore, all quotation and paraphrases of Caethors have been translated to
English by the author of this thesis.



2. Teaching vocabulary

This chapter can start with Scrivener’s five idit@nclusions of the role of
vocabulary in the classroom:

» Vocabulary is very important and needs to be deitltt systematically in its
own right; it is not simply an add-on to gramarséills lessons.

e Teachers’job does not finish as soon as a learagrfirst met some new
vocabulary; we need to help them practice, leawresrecall and use the
items.

e Training in the use of English-English dictionarig®vides learners with
a vital tool for self-study.

* We need to distinguish between vocabulary for ‘paiiye’ use and for
‘receptive’ recognition and adapt our classroomknagpropriately.

« We need to deal not only with single word lexicems, but also with
longer, multi-word items. (Scrivener 1994:75)

And McCarthy adds:

It is the experience of most language teachers that single, biggest
component of any language course is vocabulary.médéter how well the
student learns grammar, no matter how successfiodlysounds of a foreign
language are mastered, without words to expres&gla mnge of meanings,
communication in a foreign language just cannotpkapin any meaningful
way. (McCarthy 1990:viii)

Allen contributes that vocabulary is a powerfulrgarof meaning and one point
on which teachers and learners agree is the need¢abulary. Communication breaks
down when people do not know and do not use th# mgrds, and communication

stops when people lack the necessary words.(AB&31-5)

2.1.Foreign language vocabulary from the didactic pofntiew

As Hendrich informs vocabulary forms the namingt mdrcommunicative act.
From the didactic point of view it is essentialdount with it as with a component
which adoption is mostly a question of memory. Wrery case the lexicon is a basic
element of a language from both communicative anguage methodological point of
view. (Hendrich 1988:130)

In action with word list the language methodologi@nd psychological

viewpoints are applied. Language methodology givesat disposal mostly results of



statistical researches with figures of frequenay distribution of terms both generally,
in speech, in written form, or in different styléhese figures serve well for basis of
effective foreign language vocabulary choice andcpce. Psychology gives us
valuable suggestions how to acquire and remembdoreign language lexicon
optimally and how to practise the voluble use @ texicon in communicative process.
Besides, psychology teaches us the importance @mtion of motivation and how to
overcome difficulties when acquiring a foreign laage. (Hendrich 1988:130)

Hendrich divides vocabulary of an individual as Hoactive, meaning
productive, and passive, meaning receptive. Thiscroination is purposeful
particularly when teaching foreign languages beeawsrds that learners have to
acquire actively have to be served and practist#drently than those words that are
intended for receptive adoption. (Hendrich 1988)130

Also Scrivener points out that the important coesation for teachers planning
vocabulary work is the distinction between prodegtand receptive vocabulary. He
explains the disctinction between them that peopiéerstand many more words than
they actually use in everyday situations, and tleaeptive vocabulary is the set of
words that people recognize and understand, bdtriehto use themselves. (Scrivener
1994:74)

Acquiring active word list is sometimes considetede the most difficult task
when learning a foreign language. According to sone¢hodologists active mastering
of a foreign language subject matter is substdyptialore difficult than passive
mastering. (Hendrich 1988:131)

According to Hendrich, vocabulary classificationpsssible to maintain from
different viewpoints: formal (for example word cdas); mechanical (alphabeticaly, or
according to the frequency); semantic, that is eting to the relationships of language
marking to off-language reality or according to tetationships of meaning (synonyms,
antonyms, etcetera); or from the grammatical viemtpanainly paradigmatic, which is
grouping words together according to the same grainoad characteristics. (Hendrich
1988:131)
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2.2.The choice of vocabulary and acquaintance with tegms

Hendrich presents that for didactic choice of vataty usefulness, which is
exact concentration on the target of adoption, @whomy, which is effectiveness of
choice and profitability of adoption, are basicwpmints. The choice is effective if it
contains all features needed for achievement aofcpiteed objective and if it is not
burdened with features that are dispensable faraim. The choice is profitable when
there are not integrated those terms whose ignerargans only minimal possibility of
rising mistakes or failure in communication. (Henokr1988:131)

The technique of acquaintance with new terms fdldale applied method. In
every case, the quality of acquiring new words depeon this technique. After learning
a new word, abundant practice should follow immisdyain order to repeat new terms
often so that they fix in a pupil’s consciousnégbtendrich 1988:134)

Hendrich differentiates three manners of semantics

1. Visualization It is effective mostly at the beginning of teadifor several
expressions of concrete terms that can be poiniethdhe classroom or that
can be demonstrated through the pictures. At fiight it sounds like an
advantage that we can manage without the mothegusonHowever,
the research has shown that learners often commiehe equivalent in their
mother tongue. The considerable disadvantage abhmtion is that it can
lead to false images because the expression cdnamapresentative of the
whole kind, whereas the demonstrative object canngerstood by a learner
as a special case, for example, flowers. With gabdxtension of vocabulary
this manner pales into insignificance because th@ication on the next
concrete terms is either loss of time or it is ewapossible as with abstract
terms.

2. Semantics in a foreign languagéontext modified in the way that the right
meaning of a word ensues from it is enough hereveyer, teachers have to
frequently explain the meaning of a new word bydiginition or a synonym
and antonym. Semantics in a foreign language talslei for more advanced
learners because teachers can formulate the explana the foreign

language so clearly to get them the right idea e hew expression.
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The advantage of this way is that the vocabulargaaly known is revised,
and that the explanation is a listening exercigh@asame time. On the other
hand, the considerable time loss is a disadvarabtigs way.

3. Semantics with the help of mother tongieis actually translation of
a foreign expression into the mother tongue, oexgslanation in the mother
tongue. Its advantage is quickness, accuracy amtbety. At one time some
methodologists avoided this process not to estaltie mother tongue into
the lessons. Nowadays, it is rather recommendedlynaisthe first stage.
The use of mother tongue is also recommendedet $edges in the case of
the verification of right understanding of the miegnof a new lexical item.

(Hendrich 1988:134-135)

2.3.Acquiring the vocabulary

According to Salistra the stages of acquiring tbheabulary can be summarized
into three steps: introduction, awareness andiaation. (Hendrich 1988:135)
Scrivener adds that:

a systematic approach might devote lesson timeeljgirig learners at each of

the following stages of learning vocabulary — whies learners:

* meet new words and understand their meaning(s)tlaadvays they are
used;

e practise using the words;
» find ways that help them memorize the words;
» recall and use the words appropriately. (Scrivei®&4:74)

These four points can be included in Salistra’®ehsteps. The first point is
introduction, the second and third point can behbiot awareness and the last is
activization.

Hendrich is further engaged in introduction andmmm of vocabulary, which
should obey these four basic didactic principles:

1. The teaching process is organized in the way thatresult of active
objective is vocabulary readiness for communicapiugoose, and the result
of passive objective is an ability of correct uredanding of the meaning of

known words and proper estimate of the meaninghehawn words.
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2. During the practice it is important to maintain theénciple of complexity,
a word is practised in close combination with iterpunciation, spelling,
grammatical function and connection of meaning wghsurroundings.

3. Vocabulary should be served in active context,nrals amounts and in the
way so that a new term should have the key positi@sentence.

4. If a new word occurs as a part of syntactic stmgti should be served in

the structure already adopted.
(Hendrich 1988:136)

Hendrich says that for the present, optimal scdpeew vocabulary has been
guessed only empirically.(Hendrich 1988:137).

Prihoda presents that a six-year-old learner can aeently adopt
approximately three words in a lesson, later faufive, but supremely seven words at
the time of compulsory school attendance (to fritgears). Therefore he recommends
to teach four to six new words during one lessan,ito the way that learners can fully
experience these words i{ffoda 1949:98)

Hendrich continues with demands on acquiring theabalary that are complied
with a set target. If the target is active knowledfpr example oral communication in
ordinary situations, small amount of vocabularyemugh. However, this vocabulary
must be adopted both from phonetic and grammatieatl to use it fast and properly. If
the target is passive knowledge, for instance,ingadith understanding, it is necessary
to acquire extensive number of lexical items, w thain emphasis is placed on
identification of their graphical form and on unskanding of their meaning, so called
semantic deciphering. In the course of school legb® combined target has been
followed. (Hendrich 1988:137)

Prihoda concentrates on psychology of acquiring tleeabulary. From
psychological factors it is motivation that playsassive role during acquiring the
foreign vocabulary. If a learnerl is interestedearning, if he is motivated by view on
the soon use of his language knowledge, he adapis expressions more quickly,
easily, and permanently. Well-known is Thorndikpisce of knowledge that a learner

remembers a new word immediately or very quickiyhe word is served in thrilling
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context. If the situation is more natural, remenmae@ new word is easier and more
permanent. (Fhoda 1949:96)

Hendrich thinks that the pace and quality of adwpis influenced favorably if
more analysers are involved in the process of @mlopBesides visual and acoustic
stimuli, also motor-articulation stimuli should &b to a learner. In practice the
summary of these stimuli comes out in the way ékttarner can hear, pronounce, see,
read and write the word. Moreover, the importatdafor acquiring the vocabulary is
revision. It usually follows two aims: 1. adopticand fixing of formerly learnt
vocabulary; 2. vocabulary automation in differenbngections. The lasting
remembering can be achieved only through thougfathul consistent revision. When
revising vocabulary the same tasks should be usesdhan fixing the subject matter,
and combined tasks should be used to automate tspeds at the same time.
(Hendrich 1988:138)

Scrivener adds about remembering that it involvasr fthings: putting into
storage, keeping in storage, retrieving, using agan putting into storage. (Scrivener
1994:89)

2.4.Difficulties during acquiring the vocabulary

Differences between the mother tongue and thedgorainguage are the cause of
these difficulties. Hendrich says that these déifies are the source of so called
‘interference’ and are understandably differendiiferent languages. In every language
the off-language reality is divided alternativelyhich means the empirical data are
organized differently. Therefore to learn a foreigmguage does not mean only to
provide objects or activities with different nambat also to analyze differently what is
the object of language communication. Besides tlficudties with meaning,
pronunciation, graphics, grammatical difficultieadadifficulties with valency and

phraseology are found when learning vocabularynfiieh 1988:139)
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2.5.Practising the vocabulary

The way of practising the vocabulary is in basiatfiees designed by a lesson

method, aim and time possibilities.

