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ANNOTATION

This diploma thesis deals with vocabulary development in the English language, focusing on
dyslexic pupils in a regular class at an elementary school. It is divided into theoretical and
practical parts. The theoretical part deals with the education of pupils with specific learning
difficulties in the Czech Republic, introduces types of specific learning difficulties, describes
dyslexia, explores its causes, and describes its manifestations in English language learning. The
last chapter of the theoretical part is devoted to vocabulary development in English from a
linguistic point of view, and the difficulties students with dyslexia may face. Last but not least,
the paper mentions several teaching approaches, methods, techniques, and principles that can
be applied when working with dyslexic pupils. The practical part is carried out using qualitative
research, which focuses on two dyslexic learners in the seventh grade. The analyses of
vocabulary development activities observed in the lessons constitute the core of the practical
part. Based on the analyses results, certain modifications of the activities, designed to provide

learners with more opportunities to develop their vocabularies, are suggested.
KEY WORDS

Vocabulary development, English language teaching, Dyslexia, Specific Learning Difficulties

NAZEV
Rozvoj slovni zésoby v anglickém jazyce — zaméfeno na zaky s dyslexii
ANOTACE

Tato diplomové prace se zabyva problematikou vyuky slovni zasoby v anglickém jazyce, a to
specificky u zakl s dyslexii v bézné tfid¢ zakladni Skoly. Diplomova prace je rozdélena na
teoretickou a praktickou ¢ast. Teoretickd Cast se zabyva vzdélavanim Zakl se specifickymi
poruchami uéeni v Ceské republice, predstavuje typy specifickych poruch uéeni, popisuje
dyslexii, zkouma jeji pfi¢iny a popisuje jeji projevy ve vyuce anglického jazyka. Posledni
kapitola teoretické ¢asti je v€novana rozvoji slovni zasoby v angli¢tiné nejen z lingvistického
hlediska, ale také s ohledem na obtize, se kterymi se Zaci s dyslexii mohou potykat. V
neposledni fad¢€ prace zmiiuje nekolik vyukovych pfistupt, metod, technik a zasad, které Ize
vyuzit pfi praci se studenty s dyslexii. Prakticka cast je provedena pomoci kvalitativniho

vyzkumu, ktery se zamé&fuje na dva zaky s dyslexii v sedmé tiid€. Jadro praktické ¢asti tvori



rozbory aktivit zaméfenych na rozvoj slovni zasoby, které¢ byly pozorovany v hodinach. Na
zaklad¢ vysledkl analyzy jsou navrzeny urcité upravy aktivit, které maji zakiim poskytnout

vice prtilezitosti k rozvoji slovni zasoby.
KLiCOVA SLOVA

Rozvoj slovni zésoby, vyuka angli¢tiny, dyslexie, specifické poruchy uceni
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INTRODUCTION

The thesis’ topic “Vocabulary development in English — Focus on Dyslexic Learners” was
chosen based on my interest because working with pupils with specific learning difficulties in
English language classes requires a unique approach. Given the future profession of English
language teacher, it is essential to be familiar with this issue, to know how to navigate it and to
be able to create appropriate conditions for teaching pupils with special educational needs.
Teaching foreign languages to pupils with SLD is a topical issue. I believe that the experience
gained during the implementation of the research investigation will be helpful for my future

practice.

This paper is divided into two main parts — the theoretical and the practical. The first chapter of
the theoretical part examines the legal framework of the education of pupils with special
educational needs (SEN), the framework educational programme for primary education,
supportive measures for pupils with SEN, and individual education plan (IEP). While the
second chapter is devoted to the types of SLDs, the third chapter focuses on characteristics and
causes, manifestations of, and classification of dyslexia. Furthermore, the fourth chapter is
devoted to dyslexia in English language teaching (ELT). And the last chapter of the theoretical
part focuses on vocabulary development in ELT, as it is an essential aspect of language used in
daily communication, taking into account the linguistic perspective and the viewpoint of
difficulties that dyslexic learners may experience. The chapter also suggests techniques,
strategies, and didactic aids for teaching vocabulary to dyslexic learners that might be

appropriate for them.

The practical part is carried out using case study research, which focuses on two dyslexic
learners in the seventh grade. The study’s main aim is to determine whether the activities aimed
at vocabulary development used in the English classes are appropriate for dyslexic learners,
supporting their vocabulary development accordingly. Various data collection tools were
employed in qualitative research, such as structured and semi-structured interviews and
observations. The practical part tries to describe the learning styles and strategies of the selected
learners and their preferences and difficulties caused by dyslexia in regular English classes. The
activities aimed at vocabulary development used in the English classes are analysed based on
criteria stated in the summary of the theoretical part and on the outcomes of the interviews and

observations analyses. Possible modifications are then proposed.
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THEORETICAL PART

1. Education of pupils with specific learning difficulties

1.1. Legislative framework for the education of pupils in the Czech Republic
In the Czech legal system, the right to education is enshrined in the Charter of Fundamental
Rights and Freedoms, enacted in 19, Article 33. According to this document, every citizen has
the right to education at primary and secondary schools or universities, while the law stipulates
compulsory school attendance. Furthermore, the law defines the conditions for assistance to
citizens in studying. It establishes the requirements under which it is possible to establish other
than state schools (Poslanecka snémovna parlamentu Ceské Republiky 2021). Act No.
561/2004 Coll. regulates education in Pre-school, Basic, Secondary, Tertiary Professional and
Other Education (Education Act), as amended (Zelinkova 2006, 43; Slowik 2007, 37;
Zelinkova, Cerna and Zitkova 2020, 54; MSMT 2021). The Education Act emphasises equal
educational opportunities for all and respects the educational needs of individual pupils.
Emphasis is also placed on access to education for children with special educational needs and
the possibility of lifelong learning. The Education Act, regulating the whole education system

in the Czech Republic, “defines pupils with SEN and individual target groups:

e pupils with intellectual, sensory, or physical disabilities;
e pupils with speech and language impairments;
e pupils with multiple disabilities;
e pupils with autism;
e pupils with specific learning and behavioural difficulties;
e chronically ill pupils;
e socially disadvantaged pupils.
It also focuses on the education of gifted and talented pupils” (European Agency for Special

Needs and Inclusive Education 2020). Nevertheless, for this diploma thesis, pupils with special

educational needs and specific learning difficulties such as dyslexia are the primary focus.

“The National Plan for the Promotion of Equal Opportunities for Persons with Disabilities
2015-2020 is one of the most important comprehensive national documents related to people

with disabilities. It is based on the United Nations Convention on the Rights of Persons with
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Disabilities. The National Plan contains the main aims, tasks, and principles for putting
inclusion policy into practice regarding health, culture, social and educational policy”
(European Agency for Special Needs and Inclusive Education 2020). Other vital strategic
documents covering measures in the field of inclusive education are the Long-Term Plan of
Education and Development of Educational Policy of the Czech Republic 2019-2023 and the
Strategy of Educational Policy of the Czech Republic by 2030+. Based on the Long-Term Plan,
each of the Czech Republic’s 14 regions is obliged to formulate its own Long-Term Regional
Strategy on Development in Education (European Agency for Special Needs and Inclusive
Education 2020). The strategy of Educational Policy of the Czech Republic by 2030+ is a
document that defines the advantages of the further development of the educational system. The
main objectives are to “focus education more on the acquisition of competencies needed for an
active civic, professional and personal life” and “reduce inequalities in access to quality
education and pave the way for the maximum development of the potential of children, pupils

and students” (MSMT 2021).

The Strategy of Educational Policy of the Czech Republic by 2030+ follows up the Action Plan
for Inclusive Education for 2019-2020. According to NPI (2021), the main priorities of the
Action Plan are to ensure more social pedagogues in schools, continuous professional
development of teachers or better identification of obstacles in accessing education and

learning.

Another crucial legislative document concerning the education of pupils with special
educational needs, which follows on from the Education Act, is Decree No. 27/2016 on the
teaching of pupils with special educational needs and gifted pupils. According to Decree, it is
necessary to combine special pedagogical procedures and alternative methods during the
education of pupils with special educational needs and talented pupils (Slowik 2007, 37; MSMT
2021). Furthermore, there is a detailed overview and purpose of the supportive measures,
compensatory and special didactic aids according to the division into five levels, including

finances that a school can use (Slowik 2007, 37; Zelinkova, Cerna and Zitkova 2020, 55).

About the education of pupils with SEN, it is necessary to mention the counselling system for
children and pupils with special educational needs, which Decree 607/2020 Coll regulates,
amending Decree No. 72/2005 Coll., on the provision of counselling services in schools and
school counselling facilities (Poslaneckd snémovna parlamentu Ceské Republiky 2021).
According to Zelinkova, Cerna and Zitkova (2020, 55), a pupil with a specific learning
difficulty can be classified into the first three levels of supportive measures. It is possible to

16



educate a pupil with SEN through individual education plan (IEP), which the school makes
based on the recommendation of the pedagogical-psychological counselling centre (PPCC).
The above-mentioned legal regulations are also reflected in the currently valid Framework

Educational Program for Basic Education.

1.2. Framework Educational Programme for Basic Education (FEP BE)
The FEP BE states the primary conditions for the successful education of pupils with SEN.
Among the prior requirements belong ensuring the possibility to utilise all the recommended
supportive measures and applying the principle of differentiation and individualisation in
teaching, which is in line with the current approach to the education of pupils in primary schools
— the so-called inclusion (MSMT 2017; Zelinkova, Cerné and Zitkova 2020, 55). Inclusion is a
more general approach to education. The main objective is not to single out pupils with special

needs but to integrate them into mainstream education and mainstream schools.

Framework Educational Programmes: “are based on a new education strategy, stressing key
competencies, their interlinking with educational contents and the application of acquired
knowledge and skills in practical life; build on the concept of life-long learning; formulate the
expected level of education that should have been attained by all students who have completed
the educational stage in question, and promote the educational autonomy of schools as well as
teachers’ professional responsibility for the outcomes of the educational process” (MSMT
2021). Regarding the principles of the FEP BE, Framework Educational programme for primary

education:

e “delimits all that is common to and necessary within the compulsory primary education
system,;

e specifies the level of key competencies that the pupils should have attained when
finishing their basic education;

e specifies the educational content — the expected outcomes and curriculum;

e integrates cross-curricular subjects with distinctly formative functions that should be
included as a mandatory component of basic education;

e promotes a comprehensive approach to the implementation of the educational content,
including the possibility of its interlinking as appropriate, and presumes choice from a
variety of teaching procedures, different methods, and formats of teaching suiting

individual pupils’ needs;

17



e allows for the educational content to be modified so as to suit the needs of pupils with

special educational needs” (MSMT 2021).

Based on the FEP BE, every school creates its own School Educational Programme (SEP).
According to Simonik (2005, 11), primary education is currently the only compulsory
educational phase that forms the basis for lifelong learning for the entire population.
Furthermore, basic education is divided into two stages — primary and lower secondary

education. Each stage has its own educational goals, methods, and strategies specific to it.

Key competencies that are anchored in the FEP BE “represent the system of knowledge, skills,
abilities, attitudes, and values that are important to the individual’s personal development and
to the individual’s role in society. The selection and concept of key competencies are based on
values that are generally accepted by society and on generally shared ideas as to which
competencies of the individual contribute to his or her education, welfare, and success in life
and to a strengthening of the functions of civil society” (NUV 2017, 10). “Key competencies
are not isolated phenomena, they are mutually linked and intertwined, multifunctional, have an
interdisciplinary nature and can only be acquired as a result of a comprehensive education
process. Therefore, their forming, shaping and development must be the ultimate aim of the
entire educational content and of all of the activities taking place at school” (NUV 2017, 10).
At the primary education stage, the competencies regarded as key are learning, problem-

solving, communicative, social and personal, civil, and working competencies (NUV 2017, 10).
The content of education is divided into nine educational areas in the FEP BE:

1. Language and communication through language (Czech language and literature, foreign
language)

Mathematics and its application

Information and communication technologies

Humans and their world

Humans and society (history, civil education)

Humans and nature (physics, chemistry, natural sciences, geography)

Arts and culture (music, fine arts)

Humans and health (health education, physical education)

Humans and the world of work (NUV 2017, 14-104).

A A A L T

For the needs of this thesis, the most crucial educational area is language and language

communication, especially foreign language (English). The objective of language teaching is
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to support the development of communicative competencies. “Foreign language skills help
reduce language barriers and increase the individual’s mobility in their personal lives and
during their future educational and career paths. They allow pupils to learn about the different
lifestyles and cultural traditions of people in foreign countries” (MSMT 2021). “The
requirements for foreign language education set out in the FEP BE, are based on the Common
European Framework of Reference for Languages, which describes the various levels of
language proficiency. Education in the educational field of Foreign Language leads to the
acquisition of the A2 level” (MSMT 2021). According to CEFR (2001), basic users on the A2
level can “understand sentences and frequently used expressions related to areas of most
immediate relevance (e.g., very basic personal and family information, shopping, local
geography, employment).” Basic user can “communicate in simple and routine tasks requiring
a simple and direct exchange of information on familiar and routine matters,” and “describe in
simple terms aspects of his/her background, immediate environment and matters in areas of

immediate need” (CEFR 2001).

1.3. Supportive measures for pupils with SENs in elementary school

Following the Education Act, we use the term children and pupils with special educational
needs to educate individuals who need to be provided with supportive measures to fulfil their
educational opportunities or exercise their rights on an equal basis with others. According to
organisational, pedagogical, and financial complexity, supportive measures are divided into
five levels; different types or levels of supportive measures can be combined. Their application
is governed by Decree No. 27/2016 Coll. on the education of pupils with special educational
needs and gifted pupils (Slowik 2007, 37; NUV 2021).

MSMT (2022) introduces the supportive measures in special education: “special methods,
forms, and approaches; special textbooks; didactic materials; compensation aids; rehabilitation
aids; the inclusion of subjects of special educational care; reduced number of pupils in the class,
section, study group; the services of a teacher assistant; other possible adjustments according

to the IEP;” and “the provision of pedagogical-psychological services.”

1.4. Individual Education Plan (IEP)
As previously mentioned, the IEP is made by the school based on the recommendation of the

PPCC. Zelinkova (2005, 172) and Slowik (2007, 37-38) remark that the IEP is created based
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on cooperation between the teacher, the re-education worker, school management, the pupils
and their parents and the PPCC counsellor. The IEP provides the basis for individual teaching
and assessment and enables a pupil to operate and perform according to his or her abilities at a
personal pace and without stressful comparison to classmates (Zelinkova 2001, 172; 2006, 54).
However, Zelinkova, Cerna and Zitkova (2020, 56) claim that in practice, it is only a formal
document by which the school and parents are legally covered. They propose that IEP should
result from open mutual communication and cooperation between the teacher, the child, and
his/her parents to meet the pupil's specific needs. Consequently, the pupil takes an active part
in the plan preparation and thus takes responsibility for the results of re-education (Zelinkova
2001, 172). Moreover, Zelinkova, Cerna and Zitkova (2020, 57) state that the modified
requirements for the pupil should be reflected in the IEP in terms of correspondence to particular
possibilities and needs and what is manageable for them. It is possible to agree with the pupil

(and parents) on:

e the content layout of the curriculum (adjustments in the objectives and expected
outcomes);

e curriculum schedule (taking into account the amount of time the pupil needs for his or
her learning);

e suitable teaching methods and organisational forms of teaching;

e the use of special didactic aids;

e the forms of continuous and final examinations (taking into account the time and content
adjustments);

e suitable forms of assessments that will not stress nor frustrate the child.
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2. Specific Learning Difficulties (SLD)

Any student may experience various difficulties when learning at one time or another during
his/her school life. That is why it is essential to determine the term ‘learning difficulties’ as it
has a very general meaning. For instance, “children with physical handicaps or sensory
difficulties are described as having learning difficulties, as are those in delicate health or
emotional/behavioural difficulties. Any individual child who experiences these difficulties
could be quite competent at general learning and be very able at reading, writing, spelling and
number work” (Doyle 2005, 84). Therefore, for this thesis, the term ‘learning difficulties’ refers
to “any difficulty of such a nature that the child requires something more than, or different from
the majority of other children of the same age in order to benefit from the education process”

(Doyle 2005, 84).

Irregularities in development, difficulties, or peculiarities, such as the difficulty of expression,
problems with maintaining attention, impulsive behaviour, or clumsiness that we observe in
children’s behaviour, fall under the name of mild cerebral dysfunction or specific learning and
behavioural difficulties. Moreover, in most cases, specific learning difficulties are related to
manifestations of, for instance, ADD (attention deficit disorder) or ADHD (attention deficit
hyperactivity disorder), as impaired attention affects the acquisition of basic skills at school
(Zelinkova 2006, 30; Slowik 2007, 134). The term — specific developmental learning
disabilities (or difficulties) — is a collective term used for the disorders mentioned in the
following subchapter. This term includes a heterogeneous group of difficulties that manifest in
acquiring and using speech, reading, writing, listening, and mathematics. These difficulties are
individual and arise from dysfunctions of the central nervous system. Learning difficulties are
not only the subject of research in the pedagogical and psychological sciences but also in the
medical sciences (Zelinkova 2003, 10). Specific developmental learning disabilities adversely
affect the educational process and personal development of the individual, and they negatively
affect the development of intellectual and cognitive functions (Sauerova, Spackova and
Nechlebova 2012, 21). Therefore, we must pay increased attention to these functions and

consciously develop them with appropriate methods and techniques.
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2.1. Types of Specific Learning Difficulties
Among the basic types of SLD Krejéova, Bodnarova, Semberova and Balharova (2018, 6)
include dyslexia, dysgraphia, dysorthography and dyscalculia, Zelinkova (2003, 9) adds
dyspraxia and dysmusia, and Slowik (2007, 129) adds dyspinxia:

1. Dyslexia — an impairment of the acquisition of reading skills

2. Dysgraphia — a writing impairment

3. Dysortography — an impairment of spelling acquisition

4. Dyscalculia — an impairment of the acquisition of mathematical skills

5. Dyspraxia — an impairment of the acquisition, planning, and execution of volitional

movements
6. Dysmusia — an impairment of the acquisition of musical skills
7. Dyspinxia — a drawing impairment, difficulty combining colours, etc.