Hendrich lists usually presented types of actisitier practising the active

vocabulary:

1.

~N o 0o~ W

Naming objects. It is restricted to an opinion (&d, pictured), but it is
interesting, particularly if it is well organized the classroom. It is most

often used at initial level.

. Completing words into context. It can be used &fledrning levels with

adequate degree of difficulty.

. Word formation according to an example.

. Word assembling according to the word classes.

. Word assembling according to certain topic.

. Modification of collocations or sentences with dithing new expressions.

. Answers on gquestions formulated that way that enBramust use certain

expression in the answer.

. Translation of individual words into the foreignmntauage, but completed

with a set phrase or setting into the context.

. Translation of set phrases, short sentences oetomoles into the foreign

language.

For practising the passive vocabulary it is ususdiyommended:

1.
2.

Reading (with abundant repetition of the easiestages).
Translation of lexical items or sentences into thether tongue, or an

estimate of meaning according to the context.

3. Writing out of a certain expression from the contex

4. Different word assembling according to certainesid.

(Hendrich 1988:140-141)

Scrivener presents another list of vocabulary egesc These include:

* matching pictures to words;
* matching parts of words to other parts, eg beggsand endings;
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* matching words to other words, eg collocations,osyms, opposites,
sets of related words, etc;

» using prefixes and suffixes to build new words frgiven words;

» classifying items into lists;

» using given words to complete a specific task;

» filling in crosswords, grids or diagrams;

« filling in gaps in sentences;

* memory games. (Scrivener 1994:83)

Scrivener also recommends different kinds of diagrasuch as scales or trees
that can provide a useful visual hook for memorgduse a group of related words is
likely to be more memorable than a list of unredatems. (Scrivener 1994.79)

At school practice both types of activities oftdara together. Learners should
manage whole textbook vocabulary actively so tbathers practise and fix expressions
through the combined activities, and speech skitls also developed through these
activities, for example by memorization, reprodofidramatization etcetera. Hendrich
emphasizes that individual words should not bdlyifaactised on their own, but in the
verbal or situational context. During the practafeactive vocabulary teachers should
prefer perfect mastering of minor number of expmess against vague teaching of
larger number of subject matter. (Hendrich 1988)141

Scrivener also suggests:

If the words are related to each other in some Yeay all are household
objects, movement verbs, theatre words, etc) therldsson might feel more
unified than if the list contains a more variedrandom selection and is also
likely to be easier to remember. This input (iecteag) of new vocabulary
would probably be followed by a practice activitywhich the learners could
find ways to use the words that they had just nmretrewised. (Scrivener
1994:80)

It is not right to extend vocabulary of certainitopver set limit under pretext
that teachers want to teach more because the tamusred over the limit of a textbook
are usually marginal. Excessive number of lexitams makes thorough practice of
compulsory vocabulary impossible. The sequenceaiftige should be organized in the
way to develop gradually learners’ communicativlisKleachers introduce new terms
in order to raise the ability of expressing and arsthnding in typical and near to
learners situations. At the same time they shoualkk tdidactic viewpoints into

consideration, which means to take into accoundtfieeulty of individual terms, their
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organic connection with other subject matter amk tfelationship to the mother tongue.
(Hendrich 1988:141-142)

At the conclusion of this chapter about teachind arning vocabulary, it can
be summarized through Scrivener’'s quotation: “Cariim really learn the scope and

limits of a word is a long and gradual processcrii@&ner 1994:80)
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3. Introducing the Concept of Specific Learning Diffiaulties

Specific learning difficulties affects learners @&s the curriculum. A weakness
in memory will affect the learning of history as ohuas it will affect mental arithmetic
and foreign languages. A weakness in spatial aimmt will be evident in geometry

and geography, as well as in an inability to nasagmeself around a school building.

3.1. Definitions

Specific learning difficulties is a general titlerfthese disorders: dyslexia
(a difficulty acquiring reading abilities), dysgtap (a difficulty acquiring writing),
dysortographia (a difficulty acquiring orthographgyscalculia (a difficulty acquiring
mathematical abilities), dyspraxia (concerns therolegical development of touch,
sound and balance), and dysmusia (a difficulty agumusical abilities). (Zelinkova
2003:10)

Learning difficulties is a term indicating heterogeus group of difficulties that
appears with acquiring and using language, reaangng, listening and mathematics.
These difficulties have an individual character dmalve their source in basis of
dysfunctions of central nervous system. Althoughrieng difficulties can appear
together with other handicapping conditions (fostamce, sensoric handicap, mental
retardation, behaviour difficulties) or can be urgfhced externally (for example, cultural
differences, or insufficient or disproportionatadeng), learning difficulties are not the
direct consequence of these conditions or influen@elinkova 2003:10)

Zelinkova sums up that these difficulties do ngvesgr only in a domain where
is the defect the most prominent, but they havéouarcommon evidences: language
difficulties, disabilities in concentration, dis@ms of right-left and spacious orientation,
the level of visual and auditory perception is oftasufficient, and other difficulties.
The use of the term specific learning difficultisisows mutual affinity of individual
types of learning difficulties. (Zelinkova 2003:10)

According to Philomena Ott the term ‘dyslexia’ iffi@ally recognized and
accepted in many countries worldwide, since therenot any universally accepted

definition and she presents several definition$.{997:2)
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The one of the first classical definitions was proetd by World Federation of
Neurology in April, 1968, and it defined dyslexist a

a disorder in children who, despite conventionakstoom experience, fail to
attain the language skills of reading, writing apeklling commensurate with
their intellectual abilities. (Ott 1997:2)

This World Federation of Neurology also producediddinition of ‘Specific
Developmental Dyslexia’ as:

a disorder manifested by difficulty in learning tead despite conventional
instruction, adequate intelligence and sociocultapgortunity. It depends on
fundamental cognitive disabilities, which are fregtly constitutional in

origin. (Ott 1997:3)

In 1994 the Orton Dyslexia Society Research Conemjtafter collaborating
with various National Research Organizations, a$ agescientists and clinicians in the
USA, came up with this definition:

Dyslexia is one of several distinct learning disabs. It is a specific
language-based disorder of constitutional origiarabterized by difficulties in
single word decoding, usually reflecting insuffitigphonological processing.
These difficulties in single word decoding are onftmexpected in relation to
age and other cognitive and academic abilitiesy thee not the result of
generalized developmental disability or sensory ampent. Dyslexia is
manifest by variable difficulty with different forsn of language, often
including, in addition to problems with readingcanspicuous problem with
acquiring proficiency in writing and spelling (THerton Dyslexia Society
Research Committee April, 1994). (Ott 1997:4)

There is another definition of dyslexia by BritiBlyslexic Association from the

year 1996:

Dyslexia is a complex neurological condition whishconstitutional in origin.
The symptoms may affect many areas of learningfandtion, and may be
described as a specific difficulty in reading, $ipgland written language. One
or more of these areas may be affected. Numeraatgifional skills (music),
motor function and organizational skills may alsoibvolved. However, it is
particularly related to mastering written languagihough oral language may
be affected to some degree. (Ott. 1997:4)

The International Dyslexia Association, IDA, definelyslexia as a specific
learning difficulty that is of neurological origiand it is characterized by difficulties

with distinguishing the words, orthography and regd(HanuSova 2005:2)
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There are other plenty of definitions, but thisn® the aim of this paper and
these main definitions could be enough to undedstgmerally what this difficulty is
about.

The reader may be confused by these two terms lexigsand SLD and it is
time to explain the difference. HanuSova explaihat tdyslexia is defined a little
differently in English-speaking area than in thee€z Republic. In English the term
dyslexia is often used not only as an expressiorafiosimilar disorders, but also as
a synonym for specific learning difficulties. Howey this term has started to differ in
English written books recently and next to the tedgslexia other terms such as
dysgraphia, dyscalculia and dyspraxia emerge. (Btarau2005:1)

Also Raymond deals with this problem and she dagghe term dyslexia is less
precise, and psychologists prefer the term speddarning difficulty. (Raymond
2002:62)

In this work the author uses the term SLD in whalhthe difficulties are
included, and the term dyslexia is used to intredie topic.

The word dyslexia is derived from the Greek. Theefigr ‘dys means
‘difficulty’, ‘malfunction’, ‘discrepancy’ or ‘defemation’. Dysfunction means function
not wholly developed. The root-wortekis means ‘language’ and the literal translation
is ‘difficulty with words’. It implies that the pidem is not simply with reading, but
includes spelling, writing and other aspects ofjlaage. This broad, all-encompassing
use of the word ‘language’ is fundamental to aneusidnding of the issues involved
and implies that dyslexia is more than just ‘regdfailure’, which was at one time
a frequent perception. (Ott 1997:1. Zelinkovéa 20)3:

Sally Raymond adds that “100 years ago they weltengat ‘word-blindness’
and its symptoms were only just becoming recognizZ&hymond 2002:1)

From the definitons it is clear that SLD are nohmected with intelligence, on
the contrary, if a person is very intelligent, rencsuffer from some specific learning
difficulty at the same time, but he has manageaviErcome it, or has found other ways
how to live with it. Although, another question canse, and that is where these

difficulties originate from.
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3.2.Causes of origin

According to data of The British Dyslexia Assoamatj BDA, SLD afflicts both
men and women and till this time there have nonldeend any differencies between
occurrence of SLD at persons from different ethoicdifferent socio-economic groups.

(http://www.bda-dyslexia.org.uk/extra336.himl

Ott has pointed out some terms that characteriskexig. It is:

» congenital — people are born with it;

* genetic — inherited and runs in families, more m#han females;

» constitutional — there is a neurological basis;

» problems with phonological awareness — difficultieth letter sounds when
reading and spelling and writing;

» problems with language — such as verbal naming ordwetrieval or
pronunciation;

* problems with short term memory — which particyladffect auditory
sequential memory (such as for the repetition gitsl or visual sequential
memory (such as used in coding skills). (Ott 1997:5

Raymond writes about the causes of SLD that theaball SLD lies within the
genes. She says:

Similar to the genetic disposition towards musihility, freckles or height,

dyslexia is seen to be the result of physiologa&lelopment influenced by
information stored within the chromosomes. In thasec of dyslexia,

physiological features within the tissues of thaibrare believed to affect the
neurological circuity governing the acquisition bferacy. These (mostly
subconscious) mental processes greatly depend enefticiency of the

memory to absorb, store, manipulate and retriewiBp symbolic material

involved with written speech. (Raymond 2002:68)

If an individual suffers from SLD, he has got astkr of symptoms. It is not
common to have all these difficulties. It can alsppen that an individual can have
SLD, but he does not know about it and does not lzeny troubles when he is a child,
but when growing older some difficulties can emerye evidence of this, a professor
of psychology said that she was dyslexic, but duher school years she had not have
any problems and then it had appeared during somerological infection.
Consequently, she thinks that there was some regical basis, but due to good

approach of her mother and teachers there weranyatpparent difficulties.
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Raymond gives an example of a source of SLD, argdattraumatic arrival into
the world — ante- and/or post-natal distress cay pl contributory part. (Raymond
2002:8)

Sally Raymond says that SLD are seen to be soreliffeoetween individuals
that no one has been able to give one finite definior a clear understanding of its
causes, symptoms and effects. In addition, therg b®a other difficulties such as
untidy, penmanship, confusing between left andtrigloor focus of attention and/or

a difficulty following instructions. (Raymond 2003:

3.3.Diagnosis and general principles of overcoming SLD

It is better, if the specific learning difficultg identified early in the school-aged
child. If parents have any concern about the peafare levels their child is achieving,
they should not hesitate in contacting the schadl specialized centre. Parents need to
consider the effect these difficulties will have treir child. Different children will
struggle with different tasks, and show skills ireas which might be unexpected.
Parents need to consider the profile of their clifihymond 2002:8)

Ott contributes:

Parents often realize that there is somethingéediffit’ about their child. He

may appear very bright but has great difficultiehv@ome basic skills, such as
learning to dress, or he may be clumsy, or his @pekevelopment may be
poor. Parents may be alerted by a delay in acquskills that his siblings

master easily and often spontaneously. Familyriey have become fraught
because the child has become aggressive, or subjsdiling rivalry because

a younger sibling is able to master skills of whitte dyslexic elder is

incapable. (Ott 1997:20-21)

The speech therapist has also a central role indémtification of children at
risk, and their early intervention can minimize mnevent later problems for many
children. Speech therapists are often involved witk-school children when the
language difficulties become obvious, and they @agned to diagnose and treat
disorders of communication. (Ott 1997:21)

If children with any of SLD are caught early, in myacases they can be helped
before frustration sets in. SLD cannot be preventecured, and early idenfitication can

lessen the long term effect of the symptoms wheis @ccompanied by appropriate
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remediation, sympathetic understanding and an aeascthat there may be weaknesses
and lateness in acquiring fundamental life skliecondary emotional and behavioural
problems can be prevented or avoided if appropiiatervention is made in early
childhood. (Ott 1997:25)

Identification often brings reliednd Miles pointed out that dyslexia need not be
a calamity, but:

In the first place, if dyslexic children are nolddhe nature of their difficulties,
they readily come to believe that they are ‘thiok’‘stupid’ and it is clearly
very frustrating to find that other children carsibacope with tasks which
they themselves find difficult. (Ott 1997:25)

Although many authorities hold the view that cheidrshould not be given
labels, those who have experience of working withldeen with SLD say that
the benefits of being told about the difficulty famtweigh the disadvantages of being
labelled ‘dyslexic’, and parents often say that kiwbwing is far worse than knowing.
(Ott 1997:25)

BDA provides with an information that “a child hggecial educational needs if
he has a learning difficulty which calls for spé@ducational provision to be made for
him.” (BDA 2000:63)

Now a reader may ask what it means when a childahbesarning difficulty.
Again, BDA explains:

A child has a learning difficulty if:

a) he has a significantly greater difficulty infeimg than the majority of children
of his age,

b) he has a disability which either prevents ordeis him from making use of
educational facilities of a kind generally providéatr children of his age in
schools. (BDA 2000:63)

Early diagnosis should help to take away the bumfeblame from the child,
his parents and his teachers. Those people cowhegitth the child (parents,
grandparents, play-group supervisors) should beenaadhre of the child’s difficulties.
Carlisle stated that: “Any adults spending muchetiwith the child can be encouraged
to follow advice on helpful activities but alarm anxiety must not be caused”. It is
important that parents and others associated wétchild are counselled and that they

are given encouragement and constructive practidaice on matters such as play
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activities, games and management. All involved ntestmindful of the old adage that
‘diagnosis without remediation is unethical’. (Q€97:25)

Early identification of a learning difficulty musbe accompanied by
the appropriate measures to help remediate thdgongb The earlier the diagnosis, the
more immediate the help and the less serious ttragea to the child. Ott adds:

There is much evidence to support the idea thaednker the identification of
a problem, and the sooner appropriate intervesadmegun, the better, quicker
and more cost effective it will be for child, pareschool and society. It may
prevent years of humiliation, frustration and déspEhere is a wide spectrum
of difficulties and the symptoms vary. Inconsistgncanpredictability and
unexpectedness are its most consistent featurdsl9@7:34)
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5. Learner with SLD

4.1.Foreign languages

Regarding school lessons, a foreign language bglangpng more problematic
subjects for learners with SLD. As Pechancova amiciva state they have
experienced that many people believe that it iy défficult for children with SLD to
learn a foreign language because they have alrbagyroblems in kindergartens.
(Pechancova, Srekova 1998:5)

HanuSova says that, as other people can know freim own experience,
mastering a foreign language represents a gredlecpa for each person. We often
encounter a question whether children with SLD #&hay to meet this challenge.

In my opinion, nowadays there is nobody who wouwdsider negative answer.
At the time of globalization and European integmatio not allow anybody to learn and
master a foreign language would not be certainigeustadable. It is also interesting
that even BDA recommends children with dyslexialeéarn a foreign language,
although their mother tongue is English, which vdoble certainly enough for their
whole life and they could use it almost in the weéholorld. @ttp:/bda-
dyslexia.org.uk/extra336.htinl

Furthermore, also Pechancova and &wowa and many other experts believe
that these children are able to acquire foreigguages if special techniques are used.
(Pechancova, Srekova 1998:5)

In the year 2001 Council of Europe issued a vegpitcant piece of work that
has become one of the most important documenthi@natea of foreign language
teaching and learning, and it is Common EuropeamEwork. As HanuSova points
out, it is a little strange that this wide documeatdes not explicitly deal with
problematics of learners with SLD, but certain dosions can be deduced from
a passage about aims and targets of language mdliCpuncil of Europe. (HanuSova
2005:3) It is mentioned there that there is need fo

To ensure to the most possible extent that allrtay# population can have
sufficient means to attain knowledge of other mengbates’ languages ... and to
attain competences necessary for such use of lgaghat enables the speakers to
satisfy their communicative needs. (Education Cotte®i2002:3)
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The document also appeals for lessons always basedeeds, motivation,
characters and possibilites of learners, aims ohéted as the most concrete, sensefull
and realistic and relevant methods and materiats.tli® whole, such programmes
should be supported and developed to enable ditfegpups and types of learners
communicative mastering of a language relevarheo heeds.

As an interesting question it is considered theoskmf a concrete language that
a child with SLD should learn. Quite often peoptene across with myths and lack of
understanding. From the point of view of difficeli that SLD brings, this is the truth
only with some part of children. As Zelinkovéa irdiees, it is essential to distinguish
left-hemisphered and right-hemisphered childrenhw#l.D when it is possible to
presuppose that left-hemisphered children will ngend&nglish better, but right-
hemisphered will master rather German. (Zelinko®@32166)

On the contrary, HanuSova reminds that this processld be rather
controversial if it does not take into account preferences of a child who could be
fairly demotivated and can approach in advanceniegr of a foreign language
negatively, which further complicates the situatifthanuSova 2005:3)

Also other factors, such social and geographica¢dnto be taken into account.
If parents can speak any foreign language, thel ghibuld choose it because the parents
can help him. Furthermore, the location of the ¢gubrings the possible choice of
a foreign language. For example, the Czech Repishlhicainly surrounded by German
speaking countries so that German language couldhéeright choice. However,
nowadays English language is spreading widely aagnkrs can come accross with
English if they work with computers.

HanusSova considers as a key moment of languagaingeof children with SLD
thorough pedagogical diagnose. A teacher, who wémttseach learners a foreign
language, has to largely sensibly determine whatdaners prefer and which way of
teaching and learning will be optimum for them. (id&ova 2005:4).

For children with SLD it is especially important &ppoint important aims very
sensibly, realistically and to learn rather less$ thoroughly than more and casually.
Zelinkova claims that reached level often doesaootespond with invested energy and
sometimes does not correspond even with syllabugbgh is necessary to admit.
(Zelinkova 2003:175)
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Children with SLD often need to practise subjectteramore. One of the key
questions according to HanuSova is how to ensume m@ctice without losing quality
and at the same time not tire out or not disguainkers? In her opinion, it is necessary
to search for the answer in motivation and in theose of materials for practice. It is
not necessary to present more work as a task foregne who did not manage
everything at school, or as other task for learmetis SLD. It it possible to assign tasks
for practice in the form of games, quizes, crossiwat cetera that are offered to all who
are interested. It is necessary to bear in mindahask should be of adequate extent.
When learning languages it is better to learn é&skmore frequently than great parts in
a single session. (HanuSova 2005:10)

During the choice of suitable methods and formdeséon teachers can soon
find out that results valid for all children withLB do not exist. Each child requires
a considerable individual approach. This also corx®ther learners, because all of
them have own specific needs.

These specific needs come from different conditibias influence learners with
SLD, and these should be taken into account wheafingewith these learners. These

conditions are professionaly called objective amgjective determinants.

4.2.0bjective determinants

Objective determinants are those determinants théience the learner
externally, and the learner does not have anyenfte to change them. They are socio-
cultural and socio-economic conditions, for insigrevel of education of the parents,
level of living conditions, or teacher’s attitude.