A common feature of all these SLDs is the prefix dys- (meaning abnormality, deformation, or
imperfection), which is attached to the word base taken from the Greek designation of activities
that are affected and at the same time,i distinguish specific difficulties from non-specific
difficulties. Specific learning difficulties do not include slow acquisition of reading, writing,
and counting (for example, in children with developmental immaturity, children with
intelligence on the verge of mental retardation, children with sensory impairments,

educationally neglected children or children insufficiently motivated to work at school).

Due to the use of the term SLD, the relationship between individual types of learning disabilities
is evident here, as the disorders mentioned above do not manifest themselves only in the area
where the defect is most pronounced. On the contrary, they have several common
manifestations, claims Zelinkova (2003, 10). A child can be diagnosed with more than one of
these disorders. Dyslexia usually does not occur alone but is often associated with
dysorthography and dysgraphia. The more severe the disorder, the more often other disorders
are associated. Bartoniova (2007, 10) confirms this statement and draws attention to the fact that
we rarely encounter individuals who suffer from only one of these disorders. Zelinkova, Cerna
and Zitkova (2020, 11) also point out this fact and state that dysortography and dysgraphia are
also included under dyslexia because in most cases, they occur together. However, it is also

essential not to confuse the learning process of specific skills and making mistakes with a
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learning disability. Whether a child suffers from a learning disability will be decided by experts
(usually a psychologist, doctors, pedagogues) after a comprehensive examination in

pedagogical-psychological counselling centres or special pedagogical centres.

3. Dyslexia

3.1. Characteristics and Causes of Dyslexia
Definitions of dyslexia are many and varied. The word dyslexia comes from the Greek words
‘dys’, which means difficult, painful, or abnormal, and ‘lexicos’, which means the words of a
language. Hence, dyslexia means ‘a difficulty with words’ and refers to written words (reading,
writing, and spelling) instead of spoken words (Doyle 2005, 82; Slowik 2007, 128). “It can be
appreciated from this that dyslexia is merely a description of a child’s difficulties and can in no
way be taken as an explanation of what those difficulties are or indeed anything else about
them” (Doyle 2005, 82). Zelinkova (2003, 9) states that dyslexia or the disorder of reading
skills, is one of the most well-known learning difficulties, as it affects the child’s success in the
school environment. Fisher and Skoda (2008, 112) similarly state that it is the most common

learning disorder and that up to 95% of children with learning difficulties have dyslexia.

The first form of specific learning disorder, according to Matéjcek (1995, 11), was dyslexia
which was described by the German physician Dr Kussmaul in 1878. This physician described
a man who was unable to learn to read despite having average intelligence and having achieved
corresponding education. Dr Kussmaul described the problem as ‘word blindness.” Davis
Dyslexia Association International — DDAI (2021) explains that “Word blindness is an old-
fashioned term used to mean that a person is unable to recognise and understand words that he

sees.”

Nine years later, another German physician named the disorder dyslexia. In the United
Kingdom, the first reports of learning disabilities also covered adults with reading difficulties.
Later, in 1895, Dr James Hinshelwood, a Scottish eye surgeon, called the case ‘verbal
blindness.” Both doctors examined the disorder’s origin in heredity and brain tissue damage

(Matejcek 1995, 11).
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In the 1960s, Otakar Kucera and his research team addressed the causes of dyslexia. He studied
a group of dyslexic pupils at the Children’s Psychiatric Hospital in Dolni Poc¢ernice. He then
divided the people with dyslexia into four primary groups:

1. Encephalopathic group — this group included children with minor brain damage

(almost 50% of children).
2. Hereditary group — the cause of dyslexia is genetic, i.e., hereditary (20% of children).

3. Hereditary-encephalopathic group — the cause of dyslexia is due to both heredity and

minor brain disorder (15% of children).

4. Neurotic / unclear group — the remaining 15% of children (Zelinkova 2003, 19;
Sauerova, Spackova and Nechlebova 2012, 15).

These causes are considered vital, but there are others. For example, dyslexia can be caused by
a disorder of the maturation process or the adverse effects of the school or family environment
on individuals. Matéjcek (2006, 11) states that the cause of dyslexia may be genetically
determined and may also be influenced by the external environment. It is usually an interaction
of partial factors, hereditary dispositions, and external influences. Thus, in some cases, dyslexia
might be partly due to inheritance and partly due to external factors. Similarly, Zelinkova, Cerna
and Zitkova (2020, 10) agree that heredity contributes to the development of the disorder in
approximately 40-50% of cases. If one or both parents have dyslexia, their child will likely have
similar problems. Boys are about five times more likely to suffer from dyslexia if one of their
parents has the disorder, while girls are four times more likely. At the same time, it is a positive
fact that parents who have struggled and still face difficulties are better able to help and

understand their children.

3.2. Manifestations of Dyslexia
Deviations manifest dyslexia in the central nervous system (CNS) function, and these
abnormalities are exerted by various combinations of impairment in perception, speech,
memory, attention control, motor skills, etc. Thus, dyslexia manifests itself differently in
specific cases. According to Zelinkova (2003, 22), the brain of an individual with dyslexia
differs in structure and function from the brain of an individual without this disorder. Therefore,
the brain’s structure changes are reflected in different ways of learning. These changes are

formed in the brains of dyslexics before childbirth. Other deviations arise during the period of
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embryonic development — the period when genetic factors play an essential role in the
development of an individual (Maté&jcek 1995, 48). Much research finds that the dyslexic brain
works differently in reading and other activities (Zelinkova 2003, 23). Scientists studying the
functions of dyslexics’ brains found out that dyslexic people use different neural pathways than
non-dyslexics. The research showed “an intriguing inverse relationship between reading ability
and cerebral blood flow patterns” (DDAI 2022). Non-dyslexic subjects showed more robust
activation of the left hemispheric reading systems, corresponding to better reading skills. “For
dyslexic subjects, the opposite was true: the stronger the left-hemispheric pattern, the poorer
the reader. In contrast, increased reading skill for dyslexics was correlated with greater reliance
on the right hemispheric systems” (DDAI2022). Similarly, Daloiso (2017, 46) claims that some
studies have suggested that dyslexic pupils use the right hemisphere more than the left one;

therefore, they tend to think globally, visually, and creatively.

Accordingly, dyslexia is a developmental disorder of reading — a dyslexic individual cannot
learn to read, even though having an average or reasonable level of intelligence (with regard to
the curriculum) and receiving the usual teaching guidance. Pupils with dyslexia have a reduced
ability to learn to read (often to write, too) and thus understand the text and interpret the written
words. As a result, the student’s personality is also affected — the inability to learn to read and
acquire knowledge can cause failure in other subjects learnt at school (Pumfrey and Reason
1991, 70-72). Based on the many years of experience with pupils and students who have
dyslexia, Zelinkova, Cerna and Zitkova (2020, 24) and Zelinkova (2006, 31-32) state that low

self-esteem and secondary behavioural disorders are often a significant cause of failure.

Dyslexia, primarily a language disorder, involves “difficulties with hearing and confusing
sounds within words, isolating and manipulating sounds within words, retrieving the
pronunciation of letters and groups of letters quickly, relative lack of awareness of the syntax
and the morphology of the language, problems with verbal working memory, and often less
developed vocabulary skills and sometimes word finding difficulties” (Reid and Peer 2016,
137.) A pupil suffering from dyslexia reads very slowly and awkwardly, often shuffles letters
in words, confuses mirror-like letters (b d p m n a o e). According to Slowik (2007, 127),
dyslexia is a specific developmental reading disorder in which an individual encounters a
problem in recognising and remembering individual letters, especially in distinguishing letters
of similar shape. Furthermore, dyslexic learners have difficulty with reading speed, reading
accuracy and comprehension of the read text; often, there is the so-called double reading (silent

reading of words before they are pronounced). Similarly, Zelinkova, Cerna and Zitkova (2020,
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12) summarise the manifestations of dyslexia and claim that it is a specific reading disorder
when the basic features of reading performance, i.e., speed, accuracy, reading technique and
comprehension, are disturbed in different intensity and different combinations. Overall,
dyslexia is primarily a speech impairment — it concerns the speech and its understanding, which
includes phonology, morphology, semantics, syntax, and pragmatics (Krejéova 2018, 11;

Zelinkova, Cerna and Zitkova 2020, 16).

3.3. Classification
Insomuch as the individual disorders are not homogeneous, we can distinguish dyslexia, for
example, phonemic (impaired ability to master the phonetic system of language), optical
(impaired visual and spatial analysis), agrammatic (difficulties in learning grammatical forms)
or semantic (difficulties in understanding the meaning of the read text; Slowik 2007, 128).
Moreover, DDAI (2022) differentiates between dysphonetic and dyseidetic dyslexia. “The
person labelled ‘dysphonetic’ has difficulty connecting sounds to symbols and might have a
hard time sounding out words, and spelling mistakes would show a feeble grasp of phonics.
This is also sometimes called ‘auditory’ dyslexia because it relates to the way the person
processes the sounds of language” (DDAI 2022). On the other hand, the ‘dyseidetic’ individual
“generally has a good grasp of phonetic concepts but great difficulty with whole word
recognition and spelling. This type of dyslexia may also be labelled as ‘surface,” ‘visual,” or

2 9

‘orthographic’ ” (DDAI 2022). These classifications are, of course, not the only ones. For
example, Zelinkova (2006, 26-27) proposes a similar classification to describe difficulties on

various levels of a language.

26



4. Dyslexia and English Language Teaching

As already mentioned above, dyslexia, the specific reading disorder affecting reading
performance, impairs the speed of reading, accuracy, reading technique, and comprehension of
the read text significantly. Sometimes the pupil riddles and spells letters, syllabifies
disproportionately long, or, conversely, reads hastily or fabricates words. Therefore, it is
challenging to determine which foreign language is more suitable, acceptable, and easier to
manage for students diagnosed with dyslexia. Teaching a foreign language is a complex
problem to solve in searching for optimal ways of educating individuals with dyslexia. It
follows from the logic that a pupil who has difficulty learning his/her mother tongue will have

much more severe learning problems, such as in learning English (Zelinkova 2003, 161).

Concerning the English language, Maté¢jcek (1995, 56) states that the English language is
entirely unsuitable for children with dyslexia, as each word the student has to learn twice — both
in written and spoken form. Compared to other languages, particularly the English language
provides a fertile ground for errors made by dyslexic learners. The English written form, which
used to be phonetic, has hardly changed over the centuries, unlike the spoken language. So, the
spoken language sounds differently today and is generally different from the original and

today’s written form.

4.1. Manifestations of difficulties in learning a foreign language
Generally speaking, teaching a foreign language using conventional methods is inappropriate
for children with dyslexia. As “dyslexic individuals have visual and auditory processing
difficulties,” they have “difficulty in acquiring literacy skills using the ‘conventional’ teaching
methods” (Reid and Peer 2016, 191). Sometimes children cannot achieve even partial success,
and thus they gain a negative approach to both foreign language learning and the language itself.
This may lead to foreign language illiteracy in adulthood, which might affect the child's future

professional life.

The leading cause of language processing difficulties is the struggle to recognise and use
language patterns in a new language. “Even when dyslexic individuals have good intellectual

ability, they may not be able to notice similarities and differences between:

1. print symbols and their related pronunciations (phonological-orthographic processing);
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2. grammatical and syntactical structures in the FL compared to their native language
(syntactic-grammatical processing);
3. vocabulary and word formation patterns in the FL. compared to their native language

(semantic processing”; Schneider and Crombie 2003, 6).

According to Zelinkova (2003, 161-165) and Zelinkova, Cerna and Zitkova (2020, 12-15), the
manifestations of difficulties in learning a foreign language are similar to those in learning to
read and write in one’s mother tongue. When reading, the swaps of the letters b-d-p, m-w and
others persist, and the rearrangement of the letters the-hte, der-dre appears. The cause is usually
underdeveloped visual perception, an unacquired link between the sound and the letter
(decoding). However, if an individual manages to read the text, he or she is almost sure to miss
the understanding. There are similar errors in the written form as in the Czech language, for
example, swapping of letters (from-form), omission of letters (mother-moth), omission of short
words, phonetic writing (train-trejn) and because the student does not distinguish sounds well,
some words seem to be the same to him/her. The student’s written expression can also be
affected by dysgraphia — or the so-called writing disorder. As far as speech is concerned,
shortcomings and limitations in acquiring the mother tongue lead to grammar errors in the
foreign language. As a result, dyslexic students may have difficulties understanding given
instructions and navigating themselves in lessons, and they, generally speaking, cannot process
information well. This results in the loss of attention in class, followed by the loss of interest in
learning the language, leading to significantly worse results and grades at school. Ott (1997,
28) and Zelinkova (2006, 22-25) introduce other difficulties that a child with dyslexia may have
when learning English. Those are, for example, problems with articulation (followed by
problems with pronunciation of English words), difficulties with orientation in the text, already
mentioned problems with motor skills (dysgraphia), problems with memory, poor use of syntax,
problems with automation/internalisation (the pupil learns something for one hour but starts the

next lesson again), or attention problems.

4.2. Teaching English to children with dyslexia
When teaching a dyslexic child, it is necessary to apply different approaches, strategies, and
techniques, which can be challenging for teachers, especially if the class is heterogeneous in
terms of the English language level. That each student is unique is a generally well-known fact.
The same goes for students who have dyslexia. Pupils’ uniqueness is reflected not only in their
needs and abilities but also in their interests and different learning styles.
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Pupils with dyslexia are pigeonholed under a single diagnosis, but this does not mean they have
the same manifestations and need the same approach to their education. On the contrary, a
teacher should take a sensitive and individual approach to each pupil. If the teachers only rigidly
apply the general recommendations regarding dyslexia without getting to know the pupil, they
can hinder the pupil’s learning (Zelinkova, Cerna and Zitkova 2020, 63; Doyle 2005, 84). The
authors also state that methods based on a constructivist approach to learning and a learner-
centred approach to teaching contribute to an individual approach, which is crucial for pupils
with dyslexia. Thanks to these approaches, the student learns at a pace that suits him/her best
and especially learns new things himself/herself. That leads to understanding and longer-lasting
memorisation of the given problematics and the feeling of success, which is very important in
learning. The feeling of success affects the student’s overall motivation for further learning

(Zelinkové, Cerné and Zitkova 2020, 64).

On the contrary, among typical activities that often occur in English language teaching, Daloiso
(2017, 42) includes “reading aloud, taking dictation, copying from the board, taking notes,
reading and summarising, answering an oral question promptly, improvising dialogues and
conversation, performing monologues, memorising a list of words out of context.” Due to the
previously mentioned facts in this thesis, these activities represent a burden for students with
dyslexia. They are often unable to cope with these tasks because they have impaired certain
cognitive functions, such as problems with memory, reading or writing, or problems with the
comprehension of a text. The authors Turner and Pughe (2003, 59-60), in agreement, point out

these activities as inappropriate for dyslexics.

Sparks and Miller (2000, 127), Zelinkova (2003, 167; 2006, 78-79), Reid (2005, 44), and
Zelinkova, Cerna and Zitkova (2020, 39) cite multi-sensory approach to teaching dyslexic
pupils as a more appropriate approach to teaching English. This approach to teaching combines
sight, hearing, touch, and kinaesthetic perception and allows the student to use the channel that
is best developed to deliver information. So, the motto of the multi-sensory approach is: ‘Listen,
look, say, write and show’ (Metodicky portal RVP.CZ 2005). The student should have the
opportunity to speak as much as possible and repeat words or phrases related to the actual
situation. It is advisable to see the words written and, if possible, to represent their content or
meaning by movement. The more senses involved, the greater the student’s chance to learn and
memorise new knowledge. The Total Physical Response (TPR) is an excellent example of a
method used in English language teaching and reflects a multi-sensory approach. The TPR,

developed by James Asher to aid in learning a foreign language, is “based on the theory that
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memory is enhanced through association with physical movement. It has been known that
people with intellectual disability have more difficulty with memory storage” (Mohammadian
and Dolatabadi 2016, 93). This method of teaching language or vocabulary concepts by using
physical movement reacts to verbal input. TPR coordinates speech with action — in the TPR
method classroom, students respond to commands that require physical movement. The process
mimics how infants playfully learn their first language, thus, reducing student inhibitions and
lowering stress. The action is linked to the trace theory of memory, which holds that the more
often or intensively a memory connection is traced, the stronger memory will be (Bahtiar 2017,

11).

Another suitable approach is the communicative approach (Zelinkova 2006, 81; Zelinkova,
Cerna and Zitkova 2020, 82). The main goal of this approach is the ability to communicate in
everyday situations. The individual perceives the speaker, understands the message, expresses
his/her needs, thoughts, and actively participates in the lesson. Therefore, it is not necessary to
try to achieve precision in teaching grammar or to create complex sentences. The most
important thing is to teach the child to understand, answer and express his/her thoughts, even
at the cost of simple sentences. In addition to understanding based on knowledge of words and
phrases, the aim is also to teach students to conceive the content of the message based on the

context and anticipate what the speaker might want to say.