The troubles arising from specific learning diffites can negatively influenced
also the extent of vocabulary and the whole levelknowledge. Furthermore,
difficulties with short-term memory, concentrationime perception and work
organization are also frequent. Owing to a necggsittake greater pains to control
problems that majority of other people do not havall, greater tiredness or irritation
can appear. Consequently, lower self-confidenceiclwltan lead into complex of
inferiority, is a logical issue. It is the task fparents, teachers and others close to the

child to help him to overcome the problems and fmelright way. (HanuSova 2005:2)
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As Sally Raymond says: “Dyslexic children have wesdses that they need to
overcome. They also have abilities, and theseaatecs to employ that will help them

achieve success.” (Raymond 2002:9)

4.2.1Parents’ attitude

A lack of information can put parents at a loskbow the whats, whys and
wherefores associated with the announcement teatahild has some specific learning
difficulty.

Sally Raymond points out that struggles with thésioe world become clearer
by observing and understanding the child within bBor€hildren with SLD need
relevant support to be able to face their diffiegdt with confidence. They need
a helping hand to reduce the impact of obstaclessameone who will listen to their
frustrations: “Facing the challenge of achievingnany within the home paves the
way to greater confidence and success.” (Raymo0@:20-12)

Once parents become more aware of the specificsnaefetheir child, their are
better equipped to reduce their confusions abaatsthuggles they face. If difficulties
are recognized and faced, the child can begin wenstand itself as an individual.
Raymond reminds that when the child starts feelingt people around them are
understanding to their needs, confidence that helpgduce confusion, distress and
insecurity, can develop. (Raymond 2002:17)

By recognizing the child’s individual weaknessesderstanding and progress
can be made. By recognizing individual strenghtd ahility, compensatory skills can
be developed. Reading, spelling, maths and playaltdre handled in a positive manner
reducing the conflicts that the difficulties carenf cause. It is also often necessary to
explain to the child the reason for their difficedt. It is often difficult finding the words
to explain to the child why their friends can writéth ease, but they cannot, or why
their friends have no difficulty with reading, bifitthe child is already aware of these
differences, they will draw their own conclusionslass parents provide them with
an explanation. Children are often relieved to @lise that their difficulties stem from
the uniqueness of their brains, rather than sttypatilaziness. (Raymond 2002:62)
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However, HanuSova argues that parents’ involvement very sensitive
problem. If parents do not speak a foreign languadenow it only a little, they cannot
help their children or they can help only a litHad especially pronunciation can be
a trouble. Sometimes too careful parents’ help peevent children from their own

initiative and making their own way. (HanuSova 2009

4.2.2 Teachers’ attitude

A. M. Smith’s interesting point of view says thaetterm of a specific learning
need indicated that there is something wrong eaanler. However, the problem is often
in the relationship between a teacher, a learnesulgect matter, curriculum and
surroundings. (HanuSova 2005:2)

Teachers play a very important role in this areane Qof the teacher’s
responsibilities is to prevent learners’ failuresl do provide appropriate conditions in
a class during the teaching process. British DyslA@ssociation says:

Teachers have a great responsibility to nurturesdiieesteem of all learners, but
particularly those learners who have a ‘hiddenkdigg'. If they are not identified
and understood they have the potential for frustnand suffering which may
have devastating consequences. Severe weaknesgernacyl acquisition is
demoralising, leading in some cases to withdrawal owert behavioural
difficulties. There are great dangers in constaritife and teachers may need to
develop specific plans for the development of naiton into their teaching
programmes. (BDA 2000:12)

In present days the number of learners with SLDiha®ased, therefore it is not
surprising when a teacher has this kind of chilchan class. It is important that the
teacher needs to have some knowledge concernisg th#ficulties. Pechancova and
Smrkova give several basic clues of a suitable apprdhat the teacher should use
when dealing with these learners:

1. patience and calm aproach;

2.balanced vocal speech;

3.not spare praise, encouragement, appreciation dod gob and effort,
a learner must recognize that a teacher understaindsnd the he can

rely on the teacher’s help;

29



4.a teacher should prevent a learner from learnimgesioing wrong (for
instance, he acquires some wrong grammatical fules)

5.there should be various short activities;

6. written work or testing which influence evaluatisimould take place in the
first half of a lesson, but not at the very begni

7.optimistic view of better future and belief in ataers’ abilities;

8.movement relaxation is a way of having a rest,anler should not be
made to stay absolutely quiet, he should be allowedhange position
when working;

9.all disturbing elements should be excluded if passias well as
admonishments, a learner should be kept busy;

10.a teacher can neither allow a feeling of inferiorwhen a learner
repeatedly fails in competitions with other leameror a feeling of
exceptionality under special leadership of the heacLearners’ results
should be evaluated objectively with consideringjrthandicap.

(Pechancova, Srekova 1998:11)

Equally, teachers should look for learners who ldsspcharacteristics of
giftedness in a variety of areas such as creativtyiosity and multiple interests.
Teachers should not be discouraged by the factlieae very bright learners are slow
to acquire literacy because this often masks tfiedyiess. And then all gifted learners,
with SLD or others, should and could be joining theks of the successful because
they have the qualities and the ability. For tlegtson it is teachers’ role to identify such
uniqueness and find a way forward. (BDA 2000:16-17)

Success encourages interest and repeated succédds banfidence and
motivation. All teachers’ aims therefore need totbelecrease frustration and failure
and to increase success.

BDA recommends that “the dyslexic student needsighly organised and
structured environment where he can work in a cerafve and attentive manner.”
(BDA 2000:60)

Raymond stresses: “Through educated cooperatiahé¢es, parents and pupils
can work together at achieving the best for théviddal child.” (Raymond 2002:2)
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Being aware of how to help the learners in clasgh weaction to their
difficulties, teachers can put them on the road more secure sense of emotional well-

being and at the same time remove a very signffioarrier to learning.

4.3. Subjective determinants

Subjective determinants are those that influeneeleéarner internally. People
who live and work with learners with SLD should kndhese determinants because
through learning the learner’s personality they batp him to deal with the specific
difficulties.

Into these determinants belong: cognitive determimasuch as individual
learning styles and learning strategies; learnat&ligence; and affective determinants

such as learner’s attitudes, motivation, sex dffiees.

4.3.1. Learning styles

Learning styles relate to the way that people takeprocess and recall
information. It is important for teachers to trydaidentify the ways their learners learn
most effectively. As a result, they are in the posito know how best to teach that
learner.

Richards and Lockhart suggest that learning stfdes® referred to as cognitive
styles) have been defined as characteristic cagnénd physiological behaviours that
“serve as relatively stable indicators of how lemsperceive, interact with, and respond
to the learning environment.” (Richards, Lockh&9:59)

Mare$ suggests that cognitive styles can be spdc#s characteristic manners
through them people perceive, remember informatiank, solve problems and decide.
Styles show about consistent individual differenicethe manners through them people
organize and direct their information and expergepcessing. (Mares 1998:50)

Furthermore, learning styles can also be consideredpredispositions to
particular ways of approaching learning, and atated to personality types. Richards
and Lockhart also believe that differences in pesgearning styles reflect the different

ways learners respond to learning situations. @ut$y Lockhart 1996:59)
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HanuSova states that there exist a lot of learstgigs typologies. Styles can be
divided according to sense preferences (for exampdaal, auditory, kinesthetic, tactile
style), personal aspects (extroversion, introvelsitevel of generalizing (for instance,
global style versus analylic and biologicaly conditioned differences (infleenof
biorythms). Styles can be identified with help ahpgle tools such as questionnaires.
(HanuSova 2005:7)

Detection of preferred learning styles help notyottle learner but also the
teacher. This applies to children with SLD twicer finstance, Zelinkova states that
children with SLD often have global learning stydad it is very contraproductory if
they are urged to learn a foreign language systeatlgt step by step. Although in most
cases teachers find out considerable differencesgrmdividual learners in a class, it
also happens that within the framework of one cthsse can be identified distinctive
preferences common for several learners or eveorityapf them. According to this it
Is then possible to accommodate didactic techniques

It generally applies that learning styles are coitgéand they are quite difficult
to change. It is necessary according to them tosadgaching methods and techniques.
Children who prefer visual mediation of informatiaill need more visual stimuli such
as pictures, cards with vocabulary, tables, grapbsloured underlining and
emphasizing texts, video recording. For childrenowlse kinesthetic learning style
activities joined with movement will suit. Througmovement children abreact, but also
the movement serves as an aid for better remengpéti@nce very suitable techniques
are TPR, dramatic techniques, three-dimensionaletsodor example, when learning
prepositions). Teachers should know that they iregbéé learning of these children by
making them sit whole lesson without moving at tlesks. Introverted children will
learn better alone, however, for extroverted ckitdcooperation with others will help
them. (HanuSova 2005:7-8)

No one style is better than another, but if ther@ iweakness in the learning
process, such as that caused by SLD, it is of aisvi@lue to try to meet that learner’s

preferred style as far as possible.

A global learner is believed to prefer learningtigh global exposure while an analytic learnersike
analyse elements in detail. (Hedge 2000:18)
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In addition, teachers should encourage the leatoneself discover. In such an
environment, many of the stresses felt by thieseners fade and motivation and self

confidence grow.

4.3.2Learning strategies

Learning strategies are specific actions and prnaesdthat learners use to learn
foreign languages. Oxford defines learning straegis “specific actions taken by the
learner to make learning easier, faster, more abjey more self directed, and more
transferable to new situations.” (Richards, Lockli&96:63)

Richards and Lockhart also suggest the importarfc@romoting learners’
awareness and control of effective learning stiatggthey discourage the use of
ineffective ones. (Richards, Lockhart 1996:63)

HanuSova describes learning strategies accordin@xford who divides them
into six basic categories:

1. cognitive strategies (enable a person to manipwlitea language through
reasoning, analysis, synthesis, summarization, wgnkith information);

2. metacognitive strategies (identification of ownrieag style, own needs,
learning planning, gathering and organization ofidging materials,
monitoring of own deficits and self-evaluation);

3. memory strategies (exploiting strategies facilitgtiremembering, for
instance, mnemonic devices, acronyms, rhymes, lvisigas, movement,
conceptual maps);

4. compensatory strategies (guessing from context, afssynonyms and
periphrasis instead of missing expressions, use@estures and pauses
during the process of communication)

5. affective strategies (deal with a human’s ability realize own mood,
feelings, anxiety and to work with them);

6. social strategies (ability to ask for explanatioaridg communication,
ability to ask for help, looking for communicatiamith native speakers,
study of cultural and social standards). (Hanux/b:8)
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Teachers of foreign languages should not only taadehlanguage, but they
should also pay the attention to learning stragegi@e teacher should help the learners

to identify preferred strategies and to realizecklstrategies they could develop better.