Subsequently, Zelinkova (2003, 167-168; 2006, 81-82) presents a structured procedure and a
sequential approach. The structured procedure involves the global reading of whole words, i.e.,
the acquisition of new words in connection with a picture or situation, or words that have the
same or similar graphic structure, i.e., they differ in the first consonant/syllable, words that
rhyme, related words, or words containing the same sounds. As far as the sequential approach
is concerned, the teacher should proceed from a simpler to a more demanding content of the
curriculum by combining new elements of the curriculum with the acquired curriculum and
incorporating new knowledge into existing structures. Regular repetition is also recommended
as it leads to automatization and internalization (Zelinkova 2003, 167; 2006, 82; Zelinkova,
Cerna and Zitkova 2020, 39). In an inclusive classroom, the teacher might introduce a variety
of accommodations such as "simplifying written directions, highlighting essential information,
providing additional practice activities, blocking out unnecessary stimuli, using applicable
assistive technology, repeating directions, maintaining consistent daily routines, using step-by-

step instructions, and combining verbal and visual information” (The Dyslexia Resource 2020).
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Furthermore, the child’s individuality needs to be respected — it is necessary to respect the
conclusions and recommendations of the professional pedagogical-psychological counselling
centre and adapt the style of teaching to each dyslexic student individually. Procedures and
techniques appropriate for one pupil may be entirely inappropriate for a pupil with the same
diagnosis. And last but not least, it is also essential to take into consideration the pupil’s learning
style — each child prefers a different learning style (reading words, copying, pronouncing aloud,
colour drawing, etc.), they are comfortable with conversation, learning based on repetition in

different situations, use of grammar overviews, etc. (Zelinkova 2003 168; 2006, 82-84).
Janikova (2004, 27-28) introduces additional principles appropriate for dyslexic learners:

e active communicativeness, which serves to communicate meaningful content,

e priority of speech practice over theory,

e grammar as a means, not a goal,

e pupils’ activization,

e conducting lessons in a foreign language,

o shifting the focus of the learning process to the topics that pupils are interested in, which
helps them to orient themselves in the world around them and to develop their
personality,

e taking into account non-linguistic knowledge, such as cultural knowledge,

e prioritising listening and speaking over writing and reading.

Given all the approaches, procedures, and techniques above, the teacher can choose various
techniques based on suitable approaches for the learner in today's post-method era. This
approach is called principled eclecticism, and it is a blending of methods into the teacher's own
method — with regard to the teaching style, learners’ needs, and knowledge of various
approaches, methods, and techniques (Zelinkova, Cerna and Zitkova 2020, 63; Richards and
Rodgers 2014, 352). This approach to teaching seems to be the most suitable for dyslexic
learners, as it enables the teacher to select the most appropriate techniques and thus, apply the
individual approach and focus on learners’ needs, their learning styles and strategies, and their
strengths and weaknesses in English language learning. In principle, therefore, the main rule
applies — to involve as many senses as possible in learning, approach pupils with dyslexia
individually when assigning a task, and always make sure that the pupil understands the

assignment and knows what to do.
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4.3. Learning styles and strategies
As mentioned, pupils vary in many aspects, which is also true of their learning styles.
“Language learning styles and strategies are among the main factors that help determine how —
and how well — our students learn a second or foreign language” (Oxford 2022, 1). Learning
styles and strategies have been variously described and defined — ‘Styles’ is a more general
term. Still, it can be concluded that learning style relates to an individual’s approach or preferred
way of assimilating, absorbing, processing, and retaining new information and skills (Kinsella
1995, 171; Doyle 2005, 77; Zelinkova 2006, 72; Wong and Nunan 2011, 145; Oxford 2022, 1).
On the other hand, learning strategies can be defined as “specific behaviours or thoughts that
learners use to enhance their language learning” (Oxford 2022, 1) or specific ways that learners
opt to deal with language tasks in particular contexts (Cohen 2003, 280; Zelinkova 2006, 75-
76; Wong and Nunan 2011, 146). It is also believed that “learners who have developed skills in
learning-how-to-learn will be better able to exploit classroom learning opportunities effectively
and will be more adequately equipped to continue with language learning outside of the

classroom” (Wong and Nunan 2011, 144).

As far as learning styles are concerned, Klement (2014, 385) claims that “the majority of authors
have agreed at least on the fact that the basis of individual learning styles is the most probably
hereditary, but can be changed during the life intentionally and inadvertently due to new
experiences.” The four main learning styles are represented in the VARK classification to
reflect the multi-sensory approach to teaching English. VARK is an acronym for Visual, Aural,
Read / Write, and Kinaesthetic learning styles. The Visual learning style, thus visually
nonverbal, means that a pupil with this preference learns best when the curriculum is prepared
in visual forms such as pictures, graphs, charts, diagrams, maps, and photographs. Aural, an
auditory learning style, means that a pupil with this learning style prefers to listen and speak
before reading or writing. R, which stands for Read / Write, is a visual-verbal learning style. A
pupil with this preference can best learn by reading textbooks or writing notes down. And lastly,
the Kinaesthetic learning style means that a pupil with this learning style prefers to learn by
doing something with the teaching materials or manipulating them, or the pupil prefers to move
while learning (Klement 2014, 384-387; Zelinkova, Cerna and Zitkova 2020, 67, 76). Wong
and Nunan (2011, 146) remark that learners need to identify their preferred learning styles,

recognise their strengths, and expand and exploit their full learning potential.

In contrast with learning styles, learning strategies are practices or procedures that can be

learned, and we can, therefore, take control over our learning (Celce-Murcia, Brinton, and Snow
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2014, 533; Zelinkova, Cerna and Zitkova 2020, 67). “Language Learning Strategies have been
classified by many scholars (Wenden and Rubin 1987; O’Malley et al. 1985; Oxford 1990;
Stern 1992; Ellis 1994, etc.). However, most of these attempts to classify language learning
strategies reflect more or less the same categorisations of language learning strategies without
any radical changes” (The Internet TESL Journal 2022). There are four types of learning
strategies contributing directly to the development of the language system constructed by the
learner: cognitive learning strategies, meta-cognitive learning strategies (The Internet TESL
Journal 2022), affective learning strategies (Celce-Murcia, Brinton, and Snow 2014, 533;
Zelinkové, Cerna and Zitkova 2020, 67), and social learning strategies (Cohen 2003, 280). “The
language learning strategy repertoire includes cognitive strategies for memorising and
manipulating target language structures, meta-cognitive strategies for managing and
supervising their strategy use, affective strategies for gauging their emotional reactions to
learning and lower anxieties, and social strategies for enhancing learning, such as cooperating
with other learners and seeking opportunities to interact with native speakers” (Cohen 2003,

280).

Cognitive learning strategies include “clarification/verification, guessing/inductive inferencing,
deductive reasoning, practice (e.g., repetition, rehearsal, experimentation, application of rules,
imitation, attention to detail), memorisation, and monitoring” (Liu 2010, 101). For instance, it

means finding the appropriate ways of memorising new vocabulary in practice.

Meta-cognitive strategies involve “various processes such as planning, prioritising, setting
goals, and self-management” (Liu 2010, 101). That is a process of pupil’s planning or
preparation for learning from the content, time, and objectives point of view (Zelinkova, Cerna
and Zitkova 2020, 67) for managing the learning process overall (Oxford 2003, 12). Dyslexic
pupils need to develop their meta-cognitive learning strategies to perceive ‘how to learn’ rather
than ‘what to learn’ (Zelinkova 2006, 76) and to reflect on their learning (Zelinkova, Cerna and

Zitkova 2020, 76).

Among affective learning strategies belongs, for example, identifying one’s mood and anxiety
level, talking about feelings, rewarding oneself for good performance, using deep breathing or

positive self-talk (Oxford 2003, 14; Zelinkové, Cerna and Zitkova 2020, 67-68).

Oxford (2003, 14) names examples of social learning strategies such as “asking questions to
get verification, asking for clarification of a confusing point, asking for help in doing a language

task, talking with a native-speaking conversation partner, and exploring cultural and social
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norms” that help the learner work with others and understand the target culture as well as the
language. Even though learners engage in those activities and are exposed to the target
language, affective learning strategies indirectly contribute to the learning since they do not
lead to obtaining, storing, retrieving, and using language (Wenden and Rubin 1987, 23-27).
Overall, if the learner knows the preferred learning style, he/she can search for optimal learning

strategies that fit him/her the most (Zelinkova, Cerna and Zitkova 2020, 67).

5. Vocabulary Development

Cambridge Dictionary (2022) defines the term vocabulary as “all the words known and used by
a particular person” or “all the words that exist in a particular language or subject.” Vocabulary
is essential in effective communication so that for students who have a wide range of vocabulary
is easier to understand others and express their ideas. Wilkins (1972, 110-111) wrote that “while
without grammar very little can be conveyed, without vocabulary nothing can be conveyed.”

This statement implies why it is important to learn vocabulary.

Nation (2001, 39) distinguishes receptive and productive knowledge of vocabulary. “Receptive
knowledge exceeds productive knowledge and generally — but not always — precedes it. That
is, we understand more words than we utter, and we usually understand them before we are
capable of uttering them” (Thornbury 2002, 15). Thus, to be able to use words in
communication appropriately, we need to learn and know how to use them. Nation (2001, 39)
claims that “at the most general level, knowing a word involves form, meaning and use.” Figure
1. covers all the aspects of what is involved in knowing a word. The table was adapted from

Nation (2001, 40-41).
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RECEPTIVE PRODUCTIVE
ASPECT | COMPONENT KNOWLEDGE KNOWLEDGE
Spoken What does the word sound | How is the word pronounced?
like?
FORM Weritten ‘\R hat does the word look How is the word written and
like? spelled?
Word parts What parts are What word parts are needed
recognizable in this word? | to express the meaning?
Form and What meaning does this What word form can be used
meaning word form signal? to express this meaning?
Concepts and | What is included in this What items can the concept
MEANING referents concept? refer to?
Associations | What other words does this | What other words could
make us think of? people use instead of this
one?
Grammatical | In what patterns does the In what patterns must we use
functions word occur? this word?
Collocations | What words or types of What words or types of words
USE words occur with this one? | must we use with this one?
Constraints on | Where, when, and how Where, when, and how often
use (register, | often would we expect to can we use this word?
frequency...) | meet this word?

Figure 1. What is involved in knowing a word (Nation 2001, 40-41)

So as mentioned, to know a word means to know its form, meaning and use. To know the form
of a word means to be able to recognise it when it is heard, to be able to write it with correct
spelling, to be able to pronounce it correctly, to be able to identify the word parts (e.g., root,
prefix, suffix, etc.) and to be able to construct it using the word parts. To know the meaning of
a word signifies the ability to recognise a particular meaning (e.g., with prefixes like un-, anti-
, etc.), the ability to produce the word to express a particular meaning, the ability to recognise
the concept behind the word, the ability to produce the word in different contexts to express the
range of meanings, the ability to recognise the related words, and to produce synonyms or
antonyms. And lastly, knowing the use of a word signifies the ability to recognise and use the
word correctly in a sentence, the ability to recognise and produce typical collocations, the ability
to assess the frequency and register of a word, and the ability to suit the word to a degree of

formality of the situation.
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Having defined the term ‘vocabulary,” explained why it is essential to learn new words and
presented what it means to know a word; let us now focus on the teaching and development of
vocabulary. The process of teaching vocabulary needs good technique, and well preparation
from a teacher as vocabulary should be a component of a language material in learning English.
In ELT, vocabulary is one of the vital language skills besides the other language skills, such as
reading, listening, and speaking (Bahtiar 2017, 9-10). Vocabulary development is the practice
of an individual boosting the variety of words they can use in communicating daily. Most people
use books and websites to expand their vocabulary. They can improve their capacity to

communicate with others via written or verbal language (Johnson 2021).

In most cases, vocabulary development involves the progression of one’s vocabulary, including
some aspects such as literal development, also known as primary vocabulary development.
Second-language learners of any particular language would have to work harder to form
vocabulary in the previously mentioned language (Mickan, McQueen and Lemhofer 2019, 2).
An individual’s vocabulary is considered the number of words they can sufficiently remember
the meaning to and use correctly in a given context. Most scholars perceive vocabulary as a
collection of words that a speaker can sift through at any moment to deal with a situation
succinctly. They use varying terms, employing synonyms when it fits to provide a clear
definition of any particular sentence. Suffice to say, a person with a broad category of
vocabulary has the potential to use rarely used words that may apply to a given situation better
than conventional words, providing an in-depth understanding of the situation to their listeners
and showing the ability to express oneself more precisely. For instance, an individual with a
wide array of vocabulary may deviate from using the word ‘stupid’ and choose ‘fatuous’ to

describe a situation or notion (Scrivener 2011, 187; Johnson 2021).

In addition, it is adequate to develop vocabulary in context as the words do not occur isolated
(Nation 2001, 36) but in the form of multi-word units. Those multi-word units are: collocations
(combinations of two or more words often used together — e.g., hot dog, heavy rain, etc.), idioms
(fall head over heels for someone, kick the bucket, etc.), phrasal verbs (get up, wake up, break
down, come across, etc.), fixed phrases or the so-called formulaic language where the wording
cannot be changed without sounding odd to native speakers (happy birthday, see you later, etc.)
and multi-word units — short phrases of six words maximum (e.g., as far as [ know, as well as,
not only ... but also, etc.; Scrivener 2011, 186; Celce-Murcia, Brinton, and Snow 2014, 288;
Zelinkova, Cernd and Zitkova 2020, 75). “Estimates vary, but reviews of classroom intervention

studies suggest that, in general, no more than 8 to 10 words can be taught effectively each week”
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(Dyslexia Help 2022). In agreement, Krejéova (2019, 15) and Zelinkova, Cerna and Zitkova
(2020, 75) point out that the teacher should select the same number (8 - 10) of new lexical units

when planning a lesson.

Dyslexic individuals have difficulty coping with conventional methods of vocabulary
development (they cannot use books or regular school textbooks as the primary sources for
developing vocabulary and require different strategies to boost their vocabulary), as they have
problems processing language (Johnson 2021). Celce-Murcia, Brinton, and Snow (2014, 291)
state that “word learning involves both intentional learning (the focused study of words; also
referred to as explicit learning) and incidental learning (as when words are picked up while
one’s attention is focused on language use).” The authors also add that incidental word-learning
features prominently in reading, and vocabulary knowledge is viewed as a key predictor of
reading success (Celce-Murcia, Brinton, and Snow 2014, 291). As dyslexics tend to have
reading difficulties, they are thus, in many cases, deprived of the opportunity to learn new words

incidentally when reading.

5.1. Vocabulary development as a part of the long-term objective of ELT
To place the issue in a broader theoretical framework, we must not forget the main goal of
English language teaching, as it was stated in subchapter 1.2. the objective of language teaching
is to support the development of communicative competence (CC). The development of CC
also belongs among the key competencies stated in FEP BE, and vocabulary development falls

within the development of CC, without a doubt.

CC has the following components: linguistic competencies; sociolinguistic competencies; and
pragmatic competencies (CEFR 2001, 108). Since the topic of this thesis is vocabulary
development, linguistic competencies are central to these purposes. Furthermore, CEFR (2001,
109) subdivides the linguistic competencies into lexical competence, grammatical competence;
semantic competence; phonological competence; orthographic competence; and orthoepic
competence. It is important to pay attention to all the components of linguistic competence
because, in real communication, words do not appear in isolation. Correspondingly, Celce-
Murcia, Brinton, and Snow (2014, 288) illuminate that word knowledge includes the mastery
of the word’s meaning(s), written form, spoken form, grammatical behaviour, collocations,

register, associations, and frequency use.
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As mentioned earlier in subchapter 3.2., dyslexia is primarily a speech impairment and may
concern trouble understanding one or more aspects of linguistic competence, which includes
the five basic components of a language such as phonology, morphology, semantics, syntax,
and pragmatics (Krejéova 2018, 11; Zelinkova, Cerna and Zitkova 2020, 16). When acquiring
new vocabulary, students need to master all of these components to use the words appropriately,
whether in writing or speaking. However, given the focus of this thesis on vocabulary
development, the following subsections give details of vocabulary development on the level of
orthoepy/phonology, morphology, semantics, and orthography in relation to dyslexia and its
manifestations which dyslexic learners may experience. In addition, given levels are linked to

figure 1.

5.2. Orthoepy/Phonology and Phonological Awareness
Firstly, the orthoepy/phonology level of language and the topic of phonological awareness
needs to be examined as it is closely related to dyslexia and vocabulary development. Basically,
orthoepy (orthoepic competence) involves “knowledge of spelling conventions; ability to
consult a dictionary and a knowledge of the conventions used there for the representation of
pronunciation; knowledge of the implications of written forms, particularly punctuation marks,
for phrasing and intonation; ability to resolve ambiguity (homonyms, syntactic ambiguities,
etc.) in the light of the context” (CEFR 2001, 118). Phonology and phonological competence
involves “a knowledge of, and skill in the perception and production of: the sound-units
(phonemes) of the language and their realisation in particular contexts (allophones); the
phonetic features which distinguish phonemes (distinctive features, e.g. voicing, rounding,
nasality, plosion); the phonetic composition of words (syllable structure, the sequence of
phonemes, word stress, word tones); sentence phonetics (prosody); sentence stress and rhythm;
intonation; phonetic reduction; vowel reduction; strong and weak forms; assimilation; elision”

(CEFR 2001, 116-117).

Having defined the phonological and orthoepic components of the language, let us shift the
focus to the term phonological awareness. “Students with dyslexia are challenged when it
comes to understanding phonological awareness, the alphabetic principle, and phonics”
(Dyslexia Help 2022). “Phonological awareness is an important aspect of reading and spelling.
It involves the ability to segment speech into syllables and phonemes” (Reid and Peer 2016,
144). Phonological awareness is “the recognition that words have constituent sounds.
Constituents of a word (e.g., book) may be distinguished in three ways: by syllables (/book/),
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by onsets and rimes (/b/ and /o0k/), or by phonemes (/b/ and /oo/ and /k/)” (Massachusetts
Department of Elementary and Secondary Education 2021, 180). The phoneme level (phonemic
awareness) is also important in learning a foreign language. The term phonological awareness
is a superior term for phonemic awareness. When the learner is able to divide a word into
syllables (phonemes), he/she acquires a level of phonemic awareness (Zelinkova, Cerna and
Zitkova 2020, 16). Nevertheless, Zelinkova (2006, 18) claims that phonological awareness is
not sufficiently developed on the phonological level. This means that dyslexics have difficulties
manipulating syllables within a word. For example, they cannot break a word down into

syllables, make a word out of syllables, or they are not able to distinguish how two words differ.