4.3.3Learner’s intelligence

Traditional concept of intelligence was found byrédl Binet. He was asked to
devise some kind of a measure that would predigttwhhildren would succeed and
which would fail in the primary grades of Paris @gals. As it is known, he succeeded,
and his discovery came to be called the ‘intellgertest’. It seemed that intelligence
could be quantifiable. Together with measuring someés height and weight, it was
also possible to measure someone’s intelligenceplBeéhad one dimension of mental
ability along which they could array everyone. Théssts are based on the idea that
intelligence is a single, unchanged, inborn caga@@ardner 1993:5)

However, Gardner disapproves:

But there is an alternative vision that | wouldelito present — one based on
a radically different view of the mind, and onettiizelds a very different view
of school. It is a pluralistic view of mind, recagimg many different and
discrete facets of cognition, acknowledging thaige have different cognitive
strengths and contrasting cognitive styles. (Gard883:6)

According to Gardner the criticism of the concebl® do not suffice and has to
be replaced. People should get away from testsl@oidinstead at more naturalistic
sources of information about how people aroundvibed develop skills important to
their way of life. Think of, for example, surgeomsigineers, dancers, fishermen, all of
these different roles need to be taken into accibuns accepted Gardner’s definiton of
intelligence. (Gardner 1993:7)

He has located eight intelligencies:
¢ Linguistic: the ability to use language in speeiatl creative ways;
* Mathematical-logical: the ability to think ratiohgl
¢ Spatial: the ability to form mental models of therld;
* Musical: a good ear for music;

* Bodily-kinesthetic: having a well-coordinated body;
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¢ Intrapersonal: the ability to understand oneselfl apply one’s talent

successfully;
* Interpersonal: the ability to work well with people

* Naturalist: the ability to understand and organieepatterns of nature.
(Richards, Rodgers 2001:116)

Richards and Rodgers present that “MI belongs tgraup of instructional
perspectives that focus on differences betweeméearand the need to recognize
learner differences in teaching. Learners are viea® possessing individual learning
styles, preferences, or intelligences. Pedagoggast successful when these learners’
differences are acknowledged, analyzed for padrcujroups of learners, and
accommodated in teaching.” (Richards, Rodgers 20%):

The Gardner’s Multiple Intelligences Theory is het described in chapter five.

4.3.4. Motivation and self-esteem

An area of great concern is that of low motivatom self-esteem.

Motivation plays a very important role for learniftggeign languages, and is one
of the most frequently studied issues connectetl eatucation. Williams and Burden
are of the opinion that motivation “does not rdf@ma fixed trait or characteristics that
individuals possess more or less of ...” and “is mwepfully used to refer to a state of
temporary or prolonged goal-oriented behavior whitlividuals actively choose to
engage in.” (Williams, Burden 1997:94)

BDA quotes Dr Ginny Stacey, a tutor of dyslexicdemnts at Oxford Brookes
University:

A person will be highly motivated when his domin&mction is fully engaged in
a learning task (or in another activity). When tteaminant function is excluded
from a learning task, that task becomes a nearssiple obstacle. Altering other
details of the educational situation will not impeahe learning ability.

(BDA 12:2000)

Harmer describes motivation as “some kind of ting& drive’ that encourages

somebody to pursue a course of action.” (Harmefl 139
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Motivation is important to reach certain goals. Timportant role in motivation
plays the purpose of learning a language. Diffetearners have different purposes,
for instance, they have to learn it because itpar of their school curriculum, or they
want to belong to a target language community.

Language learners can further motivate themselyeshort-term goals and
long-term goals. Short-term goals might includehstitings as getting good marks,
whereas long-term goals might have something tavitlo a wish to get a good job in
the future. (Harmer 1991:3)

Harmer further divides motivation into extrinsic danntrinsic motivation.
Extrinsic motivation is concerned with the factorgside the classroom that are usually
inaccesible to the influence of teacher, for exanphe desire to please parents,
the desire to pass the test, or peer-group infeen&xtrinsic motivation includes
integrative motivation, which is the desire to itignwith and integrate into the target
language culture or to live in the target languagemmunity, and instrumental
motivation, which is mastering the language asnatrument for carreer, promotion or
purpose of study. (Harmer 1991:4)

Intrinsic motivation is concerned with what takéage inside the classroom and
depends on a teacher, method, physical conditiedsaccess. (Harmer 1991:4-7)

According to Gardner it depends on learner’s ateétuwhether learning a second
language may be a source of enrichment or a sairoesentment. If the only reason
for learning a second language is external pressiuea internal motivation can prove
minimal, with general attitudes towards learnini@r@guage possibly proving negative.
(Lightbown, Spada 1996:39)

Misunderstood and/or mishandled learners with Slab suffer significantly,
hence teachers have a great responsibility to rauthe self-esteem of all learners, but
particularly of those learners who have a hiddesaldility. If they are not identified and
understood they have the potential for frustrateomd suffering which may have
devastating consequences.

According to BDA severe weakness in literacy adtjors is demoralising and
iIn some cases it can lead to withdrawal or ovehabm®ural difficulties. “There are
great dangers in constant failure and teachersmaag to develop specific plans for the

development of motivation into their teaching pargmes.” (BDA 2000:12)
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6. Techniques of teaching/learning vocabulary for leamers with SLD

In present days, more attention is payed to diffetechniques for teaching
vocabulary. Scrivener presents that “a languagehtganeeds to find other systematic
ways of helping learners with vocabulary. Randomlaxations and examples off the
top of her head in the middle of a lesson may salvexpected problems on the spot,
but the words dealt with in this way are unlikety lecome a long-term part of the
learner’s own store of English.” (Scrivener 1994.:73

Allen adds that “the question is what can teactdera/hile presenting the words,
so that pupils will learn them. Hearing the worsisging it, and saying it — all of these
may be aids to learning. But they are only patheflearning process. More is needed,
and the harm comes when there is no time for angtimore.” (Allen 1983:12)

HanuSova claims that what is good for learners \8itiD, it is also good for
learners without any difficulty. There is no method technique that would be
appropriate for learners with SLD and at the same twould not be useful for others.
(HanuSova 2005:4)

5.1.Total Physical Response

From alternative methods of teaching foreign lamygsafor learners with SLD
Total Physical Response is mostly recommended.

“Total Physical Response (TPR) is a language tegchiethod built around
the coordination of speech and action. It attemptseach language through physical
(motor) activity.” This method was developed by &smAsher, a professor of
psychology at San Jose State University, Califoritids undemanding in terms of
linguistic production and involves gamelike movemsenAsher believes that TPR
reduces learner’s stress and creates a positivel nmothe learner, which facilitates
learning. He claims that grammatical structures \achbulary can be learned from the
use of the imperative by the teacher. (Richardsigeos 2001:73)

TPR is a method based on the same principles tbatpplied when picking the
mother tongue in the childhood. During this natymalcess children first only listen for
longer time (several months) and their speech doeéspparently develop, but in fact
they are receiving and compiling information, ardlier or later on the basis of these

information they start to produce language theneselDuring the exploitation of TPR

37



the teacher has to enable the learners an arbyithanig period, so called silent period,

during that the learner does not have to spealy, lsiens and reacts to the teacher’s
instructions in the target language using movemeggstures or activity. The learner
begins to speak when he himself shows interestfitbe very early or, on the contrary,
after longer period). Then the learner gives irgdtams to other classmates, it means
that he functions as a teacher. It is important tha learner’s speech is from the very
beginning structured into simple sentences (mostifnmands), and it is not only

memorization of isolated lexical units without azgntext as it is often practised during
initial phases of teaching a language in a trad#icchool. (HanuSova 2005:5)

Here are some examples of TPR activities thatebehter can act and learners
repeat: wash your hands, your face, your hair; cgouy hair, Maria's hair; brush your
teeth, your pants, the table; touch your teethiwsyaur teeth to Peter.

The children with specific learning difficultiestember and recall things more
hard, hence teaching and learning through TPR ejmthem to remember words more
easily because TPR can be linked to the ‘traceryhed memory in psychology, which
holds that the more often or the more intensivelyn@mory connection is traced,
the stronger the memory association will be andrtfwee likely it will be recalled.
Retracing can be done verbally and/or in associatiith motor activity, and learners
listen attentively and respond physically to comdsagiven by the teacher. (Richards,
Rodgers 2001:73-74, 76)

Whereas most second language teaching methodsiraeed to left-brain
learning, Asher sees TPR as directed to right-bleanning. Based on work by Jean
Piaget, Asher thinks that the child language leaatguires language through physical
movement, which is a right-hemisphere activity, aigit-hemisphere activities must
occur before the left hemisphere can process layjggufar production. The left
hemisphere will be triggered to produce languagernwa sufficient amount of right-
hemisphered learning has taken place. (Richardsgéte 2001:75)

TPR can be used very effectively when teaching beaining vocabulary
because it requires initial attention to meaniiicliards, Rodgers 2001:76)

However, HanuSova estimates that some learnersidgigroblems with motor
activity and coordination do not have to react hs tmethod positively. (HanuSova
2005:5)
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5.2. Multisensoric approach

Among methods and forms of teaching/learning aidoréanguage which are
especially suitable for learners with SLD, belonigowe all procedures based on
multisensoric approach. Multisensoric approach tNesiro Linguistic Programming’
that enforces a procedure called ‘VAKOG'. This aation is compound from
the first letters of words ‘visual’, ‘auditory’, ikesthetic’, ‘olfactory’, and ‘gustatory’.
The substance is the involvement of more senstseaame time. The last two senses
are not possible to use in language teaching végn,oso there is also reduced
conception called ‘VAK’, or ‘VAKT’ (visual, auditor, kinesthetic, tactile). The success
in learning often depends on the number of sendd@shware used in the learning
process. (HanuSova 2005:6)

Zelinkova adduces that a learner should have af lotcasions to talk and repeat
words or word connections with the relation to rei&lations. He should listen to his
pronunciation, compare it with the teacher’s anel thassmates’ pronunciation. It is
vital to see the repeated words written or printgth marked coloured parts. If it is
possible, learners illustrate the content of wdygsnoving their body. If more senses
are engaged, more ways bring the signal into ténkand so activation of adequate
parts of brain and their mutual influence is grealéhe possibility of remembering
a new piece of information increases. (Zelinkov@2067)

When learners can touch something, in additionearing and seeing a word,
there is a stronger chance that the word will lz@ned. Even if there are practical
reasons why each learner cannot touch the objesttsgeing it while hearing its name is
helpful. At least those two senses (sight and hgarare working together to focus
the learner’s attention.

The memory is a living integration of many parter Fstance, it is possible to
use the sensation of touch to write words in sarghtt. By also singing out the word as
it is created, a multisensory input is producedclhwill help fix the word in the
memory.

Raymond says about the multisensory approach that:

The theory is that by bombarding as many sensegoasible with the same
information, the almighty weight and variety of mial presented is sure to be
registered somehow, somewhere. The trick is to igdeovan assortment of
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activities that use different senses, but not terload the working memory by
giving too much at one time. Spread out your meiftsory inputs rather than
deliver them all at the same time. (Raymond 2002:76

5.3.Multiple Intelligences

The theory of multiple intelligencies is not possito consider as a method of
teaching a foreign language, but it offers a ricépiration that a teacher can creatively
work out. In this sense, a language is held tonbegrated with music, bodily activity,
interpersonal relationships etcetera. The langusget seen as limited to ‘linguistics’
perspectives but cover all aspects of communicafldanuSova 2005:7)

Teachers can exploit this when preparing teachirsgenals and planning
techniques. For example, a learner with developegical intelligence can learn
through music, singing, or rhytmical verses, othevgh mathematical-logical
intelligence can deal with arithmetical tasks ie tlarget language, quizes or riddles.
(see Appendix 1)

Teachers who recognize their learners’ particudents and gifts can provide
learning activities that build on those gifts, dandividuals are free to be intelligent in
their own ways.

Richards and Rodgers summarize several of thenaliee views how the
multiple intelligences model can be used to selneenteeds of language learners within

a classroom setting:

* Play to strengthlIf you want an athlete or a musician (or a stud&ving
some of these talents) to be an involved and seftdeisnguage learner,
structure the learning material for each individgaf similar group of
individuals) around these strengths.

* Variety is the spiceProviding a teacher-directed rich mix of learning
activities variously calling upon the eight diffatantelligences makes for
an interesting, lively, and effective classroomdbrstudents.

* Pick a tool to suit the jad_.anguage has a variety of dimensions, levels, and
functions. These different facets of language @& berved instructionally
by linking their learning to the most appropriateckof Ml activity.

¢ All sizes fit one Every individual exercises all intelligences euweough
some of these may be out of awareness or undediaRedagogy that
appeals to all the intelligences speaks to the fevip@rson’ in ways that
more unifaceted approaches do not. An Ml approagpshto develop the

40



Whole Person within each learner, which best sévegerson’s language
learning requirements as well.

* Me and my peopldQ testing is held to be badly biased in favok\éstern
views of intelligence. Other cultures may valueeotintelligences more
than the one measured in 1Q testing. Since languegaing involves
culture learning as well, it is useful for the laage learner to study
language in a context that recognizes and honmaege of diversely valued
intelligences

(Richards, Rodgers 2001:119-120)

On the whole, activities of multiple intelligencetassroom are intended to

enable learners to become more successful leamgeneral.
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6. Research
6.1.Introduction

With regards to the theory of this paper, at thmment a practical part is going
to be introduced. This practical part of the pgmewvides concrete manifestation of the
techniques mentioned in the theoretical part ag Wexe applied during the lessons, and
the learners’ approaches to chosen activities basdtie teaching/learning techniques.
The hypothesis of the research is to find out whaty of teaching/learning
the vocabulary children with SLD prefer, whethegrthis some activity that all of them
prefer, or whether each learner prefers differetiviy.

In the following part, the background informatiohtbe research, such as when
and where the research was taken, etcetera, isianedt After the introduction,
the chosen activities are introduced, further d@rpld, and their popularity is closely
examined through the observations and interviews.

Through reading the research, a reader can getdee Wwhat activities are
favourite among children with SLD, what kind of gtiae they prefer, so that he can
take it into account when teaching this childred @neparing tasks and activities for

them.

6.2.Background of the research

The research was pursued at basic school Smetand@hotbor in February
2006 among eight learners with different level aDSfrom the sixth grade, so they
were about twelve to thirteen years old. There viieeeboys and three girls from three
classes. This supports the idea that more maleerstfom SLD than females.
For the purpose of this research they had speesabhs for two weeks, three lessons
every week, in total six lessons.

At the beginning, for the purpose of knowing theralked to them individually
to learn their personalities a little and to exiplthem why they were there. Before this
| had spoken to their teachers and we agreed dnteéhahing them vocabulary of
human body would be the best because it was isyltedous for the sixth grade.

Before starting the research | prepared an actian o see clearly what must

have been done.
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At

first;, a goal was set and that was finding <lé@a activities for

teaching/learning vocabulary of human body forneas with SLD. Then the subgoals

had to be stated and they were:

creating different activities, which took me oneekebefore meeting the

children;
practising the activities during that our lessons;

and then questioning the learners.

As a selected strategies, observing and questigimnthe form of interviews)

were chosen. Firstly | thought that | could give tearners the questionnaires, but then

| realized that they may have not been able to rstaled them properly or writing

answers could be a problem for them, therefore M\ehehosen to interview them

individually and record their answers. Moreover,cduld interview each learner

differently according to their personalities. Witan be clear for one of them, it does

not have to be clear for others, and as it is gaithe theoretical part, they are all

individuals and they need individual approach.

The outcome of this action plan was a set of slataltivities based on these

principles according to the techniques describechapter five:

a set of different activities in a lesson;

working with real objects, things — showing, toudhi assembling,
matching;

the use of coloured pictures;

each word on a separate card written in capittdrigt

the use of senses;

employment of the body;

learners can work and learn together.

Then | prepared a set of ten activities based esetlprinciples that could be

practised in our lessons, and among them the lesaowaild choose according to their

wish.
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A set of ten activities looks like this:

1. learners get a picture with names of different paftthe body and on the
second half of the picture they draw their own ymiet colour it and rewrite
the words (see Appendix 2);

2. learners get cards with names of the parts of tuy land put them on the
poster with a body drawn on it (see Appendix 3 4nd

3. learners look at the words on the cards, read aod ©n their body and
translate;

4. learners look at the cards with pictures and saytbrds (see Appendix 5);

5. learners get a picture of a body or a head cutpregoes and their task is to
put the parts together and to say what they atengubgether;

6. learners get a set of letters and according topibtures on the cards,
or a teacher shows them the part on the posten dreo body and learners
assemble the right word;

7. learners show and name parts of the body on a doll;

8. learners play a game called ‘Touch your (part @f body) and show the
right part on their body;

9. a teacher shows a card with the name of some p#redody and learners
write the word on their friend’s back and the fdeguesses;

10. singing a song ‘Head and Shoulders’ (see Appendix 5

All these activities join Multisensoric approachotdl Physical Response and
Multiple Intelligences together, so that they sldoloé appropriate for learners with SLD
and it is a job of this research to find out ifrinés one most preferred activity among

these ten.
6.3. The process of the research

During the first week | tought the children the &balary of human body using
the technique of TPR at the beginning. | pointedngnpart of the body and said the

word, children repeated. Then | chose one leamdrshowed it on him and the others

repeated. Then the learners tried it themselvestlaey practised it in pairs. Then we
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learnt the song ‘Head and shoulders’, and playedgdme ‘Touch your ...", so that
each child could function as a teacher and givencands to others.

Then we prepared the cards, the learners couldiggawriting and spelling.
They used coloured markers, on one side of the ttar@ was the English term in one
colour and on the other side there was the Czeglvagnt in another colour. To make
learning at home easier, | wrote for them on eact the right pronunciation.

We went through all the activities together to explthem to children clearly
and to make sure that all of them understand vehaach activity about.

After | was sure that the learners knew the adtisiwvell, | prepared the next
step. For the purpose of observing the childrgutithese ten activities to some kind of
boxes or folders, placed them around the classrandhtold the learners that it was
their lesson and it depended on them what theydvolubose to do. At each place with
a box there was a number from one to ten indicatiregkind of activity and it was
written on the board in Czech in capital lettens, brackets | present the English

translation:

. KRESLENI (drawing);

. PLAKAT (poster);

. KARTICKY — CTENI, PREKLAD (cards — reading, translating);
. OBRAZKY — URCOVANI (pictures — guessing the words);

. SKLADANI OBRAZKU (assembling the picture);

. SKLADANI SLOV PODLE OBRAZKU (assembling the lettdrs
. PANENKA (a doll);

. DOTKNI SE (touch your);

. PSANI PRSTY (finger writing);

10. PISNICKA (a song).

© 00 N O o b~ W DN R

At the point number nine it could be presupposed this able to practise this
only in pairs, but | prepared a longer tray witimgosand and so even one learner could
do it.
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At the same time at each box there was also a skplanation in Czech, if the
learners would not be sure what to do, or theyasuhply ask me, but | was sure they
all know what to do, and | could observe them.

Firstly, they looked at the board and read throtinghpoints, then they started to
move around the classroom and examined the boxeés. lAoking at the places they
moved to the activity which interested them most started working.

Graph 1

The proportional division of the learners with SLDin the
class

O boys
M girls

This graph shows the percentage of boys and gitlsa class. The total is eight
learners, 5 boys and 3 girls, proportionally theré2.5 % of boys and 37.5 % of girls.

It supports the idea that males are more infletitad females.
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6.4. Analysis of the activities

Graph 2

The popularity of activities among the learners

& Number
of
learners

Number of learners

Activities

This graph shows the popularity of activities amading learners as they chose
them during the lesson. The activities are rangedraling to their numerical order of
the boxes.