Therefore, activities should aim at practising the division of speech into segments on various
levels, differentiation of consonants in words, rhyme judgement and production, syllable
segmentation and blending, deletions and additions, alliteration, onset, rime, and phoneme
segmentation, and the production of spoonerisms (creation of words by changing the first
consonant; Doyle 2005, 164-167; Reid 2005, 45; Krejcova 2019, 16; Zelinkova, Cerna and
Zitkova 2020, 71-73). On this level, mastering to learn a word means the ability to recognise
its form when it is heard and the ability to pronounce it correctly, including stress (Nation 2001,
42). Also, mastering the sound side of the English language includes mastering rhythm,
intonation, word stress and sentence stress, etc., which significantly contribute to the
communication of the meaning of the message. To master these aspects, we use didactic tools
and aids such as songs, rhymes, dialogues, the so-called jazz chants, etc. (Zelinkova, Cerna and

Zitkova 2020, 73).

5.3. Morphology
Secondly, morphology deals with “the internal organisation of words” (CEFR 2001, 114).
Words may be analysed into morphemes, and we distinguish four types of morphemes: roots;
affixes (prefixes and suffixes, infixes), including word-forming affixes such as re-, un-, -im -
ly, -ness); inflexional affixes (e.g., -s, -ed, -ing; Krej¢ova 2018, 15; CEFR 2001, 114).
Therefore, mastering to learn a word on this level involves being able to recognise the word
parts, understand what the word signals and means in a particular context, construct a word
using the right word parts and their appropriate forms, and being able to produce a word to

express particular desired meaning (Nation 2001, 42).
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As the authors, Zelinkova (2006, 19) and Zelinkova, Cerna and Zitkova (2020, 17) state,
dyslexic learners may have trouble understanding the structure of words and word-formation
processes. They may have problems identifying the root/prefix of a word, or their suffixes, they
may misuse pronouns, they may not be aware of related words, or they do not perceive words
and their endings accurately. Regarding the word-formation processes, words may be classified
into: “simple words (root only, e.g., six, tree, break); complex words (root + affixes, e.g.,
unbrokenly, sixes); compound words (containing more than one root, e.g., sixpence,
breakdown, oak-tree, evening dress;” CEFR 2001, 114). For individuals with specific reading
difficulties, a combination of phonemic and morphological awareness training can be helpful,
for example, when morphological awareness develops more intensively as support for

phonemic awareness, which is weakened (Krejcova 2018, 15).

5.4. Semantics
Thirdly, semantics and semantic competence deal with the “learner’s awareness and control of
the organisation of meaning. Lexical semantics deals with questions of word meaning, e.g., the
relation of word to general context: reference; connotation; exponence of general specific
notions; interlexical relations, such as: synonymy/antonymy; hyponymy; collocation; part-
whole relations; componential analysis; translation equivalence” (CEFR 2001, 115). Mastering
this component of a language means comprehension of the read text. According to Nation
(2001, 42), understanding the concept behind the word allows understanding it in various
contexts, recognising related words, producing collocations, and producing synonyms or
antonyms. Krejcova (2018, 17) claims that reading comprehension is dependent on syntactic
and semantic skills. Dyslexic learners tend not to use interrelationships between information,

semantics and sentence structure when working with texts.

5.5. Orthography
And lastly, orthographic competence, according to CEFR (2001, 117), involves “knowledge of
and skill in the perception and production of the symbols of which written texts are composed.
The writing systems of all European languages are based on the alphabetic principle.”
Mastering orthographic competence signifies recognising a written form of a word and writing
it with correct spelling (Nation 2001, 42). According to CEFR (2001, 117), learners should

know and be able to perceive and produce: “the form of letters in printed and cursive forms in
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both upper and lower case; the proper spelling of words, including recognised contracted forms;
punctuation marks and their conventions of use; typographical conventions and varieties of
font, etc.; logographic signs in common use (e.g. @, &, $, etc.).” As previously stated in
subchapter 2.1., dyslexia usually does not occur alone but is often associated with
dysorthography and dysgraphia. While dysorthography manifests in the poor spelling of words,
dysgraphia affects the learner’s written expression. Thus, in many cases, learners tend to have

poorly legible handwriting.

The following subchapter illustrates the various techniques used to aid dyslexic learners in

vocabulary development and the effectiveness of these techniques in this task.

5.6. Techniques of Teaching New Vocabulary to Dyslexic Learners
It was stated previously, in subchapter 4.2, that the individual approach, learner-centred
approach, constructivist approach, multi-sensory approach, communicative approach,
structured procedure, and sequential approach appear to be the most suitable for dyslexic
learners. To employ the eclectic approach, which is a method of language education that
combines various approaches and methodologies to teaching a language, depending on the aims
of the lesson and the abilities, learning styles, and learning strategies of the individual learners,
different teaching methods and techniques are borrowed and adapted to suit the requirement of

the learners.

Specific methods and techniques to teach vocabulary to dyslexic students can be used; the first
approach involves employing structured literacy (Reid and Peer 2016, 147). The teacher
recognises various obstacles for dyslexic students. These include sound-symbol association and
phonology, techniques such as morphology, and syllable instruction (The Dyslexia Resource
2020). The International Dyslexia Association supports using the structured literacy approach
due to its efficacy in inducing vocabulary development in dyslexic individuals (The Dyslexia
Resource 2020). In this instance, teachers follow a cumulative and systematic approach,
enabling the students to discern a logical order of the materials presented. The teacher
introduces simple concepts and builds on them to develop complex notions, allowing the
students to gradually improve their vocabulary while employing previously ingrained skills.
They also boost their learners' confidence to learn new topics while providing explicit

instructions involving continual interaction with students to ensure the concepts are attainable
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and clear. Educators should also conduct diagnostic teaching to provide knowledge based on

the distinct needs of every learner.

Furthermore, educators should use multi-sensory approach to help learners understand every
vocabulary word (Dyslexia Help 2022). The teachers would use demonstrations, pictures, or
real objects to enable students to discern the meaning of a specific word presented in class. In
future instances, when the student is reading, they would recollect the demonstration or
illustration provided to explain the word and remember its association with the vocabulary in
their reading. While they cannot process language effectively, dyslexic students have average
intelligence and memory retention. They can use these natural abilities to relate words with
previous experiences (Reid and Peer 2016, 148). Vocabulary development also requires
teachers to assign one or two words to a student. The students would be required to develop
ways of presenting the word in class. Gaining such an understanding would help students

remember instances of varying word use based on their interactions in class (Understood 2021).

When teaching new vocabulary to dyslexic learners, teachers may use pantomime/gestures,
rhythm, or combine songs with movement. By doing so, the teacher respects the multi-sensory
approach and aims at strengthening and using different types of memory (visual, auditory,
motor; Metodicky portal RVP.CZ 2005). Providing synonyms, antonyms, or hyponyms also
helps dyslexic individuals determine the connection between two seemingly contrasting words

(Zelinkova, Cerna and Zitkova 2020, 75; Understood 2021).

Mnemonics are another suitable technique that teachers might present to the learners
(Zelinkova, Cerna and Zitkova 2020, 76). Mnemonics are memory aids that help a child
remember a certain word that he/she is struggling to keep in mind. Learners might come up, for
example, with a rhyme that includes the word or something they associate with that word. Let’s
say the child is struggling to remember ‘they,’ so the learner might come up with the mnemonic,
“They Eat Yams” (Understood 2021). Understood (2022) also proposes multi-sensory approach
techniques for teaching reading that can be modified to teach or practice new vocabulary, such

as sand writing, air writing, using sandpaper letters, or using magnetic letters.

Krejcova (2019, 162) suggests additional techniques that teachers can use. The author cites
brainstorming (learners think of ideas, teacher elicits vocabulary), making predictions (teacher
with the learners try to predict what is happening in a picture/what a text is about, etc.), or
sorting words into categories (by relation or topic, synonyms/antonyms, etc.). Zelinkové, Cerna

and Zitkova (2020, 76) also suggest listening to recordings, use of example sentences to
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illustrate the meaning of a word, colouring the words according to parts of speech, working
with dictionaries and the Look-Say-Cover-Write-Check technique. In the latter mentioned
technique, the pupil looks carefully at the written word, utters it aloud several times, redraws it
2-3 times, writes the word in the air with his/her eyes closed, writes the word to a friend’s back,
reads the word again and then covers it, and finally writes the word and compares it with the

original.

For vocabulary acquisition, Zelinkova (2006, 86) recommends using methods where we use a
direct connection with a real object, specific situations, and visual aids. The author also lists
methods of vocabulary acquisition where the following procedure is recommended: the teacher
pronounces the word, and the pupils follow the written word along with the picture. The pupils
then repeat the word, spell it, use the aids (pupils can make their own cards), work in groups,
match the meaning to the pictures, and then include the word in short texts. Regarding
pronunciation, she gives an example of the repetition method. The pupils have to hear the
expression several times, and then they repeat it together and individually. Syllabication or
graphic representation of the mouth is also appropriate. Pupils with SLD may likely prefer
situationally embedded conversations, guessing the basic meaning of a conversation before
understanding the details and systems. To support and reinforce phonological competence
together with auditory and visual perception and memory, we can use strategies and techniques
that support auditory perception. For example, strategies and techniques that support the
rhythmic-melodic component of speech may include exercises that use clapping with hands

(Zelinkova, Cerna and Zitkova 2020, 40).

The use of mind maps is another excellent technique that can be used by the teacher in the
lesson (or by the learners) either to elicit vocabulary that learners already know or to introduce
new vocabulary that can be sorted out from various points of view (Zelinkova, Cerna and
Zitkova 2020, 76). Foil and Alber (2002, 133-134) present semantic mapping, where the teacher
may include guided questions like ‘What is it? What is it like?’ and ‘What are some examples?’
Developing semantic maps helps students link prior knowledge to new knowledge and therefore
deepens students’ understanding of important vocabulary. If learners wish, they may add
arrows, colours, curving lines, and links between the main branches to reinforce their
connections. In addition to using colours with mind maps, colours can “capture attention,
greatly improve comprehension, ignite motivation, encourage vibrant communication, increase

the mental processing and storing of images” (Buzan 2019, 31).

43



In the following subchapter, particular didactic aids that can support vocabulary development

and/or practice for dyslexic learners are suggested.

5.7. Didactic Aids
Choosing literature or production of a teacher’s own teaching materials in a particular font is
essential to prevent dyslexic students from having difficulty. In most cases, these students
benefit from using a sans serif font, as in the case of Verdana, Arial, Helvetica, or Trebuchet.
Writers should adequately size the text; it should be 12pt or larger, if possible, not smaller.
Teachers should also refrain from using materials with many capital letters used for emphasis;
dyslexic learners are better suited to using lower-case letters. The paper’s colour also matters
greatly, and educators should seek pastel or cream colour instead of white paper. They should
also refrain from using red or green font colours as they may sometimes pose readability issues
(Reid and Peer 2016, 148; Zelinkova, Cerna and Zitkova 2020, 101). Dyslexic children also
benefit from preparing their mouths for an utterance. They should get ready to make a sound
prior to reading any letter. This technique promotes recall by triggering a sensory experience
(Reid and Peer 2016, 148). Additionally, a student would illustrate improved vocabulary
development when using multi-sensory letters. Educators use ribbons, pipe-cleaners, and other
materials to familiarise children with the shape of a letter. The technique helps them develop
multi-sensory memories and solidify these shapes in their memory. Students also discern how
each letter is formed when this approach is employed (Sauerova, Spatkova and Nechlebova

2012, 176).

A significant and valuable didactic aid is the textbook. Although modern textbooks tend to be
based on multidimensional syllabi, textbooks are often misunderstood as the cause of boring
English lessons. Textbooks provide students and teachers with structured syllabus content.
However, dyslexic learners may have orientation problems in the textbook as there may be too
much information, pictures and different fonts used on a page. This can contribute to energy

loss and increase fatigue (Zelinkova, Cerna and Zitkova 2020, 99-101).

Teachers can also take advantage of a rapidly growing technological capacity to boost
vocabulary in dyslexic students. “Nowadays it is quite commonplace for a school to have a
tape-recorder, audio-cassettes, portable typewriters, small electronic spelling machines and
computers capable of word processing” (Doyle 2005, 191). Furthermore, teachers could use,

for instance, apps such as Learning Ally that offer audiobooks (The Tech Edvocate 2017).
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Children can adjust the type and text size for the app’s offerings, enabling dyslexic students to
use it in the learning process comfortably. An app such as Dyslexia Quest is designed to
simulate a game and helps dyslexic individuals develop better phonics, memory, and
sequencing skills (The Tech Edvocate 2017). Sound Literacy, another app, is used by younger
students with dyslexia to improve their phonics (Verhoeven, Perfetti and Pugh 2019, 327). It
also utilises an interface resembling a game to help students discern how various sounds are

pronounced.

Quizlet, a viral web page among learners, offers teachers the possibility of creating their own
activities with specific vocabulary or choosing from already created ones. There are activities
like interactive ‘flashcards’ (a learner sees a picture, and when he/she clicks on it, the written
word appears); ‘learn’ (a learner sees the term and selects the correct definition); ‘write’ (a
learner sees the picture and types the answer/word); ‘spell’ (a learner sees a picture, he/she can
play the audio pronunciation and types what he/she hears); ‘test’ (a learner answers true/false
questions, multiple-choice questions, matches terms to definitions, and types answers to
questions); ‘match’ (an interactive game where a learner matches a picture to the term - drag
and drop activity); and ‘gravity’ (another interactive game where a learner sees a word written
on ‘an asteroid,” types the word and destroys the asteroid consequently, by doing so, he/she

scores points).

And last but not least, teachers might make use of pictures, flashcards/vocabulary picture cards,
modern technology (videos, tablets, smartphones) or real objects to link the meaning of a word
with aural, visual perception and/or touch (Foil and Alber 2002, 134; Zelinkova 2006, 86;
Zelinkova, Cerna, and Zitkova 2020, 76, 102; Understood 2021). Things in the classroom which
can be touched are “ important, because success in learning often depends on the number of
senses which are used in the learning process” (Allen 1983, 7). The teacher can, for instance,
print the vocabulary picture cards out and laminate them, project them, or let the students draw
them. In the instance of flashcards/vocabulary picture cards, there is a word written on one side,
and on the other, there is the picture. Again, the flashcards can be either printed out by the

teacher or written/drawn by the students.
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SUMMARY OF THE THEORETICAL PART

Dyslexia is not related to the IQ level, and thus, dyslexic learners should not be confused with
individuals that exhibit mental development issues. The more a dyslexic pupil is affected by
difficulties in his/her mother tongue, the more problems he/she will have in learning a foreign
language. Therefore, the focus should be more on the ability to communicate than on the
content. We choose teaching approaches, strategies, and methods according to the individual
needs of the learner, usually using multiple views and didactic aids along with adjusting the

pace of work.

While dyslexics have difficulty processing language and relating various words to a context,
they have average intelligence. Therefore, every approach used to help these individuals in
vocabulary development involves altering conventional teaching methods to focus on the weak
aspects exhibited by dyslexic students. Alleviating the use of books in a classroom would not
help these individuals as they should learn how to connect different words in a sentence to make
meaning of the text. Instead, teachers might employ memory-boosting techniques to help them
associate varying words with their purpose. To boost their understanding of different languages,

they should also learn the varying forms of these words (synonyms, antonyms, hyponyms).

Dyslexic students also benefit from contemporary forms of learning and technology, aspects
not available to older generations. In this instance, students can continually use audiobooks to
help them connect words to contexts. A multi-sensory approach also helps these students use
association and memory to trigger connections in the learners’ minds. Teachers should note
dyslexic students in their classrooms and use unique tactics to teach every student to gain the
most from the lessons. It is also essential to consider the distinct nature of every student.
Educators cannot use a universal method to teach dyslexic learners. They should continually
diagnose their students’ learning rate and progress in vocabulary development to determine
whether the approaches used are practical. Developing an accurate notion of every student’s
educational needs helps teachers create an optimal vocabulary development technique that does

not exclude students with specific learning difficulties.

The following list is a set of principles developed on the basis of the information given in the
theoretical part. These principles might be suitable for dyslexic learners when teaching English

and focusing on the development of their vocabulary.
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1)

2)

3)

4)

)

6)

7)

8)

9)

Eclecticism (use of various approaches, methods, and techniques concerning the
individuality of the pupil and his/her learning style)

Focus on the development of learning strategies (cognitive, meta-cognitive,
affective, social)

Focus on both receptive and productive vocabulary and develop vocabulary in
context

Focus on the development of all aspects of a word (form, meaning, and use)
Teach 8-10 new words in a lesson

Prioritise listening and speaking over writing and reading

Use didactic aids (combine multi-sensory information) and make use of
pantomime/gestures, rhythm, or combine songs with movement

In didactic materials, make use of sans serif font (Verdana, Arial, Helvetica,
Trebuchet) with the size 12pt or larger

Regular repetition is vital for automatization/internalisation, provide learners with

multiple exposures to the words

10) Make sure that the pupils understand the task and know what to do, and provide

them with enough time for completing the task
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PRACTICAL PART

6. Introduction to the research

This part of the diploma thesis is devoted to a research study conducted at a primary school
Studanka in Pardubice. For the needs of this diploma paper, I decided to conduct a research
study that uses qualitative research and appropriate research tools with regard to the objective.
Qualitative research is a term used for different approaches (methods, techniques) to the study
of phenomena where the focus is not on the quantification of data but on its in-depth analysis
(Manak and Svec 2004, 22). Methodology and research tools are closely discussed in
subchapter 6.2.

6.1. The aim of the research
The research aims to determine whether the activities aimed at vocabulary development used
in the English classes are appropriate for dyslexic learners and whether they support their
vocabulary development. It also aims to find out whether the teacher uses appropriate

techniques and strategies to help and support the vocabulary development of dyslexic learners.

This was achieved utilising initial interviews (which focused on the pupils, their specific needs,
and difficulties in learning English), evaluation of the implementation of the vocabulary
development activities by the teacher in the classroom (with regard to the criteria set out in the
summary of the theoretical part), and the evaluation of the activity by the pupils based on a
semi-structured interview after the lesson. Based on the analyses of these data, modifications

of the activities are proposed to suit the particular learners better.

6.1.1. Formulation of research questions
The research question was formulated based on the topic of study, which is the development of
English vocabulary in two learners diagnosed with dyslexia. The research questions need to be
comprehensive to capture all the aspects of the topic to enable the researcher to achieve their

objectives (Ratan, Anand, and Ratan 2019, 15-16).
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RESEARCH QUESTION

Are the activities aimed at vocabulary development used in the classroom suitable for dyslexic
learners and aligned with the criteria (set of principles stated in the summary of the theoretical

part)?

6.2. Methodology
This diploma thesis introduces qualitative research. Qualitative research can often be referred
to as research in which there are no statistical methods or techniques used. Some methodologists
understand qualitative research as a mere complement to the traditional quantitative research
strategies, while others see qualitative research as a counterpart of unified, science-based
sciences. Gradually, qualitative research in the social sciences has gained an equivalent status
to other forms of research (Hendl, 2005, 49). Both primary and secondary data were collected
to determine whether the vocabulary development activities used in the classroom are aligned

with the criteria.

Primary data were collected through observation and interview approaches. In contrast,
secondary data were collected through books and journals, which reviewed the existing data on
the appropriate techniques and strategies that help and support the vocabulary development of

dyslexic learners in English language classes.

6.2.1. Methods of data collection

6.2.1.1. Structured interview
Firstly, I conducted a structured interview with both open-ended and close-ended questions. In
a structured interview, pre-prepared questions and answer alternatives are used. It is more or
less an oral questionnaire, and it is the least time-consuming as its evaluation is usually more
straightforward than other types of interviews. Conducting a structured interview is easier for
an inexperienced researcher (Manénova and Skutil 2012, 57). I decided to use the initial
structured interview to identify pupils’ needs, preferences, and specific difficulties in learning
the English language and new vocabulary. I asked both respondents questions prepared in
advance that focus on their learning styles, the use of didactic aids, how they learn new

vocabulary, their self-evaluation, their opinions, and in which situations they learn best.

49



The first questions of the interview focus on English in general, on the students’ opinions so
that they are naturally introduced to the interview topic. In the second part of the interview, I
mainly asked the students about how they learn new words and what helps or hinders them in
learning new words, their difficulties in learning new words and what helps them in learning
the written form, meaning, or spoken form of a new word. These questions were aimed to find
out their specific difficulties in learning new vocabulary in English, the learning styles of both
students, and the learning strategies they opt for when learning. In the last questions, I asked

both students about their overall experience with textbook use in classes, as I know they use it.

6.2.1.2. Case study
Secondly, a case study “investigates a contemporary phenomenon (the “case”) in its real-world
context” (Yin 2014, 35), provides a suitable procedure for working in the classroom and
attempts to combine theory with practice. “Case study research is one of several forms of social
science research. Others include experiments, surveys, histories, and archival analyses such as
economic or statistical modelling. Doing case study research would be the preferred method,
compared to the others, in situations when (1) the main research questions are “how” or “why”
questions; (2) a researcher has little or no control over behavioural events; and (3) the focus of
study is a contemporary (as opposed to entirely historical) phenomenon” (Yin 2014, 35).
According to Hendl (2005, 104), a case study is a detailed study of one or a few cases, through
which we try to capture the complexity of the case and describe the relationships in their
entirety. The assumption is that by studying one case in-depth, we can better understand other
similar cases. According to Mares (2015, 117), case studies belong to the category of research
that studies singularities, i.e. unique phenomena. Case studies either lead to storytelling and
pictures, which allow for better interpretation of the selected cases, or they lead to “fuzzy

generalisations,” which are different from statistical generalisations.

We can distinguish between two types of case studies in terms of purpose. While the first type
uses case studies for scientific research, the other type is used for pedagogical purposes. It aims
to improve the quality of teaching for children, adolescents, and adults, bringing it closer to real
life (Mares$ 2015, 113-114). Concerning the aim of the research, this thesis opts for the latter
type of case study as it aims to introduce possible changes in teaching new vocabulary, thus,
trying to help improve the education quality of dyslexic learners. The case study focuses on
students' learning and may develop a teacher’s personality. Therefore, it might facilitate better
results for learners and teachers, too.
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Furthermore, as stated by Svafi¢ek and Sed’ova (2007, 97-98), it is always essential that in a
case study, the researcher seeks a comprehensive understanding of the case in its natural setting.
The aim is to interpret the interactions between the case and the environment. The investigation
of a social phenomenon always takes place in a real context, under the most natural conditions
of the phenomenon's occurrence. All available sources and data collection methods are used to
obtain relevant data. The case study was based on the initial interview and learners' responses,

and the findings are presented in subchapters 6.3.1.1. and 6.3.1.2.

6.2.1.3. Systematic observation
Thirdly, I decided on systematic observations supported by observational sheets. As stated by
Manénova and Skutil (2012, 53-54), observation is based on the surveillance and subsequent
analysis of phenomena that can be perceived through the senses. Observation is a research
method that is deliberate, purposeful, planned, systematic and controlled. The planning,
intentionality and systematicity create, to some extent, standard conditions that ensure a degree
of objectivity. Moreover, structured observation classifies the observed phenomena into

predetermined categories. Direct observation is used, as I observed the phenomena myself.

An observation sheet is a schema prepared by the researcher that contains selected categories
of observed phenomena (Manénova and Skutil 2012, 54). The observation sheet contains a mix
of criteria. The criteria include the set of principles stated in the summary of the theoretical part
(which make the criteria for assessing the activities) and two sets of the criteria of both pupils,

which were determined based on initial interviews.

I observed the vocabulary development activities being exercised in the classroom, focusing on
the teacher’s performance and the pupils to document the teaching and learning experience for
analysis. I observed the lessons for over a month while recording learners’ difficulties or
progress in English language classes. The versatility of the observation as a method of data
collection makes it essential and a supplement to other approaches, like interviews in the current
research. According to Manénové and Skutil (2012, 53), the main benefit of this method is its
directness and naturality. I gathered data in real-time when pupils were learning in the
classroom and when the teacher was teaching. 1 did not need to ask the pupils about their
behaviour because I could only watch as they acted and talked. While other data gathering
methods bring artificiality to the research setting, data gathered through observation describe

the observed matters as they happen in their natural setting. Since the observations were
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conducted in a natural setting, the classroom, I could conduct the research for a much longer
time than with some other forms of data collection. On top of that, it is best for collecting data

in research that involve non-verbal behaviour.

6.2.1.4. Semi-structured interview
Fourthly, after-activity interviews were used as supplementary to the observation method. I
opted for the semi-structured interview because it allows for open-ended questions. A semi-
structured interview is a type of interview in which the interviewer asks only a few
predetermined questions while the rest of the questions are not planned in advance. A semi-
structured interview allows for spontaneity and questions to develop during the interview
regarding the interviewees’ responses (Barriball and While 1994, 330). The learners were
interviewed right after the lesson as they had the knowledge and information acquired from the
lesson vividly in mind. The after-activity interview also allowed me to devote some time to
developing their meta-cognitive learning strategies. The answers and the evaluation of the

activities given by the students provided suggestions for activity modifications.

6.2.1.5. Data analysis and evaluation
The data collected were subsequently analysed and evaluated. The purpose of the evaluation is
to establish the effectiveness and success of the strategies and techniques for instruction, to see
whether they are in line with the set criteria. In addition, the purpose of this reflection is to
propose changes in teaching new vocabulary to dyslexic learners. The reflection may help the
teacher think about his/her actions, what is being taught to the pupils and how the pupils are
learning. Through this process, the learners are able to transfer what they acquire in the
classroom to their real-life situations, which may greatly help them in the mastery of

vocabulary.

6.2.1.6. Vocabulary development activity modifications
Since the objective of the research is to determine whether the activities aimed at vocabulary
development used in the classroom are in alignment with the criteria, if the researcher finds out
that they were not as effective and in line with the criteria as expected, it would be important to

modify those activities in order to fit the bill. A modification proposal is therefore added to the
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activities. The activity modifications should ensure that they are aligned with the criteria so that
the learning process of dyslexic learners can be improved regarding their vocabulary

acquisition.

To summarise the research procedure, an initial interview was conducted, then vocabulary
development activities in English classes were observed, followed by an after-activity interview
with the learners. Subsequently, the data were analysed and evaluated, and proposals for

modifications were presented.

6.3. Characteristics of the research context
The primary school Pardubice — Studanka is located in a beautiful park with sports facilities.
In addition to 25 classrooms in individual pavilions, the school has 13 specially equipped
specialist classrooms - geography, science, chemistry, computer science, workshops, physics,
etc. There are 46 teachers in total, 20 teaching at the lower-elementary, and 26 teaching at the

secondary school.

The school’s location and facilities enable it to support children’s development in many areas.
Pupils also participate in outdoor schools, school trips, excursions, visits to cultural events, ski
and swimming training. However, the school does not forget about children with developmental
learning disabilities — their lessons take place in the classroom for the re-education of these
disorders, and a computer with special educational programmes is used in teaching. Pupils with
special educational needs may be assigned an assistant. Additionally, all pupils can also use the

school psychologist and counselling services.

As far as the research context is concerned, the research took place during the school year
2021/2022 in a group of 21 seventh grade pupils. So, for a month, I worked with two dyslexic
learners in a natural setting for them. At the given school, English is compulsory as the first
foreign language since the first school year. In the seventh grade, four lessons of 45 minutes
per week are allocated for English language teaching. Also, as the case study involves two
learners, it might be called a multiple-case study. The multiple-case study allows the researcher
to examine cases at much shorter intervals (days or weeks, occasionally months; Mares 2015,

119).
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6.3.1. The learners
This chapter involves the learners’ description and analysis of their difficulties and learning
styles. The analysis is important in understanding their individual behaviours and characters
and how they can fit into the classroom setting. The analysis of their difficulties helps the
teacher understand everyone’s challenges in the classroom, which makes it difficult for them to
develop the English vocabulary. Learners have different challenges due to various things such
as the environment, their upbringing, physical, or mental challenges, hence the importance of
identifying this to know how to treat each case. The analysis of their learning styles is also
crucial in understanding how to treat each case differently in helping them in their learning

process.

I conducted a structured interview at the beginning of the research. I met and taught both
seventh-grade learners during my teaching practice from September to December 2021. They
are best friends, and they always sit next to each other in English classes. I interviewed them
individually and recorded their answers on an audio recorder. The interview was in the Czech
language so that learners find it easier to answer my questions. The transcripts of the interviews

are provided in appendices 1 and 2.

The first interview was conducted with Learner A; his answers to the questions prepared
beforehand were recorded on an audio recorder. The transcript of the interview is provided in
appendix 1. The interview took roughly 15 minutes. Learner A was quite nervous and shy, but
he tried to answer my questions. Although I had prepared questions in advance, I had to modify

them to be comprehensible for him.

The second interview was conducted with Learner B; his answers were recorded on an audio
recorder, too, and the transcript is provided in appendix 2. The interview took roughly 18
minutes. Learner B was quite timid initially, but after explaining that I was there just to ask

some questions, he relaxed and answered my questions willingly.

Based on the analysis and evaluation of the two initial structured interviews, I identified
learners’ learning styles and their needs in ELT — when primarily learning new vocabulary. I
established criteria that were included in the observation sheet and by which I evaluated and
analysed the activities aimed at vocabulary development taught in English classes. Overall, I
observed four lessons, focused on the behaviour of both the students and the teacher, and made

notes to the observation sheets, which are found in appendices 4, 9, 15, and 20.
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6.3.1.1. Learner A (D. H.)
Learner A is a boy aged 13 and living in Pardubice. He likes English classes because he can
communicate with classmates; however, he is sometimes bored. He does not confuse right and
left. He thinks he is quite good at English and enjoys the classes. Sometimes, he has difficulties
with letter order in some words and with longer sentences. He confuses the letters ‘m’ and ‘n’
and sometimes leaves out short words, such as prepositions or conjunctions. Also, he admits
that he sometimes writes words as he hears them — phonetic writing appears, and sometimes he

has trouble retrieving them.

He feels most confident in vocabulary. Nevertheless, he finds it challenging to learn new words.
According to his assessment, the best way to learn new words is by discussing a short text with
his classmates, by listening to songs in English, by listening to the teacher (accompanied by
visual support), working with his own dictionary or by learning the new words from a chart.
On the contrary, watching videos, discussions with classmates, reading short texts and listening
to recordings are not suitable for him to learn new words. He feels least confident when working

with the textbook as he finds it difficult to orient himself in the textbook.

When learning new vocabulary, he primarily uses the word lists in the textbook, his own
dictionary or the materials given by the teacher. He learns new words best by reading them
silently or saying them to himself, rewriting them, matching synonyms or antonyms to the new
words, or making mind maps. He likes to use computers or applications like Quizlet for
learning new vocabulary because he prefers to work individually at school. When the teacher
uses gestures/pantomime, he finds it easier to remember the meaning of a new word.

Remembering the meaning of a new word would also help him see a picture or a real object.

Given the answers provided, it can be assumed that Lerner A’s learning style is visually verbal.
With regard to the interview analysis, I have outlined the areas that I will be focusing on during

observations for this particular learner:

e Discussions with classmates

e Listening to songs

e Teacher’s explanation, accompanied by visual support, and the use of gestures
e Use of synonyms, antonyms

e Use of mind maps

e Use of didactic aids and modern technologies
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6.3.1.2. Learner B (V. M.)
Learner B is a boy aged 13 and living in Pardubice, too. When he was younger, he used to be
shy and very nervous. He does not confuse right or left. He does not like or enjoy English
language classes as English is not that important to him. He thinks he is halfway good at English
and said he is not very good at listening and speaking activities. Consequently, he is sometimes
bored when he finds a particular activity difficult. Moreover, he finds it challenging to orient
himself in the textbook as there is much information, and sometimes, it is difficult for him to

understand long or complex sentences.

He admits that he sometimes writes words as he hears them — phonetic writing appears and that
he sometimes leaves out letters in words or short words like prepositions or conjunctions. When
reading, he is able to read a short text in English, but he admits that sometimes he misses the
understanding. Also, it is difficult for him to figure out the correct word order in a sentence,
and sometimes he has trouble remembering new words. He is able to learn new words, but

longer words and words challenging to pronounce cause him difficulties.

He likes to solve crosswords, match flashcards with word parts or match vocabulary to the
pictures. He prefers cooperation in group work, as his classmates help him. According to his
assessment, the best way to learn new words is by listening to the teacher accompanied by
visual support and using games or applications on the computer. When the teacher uses gestures
helps him to learn the meaning of a new word. He learns new words from charts with a Czech
translation that are in the textbook, sometimes, he rewrites them or spells them letter by letter
aloud or only for himself, and it sometimes helps him see a picture of the word to associate the

meaning to the word. It would also help him to use mind maps.

On the contrary, watching videos, discussions with classmates, reading a text in the textbook
and reading a text in the textbook and subsequent debate, listening to recordings, listening to
songs in English, listening to the teacher, learning from charts, working with dictionaries is

not suitable for him to learn new words.

Given the answers provided, it can be assumed that Lerner B’s learning style is visually verbal.
With regard to the interview analysis, I have outlined the areas that I will be focusing on during

observations for this particular learner:

e Teacher’s explanation, accompanied by visual support and gestures
e Didactic aids and modern technologies

e Use of mind maps
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7. Analyses of the vocabulary development activities

This chapter analyses the activities aimed at vocabulary development observed in the
classroom. The activities were examined from two perspectives, namely, from the perspective
of vocabulary development in the English language for dyslexic learners (based on the criteria
set out in the summary of the theoretical part) and from two learners’ perspectives and their
preferences (specific criteria stated for each learner specifically). Accordingly, the analyses are
also based on observations and after-activity interviews. In addition, there is a summary of the
actions that happened in the classroom as well as an evaluation of activities provided by

individual learners. Observation sheets can be found in appendices 4, 9, 15, and 20.

7.1. Activity 1 — Waste and pollution vocabulary
In this activity, learners were given a worksheet with two exercises on the page. In the first task,
learners were supposed to match verbs, nouns, and collocations to the pictures, and in the
second task, they were supposed to complete the words to the sentences. The worksheet is

provided in appendix 3.

At the beginning of the lesson, the teacher handed out the worksheets and pupils were supposed
to work individually on each exercise. After a few minutes, a whole class correction and
feedback followed. The worksheet presented new words along with pictures to match the words.
The teacher projected the worksheet on the whiteboard, provided explanations, synonyms, or
translations of some words (‘aluminium, paper plate, task — exercise, match — connect’). The
observed phenomena are recorded in the observation sheet (see Appendix 4). The following is
an analysis of this activity from the set-out principles’ perspective in order to answer the

research question accordingly:

1) The teacher employed a multi-sensory and learner-centred approach using the
worksheet, which was also projected on the whiteboard. Gestures were accompanied by
the teacher talking, so the visual, aural, and read/write learning styles were represented.

2) The teacher advised the learners to rewrite words that they found difficult to remember
and asked them how successful they were in completing the tasks. This may have helped
the learners to focus on developing their cognitive and meta-cognitive learning

strategies.
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3)

4)

5)

6)

7)

8)

9)

Some words were taught in context — there were eight collocations in total. Also, in the
second activity, learners were completing suitable words to the sentences. Nevertheless,
while the first activity was aimed primarily at receptive vocabulary knowledge, the
second activity was aimed both at receptive and productive vocabulary knowledge.
The teacher focused on all aspects of new words — meaning, form, and use. The words’
meaning was either explained or translated; the written form was presented in the
worksheet, the pronunciation was the least the teacher focused on. However, with one
word ‘unfortunately,’ the teacher employed syllable segmentation; and the use of words
in the context (sentences) was presented in the second activity.