From the graph it is clear that the most selecta#viies are Poster where the

learners have a poster with a human body or a laeadcards with the names of
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different parts of the body and they put these @l the right part of the body drawn

in the poster; and Assembling the picture whereléaeners have pictures of a human
body or a head and these pictures are cut intepjeand the task is to put the pieces
together to make the picture and say what partg biae put together. Both these

activities have been chosen as the best by whaks cthat is by eight learners out of
eight.

The second most popular activity which has beersehdyy seven learners out
of eight is Finger writing where the learners haaeds with the expressions, one of
them turns his back to his friend, does not loald the other according to the chosen
card writes the word using capital letters withihidex finger on his friend’s back.

Six learners out of eight have chosen as the lodsitg Touch your... where
one of the learners says the commands (for instanoeh your leg!) and others act
these commands touching the right part of theirybod

The fourth popular activity that has been chosen fivg learners was
Assembling the letters. There are individual letteirthe alphabet in the box, cards with
drawings of different parts of the body and thek t@sto compose the right term from
the letters.

The fifth popular activity chosen by four childreras Drawing. The task is to
redraw the drawing of a human body on the next phdglee paper, colour it and rewrite
the terms.

On the sixth place there are two activities: Piesur guessing the words where
the learners look at the pictures of different pat the body and they have to name
them; and A song ‘Head and shoulders’ has also beesen only by three learners as
the best. The learners sing the song and touch phaeis of the body according to the
text of the song.

Only two learners have chosen the activity Cardeading and translating.
There are cards with the expressions and the pigimunciation and the learners have to
read them and translate the expressions.

Among these ten activities is one activity whicmat popular at all. No one has
chosen the activity with a doll where learners aseal object and practise the terms on
it.
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Graph 3

The proportional expression of popularity
of the activities

O Drawing
B Poster

O Cards - reading,
translating

O Pictures - guessing
the words

B Assembling the
picture

O Assembling the

% ‘ﬁ e

O Touch your
B Finger writing

B A song

This graph shows the popularity of the activitiesoag the learners from the

graph 2 expressed in percents:

» Drawing activity has gained 50 % (4 learners);

» Poster has gained 100 % (8 learners);

» Cards — reading and translating has gained 25 [&a(Bers);

» Pictures — guessing the words has gained 37.51&a(Bers);

» Assembling the picture has gained 100 % (8 leayners

» Assembling the letters has gained 62.5 % (5 leajner

» A doll has gained 0 %;
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» Touch your has gained 75 % (6 learners);
» Finger writing has gained 87.5 % (7 learners);

> A song has gained 37.5 % (3 learners).

| was also engaged in the question if there is diffgrence between boys and

girls, whether they have different preferences, &nlkdave divided the popularity

between the boys and girls, and it has come oetthils:

Graph 4
Popularity of activities between boys and girls
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From the graph it is visible that:

» Drawing has been chosen by 2 boys and 2 girls;
Poster has been chosen by 5 boys and 3 girls;
Cards — reading and translating has been chodgmp2 girls;
Pictures — guessing the words has been choserbby and 2 girls;
Assembling the picture has been chosen by 5 oy S8 airls;
Assembling the letters has been chosen by 3 buy2 @irls;
A doll has been chosen by no one;

Touch your has been chosen by 3 boys and 3 girls;

vV V V V V V V V

Finger writing has been chosen by 4 boys andlIS; gi

» A song has been chosen by 3 girls.

On the basis of this research it is clear thatniost favourite activities among
all learners are Poster and Assembling the pichakare popular both among all boys
and all girls. Then it is Finger writing that is sigopular among all girls and four boys,
followed by Touch your that is popular among thbegs and all girls. The last activity
which has gained popularity among more than hathefclass is Assembling the letters
that is popular among three boys and two girls. a¢tevity which has gained popularity

of exactly half of the class is Drawing chosenwyg boys and two girls.

6.5. Interviews

The last task of the research was interviewingctitren to find out why they
prefer certain activities. | interviewed them indwally and | helped them with
expressing their reasons.

| am not going to write out all the answers, orthgit summary because the
learners answered mostly the same. | can say K tinterviews were the most
difficult part of the research because the leardatsiot know what to say, so that | had
to help them with their answers a lot.

Questions that | asked were: Why did you choosedbiivity?

What exactly do you like on it?
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» Activity Poster:
This is the most popular activity among whole classause everybody wanted
to do it as first task. According to the childrémsiinteresting and the most useful
because they can see the picture and the writtedsnad the same time plus they

like putting the cards on the right place of thetynie and they have lots of fun
with it.

» Activity Assembling the picture:
This activity is also at the first place with Pastéhe children like it because it
is a little similar to Poster, instead of puttifgetcards they put together the
body, and the learners enjoy to have somethingpeir hands, they work with
their hands, they can see the result of their veortt they like saying what they
are putting together.

* Activity Finger writing:
This activity has won the second place and thedddil's reasons are: we
practise vocabulary writing; we can remember tgatrspelling; we do not have
use a rubber; we have to use our fantasy; we @&ntf& we identify only some
letters, we can remember what word correspondsh& letter we have

recognized and we can guess; it is funny and iosuel

» Activity Touch your:
This activity has won the third place and the leasrdescribe it as: because we
practise the vocabulary showing them on our bodyJikke to give commands to
other children; we practise the pronunciations wivid.

* Activity Assembling the letters:
This activity has won the fourth place becauseléheners can practise spelling,
they enjoy to know if they are able to put thededttogether to make the right
word; again they do not have to use their pensimutide case of wrong spelling
they do not have to cross the wrong word, they aerlylace the cards with
letters.
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Activity Drawing:
This activity has won the fifth place, chosen byrfahildren because they like
drawing; when they drew they said to themselve<kvipiarts of the body they
were drawing; they like to rewrite the words acaogdto the examples; they

enjoy to use different colours to colour differgatrts of the body differently.

Activity Pictures — guessing the words:
This activity has placed on the sixth place, chdsethree children because they
like guessing; they enjoy to look at the picturathwdifferent parts of the body
because they want to know if they are able eveadognize the drawings.

Activity A song:
This activity has also placed on the sixth pladesen by three children, but
only by girls. The boys told me that they did n&elsinging. The girls said it
was good because they sang and moved at the sa@gainting to the right
parts of their body.

Activity Cards — reading and translating:
This activity has placed on the seventh place, emds/ two children because
they want to know whether they can read and trém#l@orrectly; they describe
it as some kind of a test where they do not haweriie.

Activity A doll:
This activity has placed at the last place, chdsenobody. | asked the children
why they did not like it and they told me that iasvstrange to show it on a doll,

and that it was not interesting and funny at all.
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6.6. The outcome of the research

It is clear from the research that the most faueuactivities are putting cards
with names of different parts of the body on thetpowith a picture of a human body,
then assembling a picture with a human body cut pi¢ces, and writing words using
fingers on the schoolmates’ backs.

Multisensoric approach and multiple intelligenceedry are both applied in
these activities, learners talk, listen, assenfbld, they use several senses and each of
these activities is aimed at different kinds okligjences such as interpersonal where
they develop their ability to work with other schmates, or bodily-kinesthetic when
they use their fingers for writing.

The learners prefer most those activities wherey theeate or assemble

something, where they can see the results, or viheyecan learn with their friend.
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7. Conclusion

This paper deals with specific learning difficustierhich, as it has been already
said, represent a big social issue especiallyiermpeople suffering from this handicap.
Teachers who encounter learners with SLD in thdasses should have some
knowledge to be aware of learners’ weaknesses ctethevith their handicap.

Second part of this paper is practical and it sstggeossible activities of
teaching these children English vocabulary as valeap belongs to the most important
parts of each language.Therefore, when there dfieisnt conditions, teachers should
use special techniques to help their learnersdqaiez a foreign language.

After seeking for an optimal method and techniqoe téaching and learning
foreign languages that could be easily applied w@r\elearner, experts have come to
a conclusion that only one method or technique enm@nt for everyone does not exist
and probably cannot exist at all. In present daysalled eclectic approach that is
a combination of positive components of differenethods and approaches has
enforced. (HanuSova 2005:4-5)

For that reason, all the activities practised ia thsearch are based on Total
Physical Response, Multisensoric Approach and Nieltintelligences Theory. It is
clear that each activity except for a doll is p@pdmong the children and each activity
will find its fans.

The aim of the research was to find out what wayleairning vocabulary
children with SLD prefer. The research has shovat the most popular activities that
children with specific learning difficulties prefare those where the most senses are
employed, such as movement, hearing, speakingiamuth, and at the same time the
activities have to be interesting, funny, easy molarstand, and that the children can
practise them by themselves or together with th@nds. These reasons are visible
from the most favourite activities Poster, Assemdpline picture and Finger writing.

It should be pointed out that these techniquesbeaalso used for teaching other
learners, not only learners with SLD.

To conclude, during her training the teacher shob&l acquainted with
the widest range of methods and techniques to leetalzthoose what components are
competent and adequate for a concrete individuébroa concrete group. The teacher

should apply as many techniques as possible, aratding to her learners’ approach
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decide which is for her learners the most suitatdgarding learners’ results as well as
their opinion concerning the technique and alsodi@mms in which the teaching

process takes place.
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Resumé

Tato prace se zabyva tématem vyuky anglické slamédoby dtem se
specifickymi poruchami &eni, jako je nap dyslexie, dysgrafie, dyskalkulie nebo
dyspraxie. Prace ma &vasti a to teoretickou, v niZ j¢qastavena tématika viovani
slovni zasoby, specifickych porucktemi, osobnosti Zaka &tito poruchami a jeho
okoli a vywovacich technik vhodnychftippraci s €mito détmi. Prakticka jecast je
zangiena na vyzkum, vamz autor zkouma, jaky #Zgob weni se slowkim diti se
specifickymi poruchamideni ugednosiiuji.

Prvni kapitola seznamujéten&e s oblasti vyéovani slovni zasoby. Slovni
zasoba je mocny nositel vyznamu a ja@kealé, tak i Zaci se shodnou na tom, Ze slovni
zasoby jefeba. Komunikace je nemozna, jestlize lidé neznajéami pouzit spravna
slova a komunikace se zastavi, kdyZ lidem chyhiebo slova. Tato kapitola rozebira
slovni zasobu z didaktického hlediska, které ji ggyje jako sotast jazyka, jejiz
osvojeni je pevazri otadzkou parti. V kazdém pipad je slovni zasoba zakladni
souwasti jazyka jak z komunikativniho, tak i z lingvddktického hlediska.