In both activities, there were eleven words and eight collocations. However, learners
may have already known some of them, such as ‘plastic bottle’ or ‘recycle.” Despite
that, it can be assumed that there were too many new words for the dyslexic learners.
In both exercises, the emphasis was placed on reading and writing, and subsequently,
listening was represented in the correction of the exercises with the whole class. In some
cases, the teacher asked questions, and some learners answered, but learners A and B,
whom I focused on, did not provide any answers to the teacher’s questions. Therefore,
it can be concluded that speaking was not represented nor prioritised over reading and
writing.

The teacher used didactic aids, such as a projector, a whiteboard, a worksheet, and a
computer. When the teacher explained the meaning of a word, she used gestures. The
rhythm and combination of songs with the movement were not represented.

The worksheet was printed in colour, and the text is in Calibri sans serif font of 12pt
size. The font choice and size is, therefore, suitable for dyslexic learners.

Word ‘rubbish’ and collocation ‘mountain climbers’ appeared twice in the worksheet.

However, other words did not.

10) When giving the instructions for both exercises, the teacher asked learners A and B

whether they understood what they were supposed to do. Both of the learners worked
on the tasks, and when they had questions, they asked the teacher for help. The teacher
monitored their work. Concerning the time allocated for each task, the learners were
provided with approximately four minutes for completing each activity. That was not

enough time for them as I could see they did not manage to complete the whole task.
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7.1.1. Learner A
In both exercises, there was no opportunity for discussion with classmates in the lesson as the
learners worked individually on each task. On the one hand, the learner had no chance to listen
to a song where the new words would be presented. He had no opportunity to make any mind
maps or use modern technologies that would help him develop his vocabulary. On the other
hand, the learner was provided with visual support in the form of the worksheet, pictures, the

teacher’s gestures, and teacher’s drawing explanation of the word ‘match.’

With regard to the answers provided by learner A in the after-activity interview, this activity
was neither strenuous nor easy to complete. It may be because the learner admitted that he had
already known some of the words. However, his answers implied that he was unsure which
words he learnt, which he would be able to write and pronounce correctly, and which he would
be able to use with other words or in a sentence. He also admitted that he knew what he was
supposed to do in the task and that the pictures, teacher’s explanation, and translation helped

him grasp the meaning of some words.

According to learner A, the activity was suitable for him. However, I do not entirely agree, as
his answers suggested that he was probably unaware of what could help him learn new
vocabulary more effectively. I recommend focusing on developing meta-cognitive learning
strategies so that the learner finds out how to learn in a way that suits him best. The transcript

of the after-activity interview can be found in appendix 5.

7.1.2. Learner B
For learner B, in both of the exercises in the worksheet, there was no opportunity to cooperate
in pair or group work, create any mind maps, or use any modern technologies. Learner B was
provided with the worksheet with pictures (the worksheet was also projected on the whiteboard)
for visual support. The teacher used mainly gestures so that the learner could elicit the meaning

of some words.

As far as the answers provided by learner A in the after-activity interview are concerned, this
activity was quite difficult for him to complete as he did not understand the second task. This
may be because the second activity contains sentences where learners were supposed to
complete them with words, and longer words cause him trouble. According to learner B's
answers, he learned more or less five new words. For two of them, he was sure of their written

form. For three words, he was sure of their pronunciation. However, he was not sure whether
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he would have been able to use the new words with other words or in a sentence and

acknowledged that he would probably not be able to do so.

He stated that he had managed the first activity quite well, as he enjoyed it and liked to match
words to pictures, but found the second one difficult. To master the second activity, he would
simplify it and use relatively short sentences. I would also suggest providing more time for
completing the tasks because, in the lesson, he was given only three to four minutes to complete

it. The transcript of the after-activity interview can be found in appendix 6.

7.1.3. Activity modification
Considering the set criteria and the activity analysis from the students’ point of view, I decided
to modify the worksheet, reduce the number of new words, focus both on receptive and
productive vocabulary, and prioritise listening and speaking over reading and writing. The

modified worksheet is provided in appendix 7.

Before handing out the worksheets, I suggest starting the lesson by listening to a song. There
are many songs online related to the lesson’s topic, for example, “The 3 R’s” by Jack Johnson
(YouTube 2022a) or “Earth Day Song: Reduce, Reuse, Recycle” by Numberock (YouTube
2022b). Both of the songs are provided with lyrics. The song might be followed by a
brainstorming session, which would serve as a warm-up activity, introducing students to the
lesson’s topic. The teacher would ask the students what the lesson's topic is. Then he/she would
write the topic, for example, ‘waste and pollution’ or ‘recycling’ on the whiteboard and elicit
the answers and vocabulary that learners already know. The teacher could also write the pupils’
responses on the board in mind maps, employing synonyms, antonyms, or hyponyms. The
teacher may either draw the mind map on the whiteboard or use mind map applications, which
are online or free to download, such as Mindmeister (www.mindmeister.com), Lucidspark

(www.lucidspark.com), or Edrawsoft (www.edrawsoft.com).

Since the first activity suited both students, I decided to change the layout of the pictures so that
the learners would have enough space to write the word below the picture. I also reduced the
number of words to eight, all of which relate to recycling and waste pollution. The teacher
would project the worksheet on the whiteboard, and in this activity, students would choose to
work on the task individually, in pairs or in groups. They would also be allowed to use their
smartphones to look up the words they do not know or understand. After a few minutes

(depending on the students' pace that the teacher would monitor), the teacher would check the
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answers with the students focusing on correct spelling and pronunciation. The teacher might
focus on syllable segmentation — learners could colour the words according to the number of
syllables. They might check it by pronouncing the words accompanied by clapping with their
hands. It would also be beneficial if learners created some sentences using the words presented

in the table and shared them with the class.

In the second activity in the worksheet, learners would discuss the questions in pairs or groups.
I suggest this additional speaking activity where the new words are present so that the learners
are multiply exposed to them. Learners would be allowed to use their smartphones or
dictionaries to look up the words they need for their discussion. They would also make notes,
which would be essential for the feedback after the activity. Feedback on the discussion could
be given to the students after about ten to fifteen minutes. The teacher would discuss their
answers and ask them what new words they learned, how they learned them, and whether they

were comfortable with this activity.

To summarise the modification of this activity and the worksheet, this activity would now
include discussion, group work or pair work, visual support, song use, modern technology
(projector, computer, learners’ smartphones), and mind maps. It also focuses both on receptive
and productive knowledge of vocabulary. The activities reflect visual, aural, read/write and
kinaesthetic learning styles and cognitive, meta-cognitive, and social learning strategies. There
are eight words in total, and the teacher would focus on all aspects of each word (form, meaning,
use). Listening and speaking would be prioritised over reading and writing. As learners would
discuss the questions, they would use English for communication, reflecting the communicative
approach to teaching. Learners would be provided with worksheets, which would also be
projected. When focusing on the syllable segmentation of the words, they would clap with their
hands, reflecting a multi-sensory approach to teaching. Various didactic aids, such as a
worksheet, projector and computer, learners’ smartphones, or dictionaries, would be employed.
During both activities, new words would be repeated several times, which would benefit the
pupils in terms of internalisation. The learners would also be provided with enough time for

completing each task.

7.2. Activity 2 — Spring holidays
In this activity, the learners were projected a worksheet with guidelines where there were two

tasks. In the first task, the learners were supposed to read the sentences they prepared as
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homework about their spring holidays. In the second task, they were supposed to recreate some
sentences using particular expressions, such as, ‘stay at home, go abroad, get up late, have a
good meal, read a book’ or ‘visit something interesting.” The worksheet is provided in appendix

8.

At the beginning of the lesson, the teacher projected the worksheet with guidelines. Then, the
teacher called upon some students to read the sentences they had prepared at home about their
spring holidays. Seven pupils read their sentences, including learners A and B. All of them got
very good grades. Despite that, the teacher provided example sentences or synonyms to
illustrate the meaning of several phrases, such as ‘go abroad — travel to Italy; have a good meal
— I had a very good pizza; visit something interesting — I visited a museum in Prague,’ learners
A and B had some troubles when recreating the sentences using the given expressions. The
observed phenomena are recorded in the observation sheet (see Appendix 9). The following is
an analysis of this activity from the set-out principles’ perspective in order to answer the

research question accordingly:

1) The teacher employed a multi-sensory, learner-centred, and communicative approach
by projecting the worksheet with guidelines, using gestures accompanied by the
teacher’s talk, and inviting the learners to read their sentences. So, the visual, aural,
reading, and kinaesthetic learning styles were represented.

2) There was no time allocated to the development of learning strategies.

3) The words were taught in context — there were six phrases in total. The activity was
aimed both at receptive and productive knowledge of vocabulary.

4) The teacher focused on all aspects of new words — meaning, form, and use. The meaning
was either explained or translated; the written form was presented in the worksheet,
which was projected on the whiteboard; pronunciation was the least the teacher focused
on. However, the teacher provided model pronunciation of words that were causing
learners trouble. The use of words in the context (sentences) was presented in the
homework activity and when recreating the learners’ sentences using particular
expressions.

5) There were six phrases in total, corresponding to the amount a teacher should
present/teach in one lesson. Nevertheless, learners may have already known some of
them, such as ‘read a book’ or ‘get up late.” Therefore, it can be assumed that there was

a suitable amount of new words for the dyslexic learners.
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6)

7)

8)

9)

In both exercises, the emphasis was placed on listening, reading, and speaking (reading
aloud). The learners listened to their classmates, read their sentences aloud, and tried to
recreate their prepared sentences using the given expressions. The writing was not
represented at all. Thus, it can be concluded that listening, reading, and speaking was
prioritised over writing.

The teacher used didactic aids, such as a projector, a whiteboard, the guidelines
worksheet, and a computer. When the teacher explained the meaning of a word, she
used gestures. The rhythm and combination of songs with the movement were not
represented.

The worksheet was projected in colour, and the text is in Calibri sans serif font of 12pt
size. The font choice and size is, therefore, suitable for dyslexic learners.

Some words and phrases like ‘stay at home, have a good meal, get up late’ or ‘visit

something interesting’ were repeated several times by different pupils in the classroom.

10) When giving the instructions to both exercises, the teacher asked learners A and B

whether they understood what they were supposed to do. With regard to the time
allocated for the second task, the learners were provided with approximately two
minutes for preparing the sentences using the projected expressions. It can be assumed
that it was not enough time for them, but some of their classmates read the sentences
and recreated them using the given expressions, providing learners A and B model
answers. Accordingly, it can be concluded that the amount of time provided to learners

A and B was sufficient.

7.2.1. Learner A

In both of the tasks of this activity, there was no opportunity for discussion with classmates in
the lesson. The learners were called upon to read their sentences and then recreate them using
the given expressions individually. Learner A had no opportunity to listen to a song where the
phrases would be presented, had no chance to make any mind maps or use modern technologies.
On the other hand, the learner was provided with visual support in the form of the teacher's
gestures and projected guidelines and expressions learners had to use in recreating the
sentences. The teacher provided example sentences and synonyms to illustrate the meaning of

several phrases, such as, ‘go abroad; have a good meal; visit something interesting.’

With regard to the answers provided by learner A in the after-activity interview, this activity

was neither strenuous nor easy to complete. It may be since the learner admitted that he had
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already known some of the words/phrases and that there were more or less three new
phrases/words. However, his answers implied that he was unsure which words he learnt, which
he would be able to write and pronounce correctly, and which he would be able to use with
other words or in a sentence. The teacher’s use of example sentences helped him grasp the
meaning of some words, although, during the interview, he could not recall the words and
phrases that appeared in the second task. He could not entirely describe or explain in his own
words what he was supposed to do with the expressions in the second task. He also admitted
that he felt slightly nervous, which implies that the second task was inappropriate for him in
terms of vocabulary development. However, according to learner A, the task was suitable for
him, which I do not entirely agree with. His answers indicated that he was probably not aware
of what could help him complete the task. Again, I suggest focusing on the development of the
meta-cognitive learning strategies. The transcript of the after-activity interview can be found in

appendix 10.

7.2.2. Learner B
For learner B, in both of the tasks of this activity, there was no opportunity to cooperate in a
pair or group work, create any mind maps, or use any modern technologies. Learner B was
provided with visual support in the form of a projected worksheet with guidelines, teacher’s
gestures, example sentences, and synonyms so that the learner could elicit the meaning of some

words.

As far as the answers provided by learner B in the after-activity interview are concerned, this
activity was quite difficult for him to complete as he did not understand the second task. This
may be due to the fact that in the second activity, the pupils were expected to recreate their
sentences using given expressions on the spot. He admitted that he found it challenging to
complete the second task as longer words and sentences caused him trouble. According to
learner B’s answers, there were four phrases that he had already known, and there were also
some new phrases for which he was not sure of their written form, their pronunciation and
whether he would have been able to use them in a sentence. He acknowledged that he would

probably be able to do so if he was given more time for preparation.

He stated that he had managed the first task quite well, as he had prepared the sentences at home
with the help of his brother but found it difficult to complete the second one. He acknowledged

that the second task was not suitable for him. To master the second task, he would need more
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time, which I completely agree with because, in the lesson, the pupils were given roughly three
minutes to prepare and think of the phrases. The transcript of the after-activity interview can be

found in appendix 11.

7.2.3. Activity modification
Considering the set criteria and the activity analysis from the learners’ point of view, I decided
to modify the worksheet with guidelines, focus both on receptive and productive vocabulary,

and prioritise listening and speaking over reading and writing.

Firstly, I suggest starting the lesson by watching a video with a song about Springtime to
introduce the topic. There are many songs online related to the lesson’s topic, for example,
“Spring is Here Song” by Sisbro Studios (YouTube 2022c) or “What happens in spring?” by
Armagan Citak (YouTube 2022d). Then, the teacher would ask the learners what the lesson’s

topic is and write it on the whiteboard.

Secondly, the teacher would give instructions for the following activity with visual support (the
instructions would be projected on the whiteboard). To provide all students with room to present
their homework (their prepared sentences about what they did during the spring holidays), they
would be divided into groups of three to four students (depending on the overall number of
students in the classroom). In the groups, pupils should first read their sentences to their
classmates and then cooperate to make a list of activities they did over the Spring holidays,
things they would like to do, or activities people usually do over the Spring holidays. Also,
learners would be allowed to use their smartphones or dictionaries to look up the words they do
not know or are unsure about. For this task, learners would be provided with approximately ten
minutes, depending on the pace of their work. When they would be finished, the teacher would
write their ideas on the whiteboard in the form of a mind map, employing synonyms, antonyms,
or hyponyms. The teacher may either use mind map applications mentioned previously in
chapter 7.1.3. Alternatively, he/she can draw the mind map on the whiteboard. The teacher
would focus not only on the written form but also on the spoken form of particular words and
phrases. Therefore, this activity would serve as a group brainstorming session and a subsequent

whole-class summary of learners’ ideas.

Furthermore, the teacher might include an additional speaking activity where learners would
use and practice the words and phrases they provided in the brainstorming session. For example,

the speaking activity ‘Find someone who...,” would be in the simple past tense. To fill in the
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worksheet with notes, learners would have to move around the class to talk to their classmates.
When the learners would be finished, the teacher would ask them and elicit the information that
learners would have found about their classmates. Also, the teacher might devote some time to
the reflection of the lesson, asking learners what new words or phrases they have learnt. The
modified worksheet with guidelines and a model mind map of Spring holidays activities can be
found in appendix 12. The additional speaking activity ‘Find someone who...’ is provided in

appendix 13.

To summarise the modification of this activity and the worksheet with guidelines, the lesson of
‘Spring holidays’ would now involve discussion, pair work, visual support, a song, and modern
technology (projector, computer, learners’ smartphones) mind maps. Also, it would focus both
on receptive and productive knowledge of vocabulary. The activities reflect visual, aural,
read/write and kinaesthetic learning styles and cognitive, social, and meta-cognitive learning
strategies. There might be more than ten words/phrases, but as the learners would provide them,
they would not be new to them, corresponding to the number of new items the teacher should
teach in a lesson. However, of course, that would depend on the learners’ answers. The teacher
would also focus on all aspects of words (form, meaning, use). Listening and speaking would
be prioritised over reading and writing, and as learners would discuss their homework and ask
their classmates, they would use English for communication which would reflect the
communicative and multi-sensory approach to teaching. Various didactic aids, such as
worksheets, projector and computer, whiteboard, learners’ smartphones, or dictionaries, would
be employed. During both activities, new words would be repeated several times, which would
benefit the pupils in terms of internalisation. The learners would be provided with enough time
for completing each task as the teacher would monitor them and proceed to another activity

according to the pace of their work.

7.3. Activity 3 — Expressions for experiences
In this activity, learners were given a worksheet, and they were also projected with guidelines
and phrases that they should have used. Learners worked in pairs, and the worksheet was
divided into two parts. Each pupil of the pair got one part. Learners should have made questions
in the present perfect tense, using the projected phrases, and asked their partners. They should
have noted down the questions and their partner’s short answers. The guidelines and the

worksheet for this activity can be found in appendix 14.
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At the beginning of the lesson, the teacher randomly divided the pupils into pairs and handed

out the worksheets. The worksheet contains pictures expressing activities that people may do

during holidays. The teacher projected the guidelines with the phrases learners should have

used on the whiteboard, used gestures, provided explanations, synonyms, or translations to

words learners asked about. The observed phenomena are recorded in the observation sheet (see

Appendix 15). The following is an analysis of this activity from the set-out principles’

perspective in order to answer the research question accordingly:

1)

2)

3)

4)

5)

6)

7)

The teacher employed a multi-sensory and learner-centred approach by employing the
cooperative learning in a pair work activity, using the worksheet, which was also
projected on the whiteboard, and gestures accompanied by the teacher talking, so the
visual, aural, and read/write learning styles were represented. Moreover, the
communicative approach was also represented when learners asked questions to their
partners.

The teacher divided the learners into pairs randomly so that the pupils may have focused
on developing their social learning strategies.

New words/phrases were taught in context — there were 16 collocations/phrases in total.
In this activity, learners created the questions they asked their partners. So, the activity
was focused both on receptive and productive vocabulary knowledge.

The teacher focused on all aspects of new words — meaning, form, and use. The meaning
was either explained or translated; the written form was presented in the worksheet, the
pronunciation was the least the teacher focused on — the teacher provided the model
pronunciation, and the use of words/phrases in the context was represented by pupils
creating the questions.

There were 16 collocations/phrases in total in the worksheet. However, learners may
have already known some of them, such as ‘play golf, make pancakes,” or ‘play
badminton.” Despite that, it can be assumed that there were too many new words for
dyslexic learners.

In this activity, the emphasis was placed on reading and writing. The learners wrote
down the questions, which they later asked their partners. Therefore, they only read
aloud the questions and noted the short answers. It can be concluded that reading and
writing was prioritised over listening and speaking.

The teacher used didactic aids, such as a projector, a whiteboard, the worksheet, and a

computer. When the teacher explained the meaning of a word, she used gestures (break
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your arm, cook sausage on a campfire). The rhythm and combination of songs with the
movement were not represented.

8) The worksheet was printed in black and white, and the text is in Calibri sans serif font
of 12pt size. The projected guidelines and phrases were also in Calibri sans serif font of
14pt size. The font choice and size was, therefore, suitable for dyslexic learners.

9) Learners have encountered half of the phrases at least twice — when creating the
questions and asking their partners. However, they have encountered the other half of
the expressions only once.

10) When giving the instructions to the worksheet, the teacher asked learners A and B
whether they understood what they were supposed to do. Both of the learners worked
on the task in pairs, and when they had questions, they asked the teacher for help. The
teacher monitored their work. With regard to the time allocated for the task, the learners
were provided with approximately ten minutes for completing it. I could see that both
of them managed to complete the whole exercise; thus, it can be assumed that was

enough time for them.

7.3.1. Learner A
In this activity, there was an opportunity for discussion with a classmate when the pupils
cooperated in pairs. Learner A had no opportunity to listen to a song where the phrases would
be presented. He had no opportunity to make any mind maps or use modern technologies to
help him develop his vocabulary. The learner was provided with the visual support of the
teacher's gestures, a list of irregular verbs, a worksheet and projected guidelines and
phrases/collocations, which learners had to use in forming the questions. The teacher employed
example questions and synonyms to illustrate the meaning of several words, such as, ‘cook

sausage on a campfire; be on a plane; break an arm.’

As far as the answers provided by learner A in the after-activity interview are concerned, this
activity was neither complex nor easy to complete. However, he could not tell what he was
supposed to do in the activity. He stated that the activity was suitable for him, which may be
due to the fact that he had the opportunity to cooperate with a classmate. The pictures in the
worksheet and his classmate’s help supported him in grasping the meaning of the words/phrases
presented. He also admitted that he knew more or less fifteen words, learnt some new words,

half of which he possibly would be able to write and pronounce but not be able to use in a
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sentence or with other words. The transcript of the after-activity interview can be found in

appendix 16.

7.3.2. Learner B
For learner B, there was an opportunity to cooperate in a pair work with a classmate; however,
there was no opportunity for him to create any mind maps or use any modern technologies.
Learner B was provided with visual support in the form of projected guidelines, worksheets,
teacher’s gestures, example sentences, and synonyms so that the learner could elicit the
meaning of some words. Moreover, he used a printed dictionary to look up two words that he

did not know.

With regard to the answers given by learner B in the after-activity interview, this activity was
suitable for him. He stated that he managed to complete the task quite well as he understood
the instructions and knew what to do. Moreover, when he needed help, he either used the
dictionary or asked his classmate who helped him. He admitted that he already knew four
words, learnt three new words which he possibly would be able to write, pronounce, and use in
a sentence or with other words. The transcript of the after-activity interview can be found in

appendix 17.

7.3.3. Activity modification
Considering the set criteria and the analysis of the activity from the learners' point of view, I
decided to retain the pair work, the worksheet activity and only add further activities that would
focus both on receptive and productive vocabulary and prioritise listening and speaking over

reading and writing.

Firstly, the lesson would start with a quick brainstorming session on ‘Expressions for
experiences.” The teacher would write the topic on the whiteboard and elicit students' ideas.

These could be written on the whiteboard in the form of a mind map.

Secondly, the teacher would give instructions for the pair work activity. The learners would
cooperate to complete the worksheet (see appendix 14), for which they would be given ten
minutes. After that, the teacher may give the pupils another task — to write the words in their
notebook in a mind map and to sort the activities by, for instance, season (spring, summer,

autumn, winter) or location where the activities take place (mountains, sea, forest, etc.), and to
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add activities that come to their minds and are not mentioned yet. The pupils would be allowed
to use their smartphones or dictionaries to look up the words they need or do not know. They
would have about five to ten minutes to do this task, followed by a whole-class discussion
where the teacher would find out what extra activities the students have added. Again, the
teacher may either use the above-mentioned mind map applications (see chapter 7.1.3.), or
he/she can draw the mind map on the whiteboard. The teacher would focus not only on the
written form but also on the spoken form of particular words and phrases, especially those
where students are more likely to have pronunciation problems. Therefore, this activity would

serve as a pair brainstorming session and subsequent whole-class summary of learners’ ideas.

And thirdly, the teacher might also include an additional activity to practice the new phrases. I
suggest spell, match activities or gravity game available on Quizlet. The preview of the
activities and the link to the online flashcards can be found in appendix 18. In the gravity game,
learners can select the difficulty level — easy, medium, or hard. Each level corresponds to a
slower or faster image display and the time to type in the correct phrase/collocation. At the end
of the lesson, some time would be devoted to the development of meta-cognitive learning
strategies — the teacher would ask the learners what they have learnt in the lesson and what
words or phrases are difficult for them to remember, write or pronounce. Following this, the

teacher could advise them on techniques to remember the words that give them trouble.

To summarise the modification, the lesson with the topic of ‘Expressions for experiences’
would now involve discussion, pair work, visual support (worksheet, guidelines, mind map,
Quizlet), use of modern technology (projector, computers, learners’ smartphones), use of mind
maps, and it would also focus both on receptive and productive knowledge of vocabulary. The
activities reflect visual, aural, read/write and kinaesthetic learning styles and cognitive, social,

and meta-cognitive learning strategies.

Despite there being 16 phrases/collocations in total in Quizlet activities, at least six of the
learners might have already known (be on plane, play golf, make a cake, play badminton, make
pancakes, climb a mountain). Thus, the number of phrases correspond to the number of new
items the teacher should present to learners in a lesson. Moreover, the phrases would be repeated

at least two times in the lesson, which would benefit the pupils in terms of internalisation.

In this lesson, the emphasis would be placed on all aspects of words (form, meaning, use).
Listening and speaking would be prioritised over reading and writing as learners would discuss

the experience’s activities in pairs and practice the spoken and the written form of the words in
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the spell Quizlet exercise. During the pair work, learners would use English for communication,
reflecting the communicative approach to teaching. The pair work activity and the gravity game
on Quizlet would reflect a multi-sensory approach to teaching. Various didactic aids, such as
worksheets, projector, computers, whiteboard, learners' smartphones, or dictionaries, would be
employed. The learners would be provided with enough time for completing each task as the

teacher would monitor them and proceed to another activity according to the pace of their work.

7.4. Activity 4 — Working with verbs
In this activity, learners were randomly divided into groups of three or four, and they were given
a worksheet with two tasks. While in the first task, they were supposed to match the flashcards
with English to Czech verbs, in the second task, they were supposed to make questions using
the verbs given either in the present, past, present perfect or future tense, and ask them their
group partners, who then gave a short answer. The flashcards with English and Czech verbs

and the worksheet with the instructions for each task are found in appendix 19.

At the beginning of the lesson, the teacher divided the pupils into groups and handed out the
worksheets with instructions and flashcards. Learners were given approximately twenty
minutes for both of the tasks. After that, the teacher asked one member of each group to read
the questions they had prepared. The observed phenomena are recorded in the observation sheet
(see Appendix 20). The following is an analysis of this activity from the set-out principles’

perspective in order to answer the research question accordingly:

1) The teacher employed cooperative learning, multi-sensory and learner-centred approach
by dividing the pupils into groups of three to four, using the flashcards and the
worksheet with instructions, and gestures accompanied by the teacher talking, so the
visual, aural, and read/write learning styles were represented. Moreover, the
kinaesthetic learning style was represented in the first task with the flashcards, where
learners were supposed to match English verbs to their Czech equivalents.

2) The teacher opted for a group work activity that may have helped the learners focus on
developing social learning strategies.

3) There were eleven verbs in total, and they were taught in context - in the worksheet,
there were example questions, and the learners were supposed to create their questions

using the verbs given. Nevertheless, the first task was aimed primarily at receptive
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4)

5)

6)

7)

8)

9)

vocabulary knowledge, while the second activity was aimed both at receptive and
productive vocabulary knowledge.

The teacher focused on all aspects of new words — meaning, form, and use. The meaning
was either explained or translated (by the teacher/on the flashcards). The written form
was presented in the worksheet and the flashcards. The pronunciation was the least the
teacher focused on. However, the teacher provided the model pronunciation. The use of
words in the context (in questions) was presented in the second task of this activity.
Despite that there were eleven verbs in total, it can be assumed that learners may have
already known all/some of them, such as ‘run, play, swim, read, do’ or ‘have.’
Therefore, it can be concluded that there was an appropriate number of the new items
presented.

In the first task, the emphasis was placed on reading and writing. In the second task, the
emphasis was placed on writing, reading (aloud) and listening. In the closure of the
second task, learners A and B both read the questions they created, and their partners
gave short answers to them. Even though the listening and speaking (reading aloud)
activity was represented, it was not prioritised over reading and writing.

The teacher used didactic aids, such as the whiteboard, the worksheet, and the
flashcards. When the teacher explained the meaning of a word, she used gestures. The
rhythm and combination of songs with the movement were not represented.

The worksheet with instructions and the flashcards were printed in black and white, and
the text is in Calibri sans serif font. While the flashcards were printed in the size of 36pt,
the worksheet with instructions was printed in 12pt. Therefore, the font choice and the
size of both didactic materials is suitable for dyslexic learners.

Since both learners are in the seventh grade, it can be assumed that these verbs were not
new to them. This activity was aimed at practising and working with them in different
tenses. Thus, it can be stated that learners were exposed to them multiple times, which

is vital for their internalisation.

10) When giving the instructions to both exercises, the teacher asked learners A and B

whether they understood what they were supposed to do. On top of that, the teacher
translated the instructions to prevent any misunderstandings. The teacher monitored
their work. With regard to the time allocated for each task, the learners were provided
with approximately twenty minutes for completing the tasks. That was enough time for

the learners as I could see they managed to complete both the tasks.
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7.4.1. Learner A
In this activity, there was an opportunity for discussion with classmates when the pupils
cooperated in groups. Learner A had neither the opportunity to listen to a song where the verbs
would be presented to make any mind maps nor use modern technologies to help him develop
his vocabulary. The learner was provided with visual support in the teacher’s gestures, using
the whiteboard, worksheet with instructions, and flashcards with verbs. The teacher employed
example questions to illustrate the meaning of the verbs and illustrate questions in different

tenses.

As far as the answers provided by learner A in the after-activity interview are concerned, this
activity was not challenging for him to complete, even though he was not sure how to explain
what he was supposed to do in the activity. He stated that the activity was suitable for him and
that he enjoyed it, which may be because he already knew all of the verbs. Moreover, he
admitted that he feels confident about the form, meaning, and use of the given verbs. The

transcript of the after-activity interview can be found in appendix 21.

7.4.2. Learner B
For learner B, there was an opportunity to cooperate in group work with classmates in this
activity. However, there was no opportunity for him to create any mind maps or to use any
modern technologies. Learner B was provided with visual support in the form of a worksheet
with instructions, flashcards with verbs, teacher's gestures, and example questions so that the

learner could elicit the meaning of the verbs.

Concerning the answers given by learner B in the after-activity interview, this activity was
suitable for him, and he even enjoyed it a little. He stated that he managed to complete the task
quite well as he was given the worksheet with the instructions and example sentences. The
printed worksheet and his classmates in the group helped him complete the tasks. He admitted
that he learnt only one new word, ‘future,” and tends to write the verb ‘run’ in phonetic
transcription. However, he was confident about the form, meaning and use of all the verbs. The

transcript of the after-activity interview can be found in appendix 22.
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7.4.3. Activity modification
Considering the set criteria and the activity analysis from the learners’ point of view, I decided
to retain the first task (matching flashcards with verbs in English to their Czech equivalents)
and the group work. Nevertheless, I decided to modify the second task to focus not only on the
receptive but also on the productive knowledge of vocabulary and prioritise listening and

speaking over reading and writing.

Firstly, the teacher would introduce the term ‘verbs’ and elicit some examples from the students,
which could be presented in a mind map (drawn on the whiteboard or created in a mind map
application). Then, the teacher would project the instructions, and the learners would be divided
into groups, and they would do the first task — matching the verbs in English to their Czech

equivalents, for which they would be given three to five minutes.

Secondly, the teacher would explain the instructions for the second task and the model role-
play story for pantomime. Each group would have to cooperate to create a story (using at least
four verbs from the flashcards plus four verbs they think of) they would mime in front of the
class. The learners would have approximately 10 to 15 minutes, depending on the pace of their
work. They would also be allowed to use their smartphones and dictionaries. Other groups
would note down the verbs they think appeared in the role-play pantomime when watching one
particular group performing the story. The group which would guess most of the verbs that
appeared in the story scores a point and the group which scores the most points can be awarded
a grade. The instructions and model story for the role-play pantomime can be found in appendix

23.

And thirdly, the role-play story pantomime would be followed by a whole-class discussion
where the teacher would add learners’ verbs to the mind map, focusing on their form, meaning,
and use. The teacher would focus on the verbs with which students are likely to have
phonological or graphological problems or problems using them in a sentence. Therefore, the
discussion would serve as a whole-class summary of learners’ ideas. The teacher would also
devote some time to the development of meta-cognitive learning strategies — he/she would ask
the learners what they have learnt and what verbs are challenging for them to remember, write
or pronounce. Following this, the teacher might advise them on techniques to remember the

written/spoken form or the meaning of verbs that are giving them trouble.

To summarise the modification, the activity ‘Working with verbs’ would now involve

discussion, group work, visual support (projected instructions, mind map, flashcards,
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pantomime), modern technology (projector, computer, learners’ smartphones), and the use of
mind maps. It also focuses both on receptive and productive knowledge of vocabulary. The
activities reflect visual, aural, read/write and kinaesthetic learning styles and social, affective,

and meta-cognitive learning strategies.

In the whole-class discussion, the emphasis would be placed on all aspects of words (form,
meaning, use). Listening and speaking would be prioritised over reading and writing as learners
would cooperate to create a role-play story in pantomime. During the group work, learners
would use English for communication, reflecting the communicative approach to teaching. The
role-play story pantomime would reflect a multi-sensory approach to teaching. Various didactic
aids, such as flashcards, a projector, computer, whiteboard, learners’ smartphones, or
dictionaries, would be employed. The learners would be provided with enough time for
completing each task as the teacher would monitor them and proceed to another activity

according to the pace of their work.
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CONCLUSION OF THE PRACTICAL PART

The practical part of this thesis is divided into two chapters. Chapter 6 introduces the research
context and methodology. Qualitative research was conducted by employing structured and
semi-structured interviews and observations as data collection methods. The research inquiry
involved two seventh grade pupils, and the investigation results are presented in case studies.
The structured interviews were used to identify the learners’ learning styles and strategies, their
preferences, and difficulties caused by dyslexia in regular English classes. Nonetheless, the
questions had to be modified in the interview, as learners’ responses indicated that sometimes
they did not fully understand what I was asking or did not know how to answer my questions.
It might have been caused by never having thought about or not being used to thinking about
their own learning. Following this conjecture, during the observations, I noticed that little or no
time was devoted in each lesson to the development of meta-cognitive learning strategies.
Moreover, cognitive learning strategies the learners opt for (learning a list of words with the
translation) seemed to be not appropriate for them. Likely, they do not even know any other

techniques to learn new vocabulary because no one might has shown them.

Chapter 7 is devoted to analysing vocabulary development activities observed in the classroom.
These activities were analysed from the set-out principles’ perspective, and the following is a

summary of each activity and the number of criteria met:

1. Waste and pollution — 6 criteria out of 12 were met

2. Spring holidays — 10 criteria out of 12 were met

3. Expressions for experiences — 8 criteria out of 12 were met
4

Working with verbs — 10 criteria out of 12 were met

The visual representation of the met criteria can be found in the table in appendix 24. Criteria
7 and 10 were divided into two halves for the visual representation. As is apparent from the
tables, the activities met most of the criteria, but only two activities out of four can be regarded
as appropriate for the dyslexic learners. However, more new words were presented in the first
and third activities, and listening and speaking were prioritised only in the second activity. The
rhythm and combination of songs with the movement were not represented in any activity.
Learners were multiply exposed to the new words only in the second and fourth activity, and

they were not provided with enough time for completing the first activity.
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CONCLUSION

This thesis dealt with vocabulary development in English, focusing on dyslexic learners. In the
first chapter, the essential context of the legal framework of the education of pupils with SEN,
the FEP BE, supportive measures for pupils with SEN, and IEP is explored. While the second
chapter is devoted to the types of SLD, the third chapter focuses on characteristics and causes,
manifestations of, and classification of dyslexia. Furthermore, the fourth chapter dealt with
dyslexia in the context of ELT. Furthermore, the fifth chapter focused on vocabulary
development in ELT, considering the linguistic perspective and the difficulties dyslexic learners
may experience. The chapter also suggested techniques, strategies, and didactic aids for

teaching vocabulary to dyslexic learners that might be appropriate for them.