Slovni zasoba seéld na aktivni, nebo-li produktivni, a pasivni, nebo
receptivni. Toto roztleni ma swj divod hlavrg pii vyuce cizich jazyk, protoze slova,
ktera si maji Zaci osvojit aktieén musi byt prezentovana a profmwana jinak nez ta,
kterd jsou utena pouze pro pasivni osvojeni. Lidé znaji mnohé&mw slov, nez ktera
aktivné pouzivaji v kazdodennich situacich a tato recapsiovni zasoba je souborem
slov, které lidé poznavaji a rozjnjim, ale sami je moc nepouzivaji. Osvojeni aktiv
slovni zasoby je dkdy povazovano jako jeden z nejobtifEich Gkot pri uceni se
cizimu jazyku. Podle gkterych metodolog je aktivni zvladnuti ciziho jazyka rozhagn
mnohem obtiZ&Si neZ pasivni ovladnuti.

Klasifikaci slovni zasoby je mozZzno povazovatuznych hledisek, nap
formalniho (slovni druhy), mechanického (abegedrebo podle jejichéetnosti),
sémantického (synonyma, antonyma, atd.), nebo didki@ gramatického, hlagn
paradigmatického coZ je seskupovani slov podlethjgramatickych charakteristik.

Kvalita osvojeni slovni zasoby zalezi na technigeky. V kazdém fpact, po
naweni se novému vyrazu by ihnedtlom nasledovat hojné prodavani, aby se novy

vyraz zafixoval v Zakoyvédomi.
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Rozdily mezi matiskym a cizim jazykem mohou &gobovat obtize. Tyto
problémy jsou zdrojem tzv. interference a jsou saBjo¥ razné v fiznych jazycich.
Problémy s vyznamem, vyslovnosti, grafikou, graokatiobtize a potize s valenci a
frazeologii se objevujiipuceni se slovni zaséb

Aktivni slovni zasoba seiime procvéovat pojmenovanim skuteych gedmneti,
nebo podle obrazk skladani slov podleiikladi, slovnich tid nebo witych témat,
piekladem jednotlivych slov nebo celych frazi do hieijazyka. Pro procvovani
pasivni slovni zasoby se dopéuje ¢teni, geklad do matiského jazyka, vypisovani
uréitého vyrazu z kontextu atd. Existuje mnoho dal&iktivit na procuiovani zasoby.

DalSi kapitola pedstavuje koncept specifickych poruckeni. Existuje mnoho
definic, které upesiuji, co tyto poruchy znamenaji. Tyto poruchy seewhji i
osvojovani a uzivani jazykajgipéteni, psani, poslouchani nebo v matematice. Tyto
potize maji individuélni charakter atgwpiavod maji v zakladu dysfunkci centralniho
nervového systému. okoliv se poruchy &eni mohou objevit spolu s jinymi
hendikepujicimi podminkami (npmentalni retardace, potize s chovanim) nebo mohou
byt ovlivnény zvrgjSku (nap. kulturni rozdily nebo nedosté&te vedeni), poruchy
uceni nejsou imym disledkem &chto podminek nebo viiv Tyto poruchy majitrzné
spol&né projevy: jazykové potize, poruchy koncentracerughy pravolevé a
prostorové orientace, uroveizualni a sluchové percepcegmsto nedostaljici, a dalSi
obtize. V anglitiné se pro termin specifické poruchyemi ¢asto pouziva termin
dyslexie.

Specifické poruchy ¢eni nejsou spojeny s inteligenci, naopaklovék velmi
inteligentni niize trgt nékterou z &chto poruch, ale dokézal séep to penést nebo
nalezl jiné zfisoby jak s touto poruchou Zit. Tyto poruchy mohguwozené, ziskané
geneticky. Je lepsi, jestlize je specificka poruadeni identifikovana brzy ve Skolnim
véku dittte. Jestlize rode maji jakékoli pochyby o Urovni vykonu, které ¢hjidit
dosahuje, nesti by otalet s kontaktovanim Skoly a pedagogickéaday. Rodie by
meli brat v avahu, jaky &inek bude mit porucha na jejich ditJestlize je d&
diagnostikovano brzy, dlouhodobéiriky symptonii mohou byt zmirény vhodnymi
opatenimi, citivym porozumdnim a ¥domim, Ze dit miZze byt slabsi a pomalejsi

v osvojovani zékladnich zZivotnich dovednosti.
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D¢ti se specifickymi poruchamiceni ¢asto potebuji mnohem vice prociovat
dané divo. Je mozné stanovit Ukoly pro prodevani ve fornd kvizi, her, Kizovek atd.
Je dilezité mit na pawti, Ze Ukol by mdl byt adekvatniho rozsahu.¢cBem vylgEru
vhodnych metod a forem vyuky mohouitelé brzy zjistit, Ze vysledky platné pro
vSechny dti s tmito poruchami neexistuji. Kazdé #ivyzaduje znény individualni
piistup. Witelé by neEli brat v davahu tebni styl zZaka, d¢ebni strategie, Zakovu
inteligenci, motivaci a sebédeéru. Dalezity je také postoj rodii, protoZe jestli d& citi,
Ze je obklopeno lidmi, kté rozungji jeho potebam, dvéra, kterd pomaha zmensit
nagti, stres a nejistotu, setde rozvinout. Witelé maji také velkou zodpésinost
v podporovani sebéséry vSech Zak, ale zvladt téch zaki, ktei maji rgjakou skrytou
vadu. Witelé by ntli také trgelivi, nemeli by Setit chvalou, ngli by vyloucit vSechny
rusivé elementy, pokud je to mozné, zak ky byt stale zardstnan gjakou praci.

Posledni kapitola teoretickésti pojednava oiznych technikach vyuky slovni
zasoby dtem se specifickymi poruchamiceni. Mezi & pati TPR, coz je &ebni
metoda postavena na koordindeti a pohybu. Snazi se wovat cizi jazyk skrze
pohyb. Je zaloZena na stejnych principech jakojosaai matéskéreci. Behem tohoto
piirozeného procesuétl zprvu jen poslouchaji a jejicte¢ se zjevd nevyviji, ale ve
skute&nosti ziskavaji a shromdji informace a na zéklédéchto informaci zénou
pozdsji sami produkovat jazyk.iPpouzivani techniky TPR gitel musi umoznit Zakm
libovoln¢ dlouhou dobu, tzv. tichou dobughem které nemluvi, pouze poslouchaji a
reaguji na titelovy instrukce v cilovém jazyce pohybem nebotgesak z&ina mluvit
tehdy, kdy sdm zme mit zajem (rize to byt velmi brzy nebo az po delSi gpbPotom
z4k sam dava pokyny ostatnim spoluitak tedy funguje jako ditel. Je dilezité, ze
Zakovaiec je od pa@atku strukturovana do jednoduchyait,\prevazig prikazi, neni to
jen pouhé memorovani izolovanych lexikalnich jedkdbez Zzadného kontextu, jak se
¢asto praktikuje v tradnich Skolach.

Mezi dalSi metody a formy vyuky ciziho jazyka, i&¢sou obzvlagtvhodné pro
zaky se specifickymi poruchamic¢eni, pati predevSim postupy zalozené na
multisenzorickém fistupu. Uspdné weni zavisi pedevsim na pigu smyst, kterych se
pouziva v debnim procesu. Kdyz si Zakide na gco sahnout a zaroixdo slysi a vidi,
potom je ¥tSi Sance, Ze si dané slovo zapamatuje.
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DalSi moZnosti jak vytovat diti se specifickymi poruchamiceni je poznat a
vzit v Gvahu jejich izné vyvinuté inteligence. Teorii mnokietnych inteligenci, kterou
vyvinul Howard Gardner, nelze povazovat jako mategucovani ciziho jazyka, ale
nabizi bohatou inspiraci. Gardner vyjmenovava oswid inteligenci: jazykovou,
matematicko-logickou, prostorovou, hudebnglesré-pohybovou, intrapersonalni,
interpersonalni affrodni. Kazdy¢lovék ma tyto inteligence vyvinuty jinak. &kdo je
nadan vice jazykay jiny zase pohybay Ucitelé tohoto poznani mohou vyuzivat p
piipraw materiali a zpisohi vyuky. Nag. zak nadany hudebrse niize Wit skrze
pisniky, hudbu, rytmické verSe, Zdk s matematicko-logicknteligenci nize teSit
v daném jazyce getni ukoly, fizné kvizy nebo hadanky clitelé, ktgi poznaji zvIastni
talenty a nadani svych zaknohou tvait ucebni aktivity postavené nachto nadanich
a kazda osobnost ma svobodu byt inteligentni pedleh moznosti.

Druhacast prace je za#henda prakticky a zabyva se vyzkumem v oblasti aktivi
na vyuku slovni zasoby lidskéhaa. Ukolem vyzkumu je zjistit, jaké apoby vyuky
slovni zasoby &i se specifickymi poruchami ¢eni ugednosiuji, zda-li vSichni
preferuji jeden zisob nebo zda kazdé &gahne po jiné aktivit

Uvodni ¢ast vyzkumu se dnuje tomu, otem vyzkum je a kde a jak probihal.
Autor rozebird deset aktivit na progevani slovni zasoby na osmi Zacich se
specifickymi poruchamideni. Z vyzkumu vyplyva, Ze nejvice oblibenymi akéwmi je
piikladani karttek s ndzvycasti tla na plakat s obrazkem lidskéhiat stejnou oblibu
ziskalo skladani rozghaného obrazku lidskehsla a pojmenovavaniasti, které pét
k sok® a dale psani na zada ostatnich spoliuz¥lle vSechdchto aktivitach se uplatije
multisenzoricky pistup a teorie mnoketnych inteligenci, Zaci mluvi, poslouchaji,
skladaji, citi, tedy pouzivaji co nejvice sniiyal kazda zéchto aktivit je zamrena na
riaizné druhy inteligence,tauz interpersonalni, nebo rapprostorovou. Zaci tedy
nejvice upednostiuji aktivity, ve kterych &co tvai, spojuji, gfipadré se @i se svym

kamaradem.
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