In the sixth chapter, the introduction to the research, the aim of the research, methodology, and
characteristics of the research context is presented. The practical part aimed to collect both the
primary and secondary data to answer the research question — whether the activities aimed at
vocabulary development used in the classroom align with the criteria and, therefore, whether
they are appropriate for dyslexic learners. The sixth chapter of the thesis is thus devoted to
introducing qualitative research. The seventh chapter presents four vocabulary development
activities analyses. These activities were observed in the classroom, and after the lesson, the
learners were interviewed. The vocabulary development activities used in the English classes
were analysed based on criteria stated in the summary of the theoretical part and on the
outcomes of the interviews and observations analyses. Possible modifications were then

proposed with regard to the outcomes of initial and after-activity interviews.

Many variables influence the teaching of vocabulary to dyslexic learners. These were explored
in the theoretical part, and the findings were applied accordingly in setting out the principles
and modifying the activities to suit the needs of particular learners. Nevertheless, the
modifications were not applied in real lessons. Thus, they may serve only as an inspiration for
teachers who seek advice on or wish to focus on the vocabulary development of dyslexic

learners they may have in the classroom.

There are, of course, undeniable limitations to this research, such as the number of observed
lessons or the structure of interviews, | am aware of. To make any further improvements in the
vocabulary development activities and to be able to generalise the outcomes of the research, it

would be necessary to conduct this research on a long-term basis and possibly with more pupils
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involved, which might make this research more accurate. That is why I suggest further research

on this complicated but undoubtedly interesting topic.
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RESUME

Téma diplomové prace s nazvem ,,Rozvoj slovni zasoby v anglickém jazyce — zaméfeno na
zéky s dyslexii* bylo vybrano na zaklad¢ zajmu autorky o tuto problematiku a protoze prace s
zaky se specifickymi poruchami uceni a tudiz i specialnimi vzdélavacimi potfebami v hodinach
anglického jazyka vyzaduje specialni a pfedevsim individudlni pfistup. Vzhledem k budouci
profesi ucitele anglického jazyka je nezbytné se s touto problematikou seznamit, umét se v ni
orientovat a umeét vytvofit vhodné podminky pro vyuku zaka se specidlnimi vzdélavacimi
potfebami. Vyuka cizich jazykt u zaka se specifickymi poruchami uceni je aktudlni téma a
autorka véti, ze zkuSenosti ziskané pfi realizaci vyzkumného Setfeni budou uzitecné pro jeji

budouci praxi.

r rowr

Tato prace je rozdélena na dvé hlavni ¢asti — teoretickou a praktickou. Teoreticka ¢ast ma
celkem pét kapitol. Prvni kapitola teoretické ¢asti nejdiive uvadi ¢tenaie do kontextu pravniho
ramce vzdélavani zaki se specidlnimi vzdélavacimi potiebami v Ceské republice a zmitiuje
dilezité strategické a legislativni dokumenty, které zahrnujici opatfeni v oblasti inkluzivniho
vzdélavani. S oporou v ramcovém vzdélavacim programu pro zakladni vzdélavani (RVP ZV)
jsou zde uvedeny podminky pro Uspé$né vzdélavani zakd se specidlnimi vzdélavacimi
potfebami jako jsou naptiklad podpiirné opatieni, individualni vzdélavaci plan, nebo vyuzivani
zasad diferenciace a individualizace pti vyuce. Déle jsou také zminény klicové kompetence,
které je zadouci rozvijet, jelikoz jedinci ptispivaji k jeho vzdélavani, spokojenému a GspéSnému

zivotu a k posilovani funkci obcanské spole€nosti.

V druhé kapitole se autorka nejprve vénuje vymezeni pojmu ,specifické poruchy uceni,* jelikoz
anglicky vyznam ,learning difficulties® mize byt zavadéjici. Dale pak kapitola uvadi typy
specifickych poruch uceni jako je naptiklad dyslexie, dysgrafie, dysortografie, dyskalkulie,
dyspraxie, dismuzie nebo dyspinxia. Vzhledem k pouZivani terminu specifické poruchy uceni
je zde patrny vztah mezi jednotlivymi typy poruch uceni, nebot” vySe uvedené poruchy se
neprojevuji pouze v oblasti, kde je vada nejvyraznéjs$i. Naopak maji nékolik spole¢nych
projevi. U ditéte mize byt diagnostikovana vice nez jedna z téchto poruch a dyslexie se obvykle

nevyskytuje samostatné, ale je ¢asto spojovana prave s dysortografii a/nebo dysgrafii.

Tteti kapitola se nejdfive zamétuje na historii zkoumani dyslexie a na jeji charakteristiku a
priciny. Pfi¢inou dyslexie miize byt jak dédicnost, tak drobnéd mozkova porucha. Déle jsou pak
popsany projevy dyslexie. Dyslexie se projevuje odchylkami ve funkci centralniho nervového

systému, které se mohou projevovat riznymi kombinacemi poruch vnimani, feci, paméti,
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kontroly pozornosti nebo motoriky. Dyslexie se tedy v konkrétnich ptipadech projevuje rizné.
Nekteré studie naznacuji, ze Zaci s dyslexii pouzivaji pravou hemisféru vice nez levou, a proto
maji tendenci myslet globalng, vizualné a kreativné. Dyslexie je vyvojova porucha ¢teni — dité
s dyslexii mize mit tedy obtiZze naucit se Cist, 1 kdyz ma primérnou nebo pifimeienou uroven
inteligence (s ohledem na ucebni osnovy) a dostava se mu bézného pedagogického vedeni.
Celkov¢ je tedy dyslexie ptredevsim poruchou fec¢i a tyka se fe¢i a jejiho porozuméni, coz
zahrnuje fonologii, morfologii, sémantiku, syntax a pragmatiku. V zavéru treti kapitoly je
uvedena klasifikace dyslexie vzhledem k oblasti, kterou postihuje nejvice. Muzeme tedy rozlisit
dyslexii fonematickou, optickou, agramatickou, sémantickou, dysfonetickou (sluchovou) nebo

dyseidetickou (visualni).

Ctvrta kapitola se dale vénuje dyslexii v kontextu vyuky anglického jazyka. Projevy obtizi pii
uceni se cizimu jazyku jsou podobné jako pfi uceni se Cteni a psani v matetském jazyce. V této
kapitole je uvedeno, ze dyslexie piredevSim ovlivitluje vykonnost ¢teni, vyznamné zhorSuje
rychlost ¢teni, piesnost, techniku ¢teni a porozuméni piectenému textu. V druhé podkapitole
jsou pak uvedeny pfistupy a metody, které jsou vhodné pro vyuku anglictiny déti s dyslexii.
Mezi né patii napiiklad individudlni pfistup, konstruktivisticky pfistup, multisenzorialni
pristup, metoda TPR — celkova fyzicka reakce, komunikativni pfistup, strukturovany piistup,
sekvenéni pristup a eklekticismus. Ve tieti podkapitole jsou také zminény ucebni styly a
strategie. Ucebni styly se tykaji individudlniho pfistupu nebo preferovaného zplsobu
osvojovani, vstfebavani, zpracovavani a uchovavani novych informaci a dovednosti a jsou
prezentovany dle klasifikace VARK. Ucebni strategie jsou oproti u¢ebnim styliim myslenky
nebo specifické chovani, které Zaci pouzivaji ke zlepSeni uceni se jazyklim. Jsou to tedy
dovednosti v oblasti u€eni se a ,jak se ucit’ a rozliSujeme mezi kognitivnimi, meta-
kognitivnimi, afektivnimi a socialnimi uéebnimi strategiemi. Zéci, ktefi znaji sviij styl uéeni a
v navaznosti na néj voli urcité strategie uceni budou Iépe schopni efektivné vyuzivat moznosti

uceni se ve tfid€ a budou 1épe vybaveni pro pokracovani ve studiu jazyka mimo ttidu.

Posledni kapitola teoretické Casti se zaméfuje na rozvoj slovni zasoby ve vyuce anglického
jazyka, nebot’ se jedna o dulezity aspekt jazyka, ktery je pouzivan v kazdodenni komunikaci, s
pfihlédnutim k lingvistickému hledisku a pohledu na obtize, které mohou mit dyslekti¢ti Zaci.
Nejprve je vymezen pojem slovni zasoba a poté rozdil mezi receptivni a produktivni znalosti
slovni zasoby. Je zde také vysvétleno, co to znamena znat néjaké slovo — tedy jeho psanou a
mluvenou formu, vyznam a pouziti v kontextu. Tato problematika je zasazend do S§irSiho

teoretického radmce v ndvaznosti na hlavni cil vyuky anglického jazyka — rozvoj komunika¢ni
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kompetence. Tato kompetence je tedy nejen cilem vyuky anglictiny, ale patii také mezi klicové
kompetence uvedené v RVP ZV. Dalsi podkapitoly se pak vénuji rozvoji slovni zasoby
z hlediska fonologie a fonologického uvédoméni, morfologie, sémantiky a ortografie a
piedstavuji obtize, které mohou zaci s dyslexii zazivat pii uCeni se nové slovni zdsob¢ na kazdé
této trovni. Kapitola rovnéz navrhuje didaktické prostredky, které by mohly byt vhodné pro

zaky s dyslexii pii vyuce a u€eni se nové slovni zasobé.

Prakticka cast této diplomové prace je provedena na zakladé pripadové studie, ktera se zamétuje
na dva dyslektické zaky v sedmé tfid¢. Hlavnim cilem vyzkumu bylo zjistit, zda jsou aktivity
zamétené na rozvoj slovni zasoby pouzivané v hodinich anglického jazyka vhodné pro
dyslektické zédky a zda podporuji rozvoj jejich slovni zasoby. V prubéhu kvalitativniho
vyzkumu byly pouzity riizné néstroje sbéru dat, jako jsou strukturované a polostrukturované
rozhovory, pozorovéni a jejich naslednd analyza. Prakticka ¢ast popisuje nejen ucebni styly a
strategie uceni vybranych zakl, ale také jejich problémy zplisobené dyslexii v béznych
hodinach anglictiny pfi aktivitdich zamétenych na rozvoj slovni zasoby. Aktivity zaméfené na
rozvoj slovni zésoby pouzivané v hodinach anglictiny jsou analyzovény na zéklad€ kritérii
uvedenych ve shrnuti teoretické ¢ésti a na zdklad€ vysledkii analyz rozhovorii a pozorovani.

Nasledn¢ jsou navrzeny mozné Gpravy aktivit.

V zavéru prace je poté shrnuto, ze dvé takto navrzené aktivity na rozvoj slovni zasoby nebyly
nezbytné vhodné pro tyto dva zdky sedmé ttidy, jelikoZ vyuku nové slovni zasoby u Zaku s
dyslexii ovliviiuje mnoho proménnych. Autorka si je védoma nespornych omezeni tohoto
vyzkumu a uvadi, Ze pro ptipadné dalsi vylepSeni aktivit zaméfenych na rozvoj slovni zasoby
a pro moznost zobecnéni vysledkt vyzkumu by bylo nutné provadét tento vyzkum dlouhodobé
a pfipadné s v&tsim podtem zapojenych zakil, coz by mohlo tento vyzkum zptesnit. Upravy
aktivit nebyly pouZzity v redlné vyuce a autorka prace navrhuje hlubsi vyzkum tohoto
komplikovaného tématu. Modifikace aktivit tak mohou slouzit pouze jako inspirace pro ucitele,
kteti hledaji radu nebo se jen chtéji zaméfit na efektivnéjsi rozvoj slovni zasoby u dyslektickych

zak, které maji ve tfide.
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Appendix 1 — Initial interview transcript (Learner A)

Rozhovor byl veden v ¢eském jazyce s zdkem D. H. (zak A) a prob¢hl 22. inora 2022, den pied
observacemi v prazdné uéebnd. Zak souhlasil s nahranim rozhovoru, zpracovanim dat a

naslednym zvetejnénim v této diplomové praci.

Znaky pouzité v transkripci:

e T: tazatel

R: respondent

Noo/Mmm — véhani, pfemysleni nad odpovéedi

... Kratka pauza

(...) Nedokoncena véta
e Hmm — souhlas

Ehmm — nesouhlas

T: Bavi té ucit se anglictinu?

R: Joo, trochu joo.

T: Mas rad hodiny angli¢tiny?

R: Hmm, joo.

T: A co té v hodinach anglictiny bavi?

R: Noo, Ze se tam bavime s klukama.

T: Hmm. A co myslis, plete se ti prava a leva strana?
R: Ehmm, né.

T: Dobfe... Jaké mas pocity pii hodinach anglictiny?
R: Noo, docela dobry jako... Ale nékdy se nudim, protoze mé to nebavi.
T: A jak myslis, Ze ti jde anglictina?

R: Noo, docela dobie jako.

T: V ¢em bys fekl, Ze se v anglictin€ citis nejjistéjsi?
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R: Noo, asi v téch slovickach.

T: Hmm... A v ¢em se naopak v anglictin€ citi$ nejisty?

R: Mmm, no spi$ jakoby v ty ¢esting, teda v ty ucebnici.

T: Hmm... Co ti pomaha pii uceni se novych slov?

R: Mmm, tak ten takovej list... Ten seznam slovi¢ek v u¢ebnici.

T: Aha, dobfte... Ted’ se t¢ budu ptat na urcité situace a aktivity, které nejspis délate ve skole a

ty vzdycky zhodnotis$ jako znamkou ve $kole, jak se v ty situaci u¢i§ novy slovicka. Dobie?
R: Hmm.

T: Takze jako prvni tady mam sledovani videa, jak dobfe se teda ucis nova slovicka pfi

sledovani videa? Jak bys to ohodnotil?

R: Mmm, tak za Ctyfi.

T: Hmm, dobfte. A co diskuse se spoluzaky?

R: Mmm... tak taky za Ctyfi.

T: Hmm, za Ctyfi, dobfe. A jak dobfe se ucis nova slovicka ¢tenim kratkého textu v ucebnici?
R: Mmm... na trojku néjak.

T: Hmm, dobfe... a co ¢teni kratkého textu, ktery mas potom rozebirat tieba se spoluzaky?
R: Mmm... Tak néjak za dva... tii aZ dva.

T: A co pak kdyz poslouchate n¢jaky nahravky?

R: Mmm... Tak néjako za tfi no.

T: Co poslech pisnicek, jak dobte se ucis nova slova z pisnicek?

R: Mmm... Tak néjak za dva.

T: Potom, jak dobfe se ucis nova slova, kdyz poslouchas vyklad pani ucitelky?

R: Noo... Tak na jedna az dva.

T: Aha, dobte... A potom, co kdyz ucitel navic k vykladu néco promita?

R: Noo... Tak za dva az tfi no.
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T: Potom, kdyz vidi§ néjaky novy informace nebo slovicka v tabulce? Jak dobie se z toho ucis

nova slova?

R: Tak na jednicku az dvojku.

T: A co tieba prace se slovnikem?

R: Tak za jedna az dva.

T: A myslis n¢jaky sviij, ten z ucebnice, online, nebo klasickej tisténe;?
R: Ten sviyj... svij.

T: Hmm... Dobfe... Tak, jesté se t€ zeptam, ucite se nova slovicka pomoci modernich

technologii, pouzivate n&jaké aplikace?

R: Noo... n¢kdy jo.

T: A jaky konkrétne?

R: Mmm... ty nepravidelny slovesa...

T: Joo... né, ja se ted’ ptam, jestli vyuzivate pti hodinach n&jaky technologie nebo aplikace.
R: Jo, pouzivame pocitace a néjaky cviceni a na procvi¢ovani.

T: A vi§, jak se jmenujou?

R: Mmm, ne... ted’ si nemizu vzpomenout.

T: Co tfeba Quizlet? Pamatujes si?

R: Jo.

T: A ten ti vyhovuje, bavil t&?

R: Jo.

T: A co tfeba pocitace nebo telefony?

R: Pocita¢e mé bave;j... A telefony pouzivame jenom kdyZ nam teknou...

T: Hmm... Dobfe... Ted se budu ptat na slovni zasobu v anglictin€. Je pro tebe jednoduché

nebo obtiZzné zapamatovat si nova anglicka slovicka?

R: Mmm... spi§ ty novy.
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T: Novy slovicka jsou pro tebe obtizny?
R: Hmm.

T: Hmm... Potom... vyuzivas néjaké pomiicky pro lepsi uceni a zapamatovani si novych

slov?

R: Mmm... N¢kdy joo.

T: A jaky?

R: Noo, tyhle, co ted’ pouzivame... Jako ty nepravidelny... Tu tabulku...
T: Takze vyuzivas materidly, ktery dostanes od ucitele?

R: Hmm.

T: Dobfte... Potom... Plete se ti spravné poradi pismen ve slovech?
R: Nékdy jo.

T: Hmm... A v jakych slovech nej€astéji?

R: Noo... Tteba v ucebnici, kdyz sou néjaky dlouhy fadky...

T: Aha, takze tfeba v dlouhé vété, nebo v delSich slovech?

R: Hmm... Jo.

T: Pletes si nékdy podobny pismenka, jako ttebabdp mna o e?
R: Noo... M n mozna... Nékdy...

T: Hmm... Stava se ti nékdy, Ze vynechavas néjaka slova nebo pismena?
R: Mmm... Nékdy jo.

T: Hmm... Jaké nejcast&ji?

R: Mmm... Ted’ zrovna nevim...

T: Hmm... Co tfeba piedlozky?

R: Jo, ty se mi n¢kdy pletou.

T: PiSes n¢kdy anglicka slova tak jak je slySi§?

R: Mmm... Jo, n€kdy jo...
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T: aha, dobie... Co ti teda pti uceni se novych slovic¢ek pomaha?

R: Noo... Ten slovnik... Tabulka od pani ucitelky.

T: Hmm... Mas nékdy tfeba potize se vyjadiit v angliting?

R: Mmm... N¢.

T: Hmm... A mas problémy s vyslovnosti novych slovicek?

R: Mmm... né, ani ne.

T: Hmm... A co ti pomaha zapamatovat si, jak se to nové slovic¢ko pise?
R: Mmm... To se mi n¢kdy plete... Ale snazim se ho n¢jako pochopit.

T: Aha, dobfe... A co ti pomaha zapamatovat si vyznam nového slovicka?
R: Mmm... To nevim.

T: Myslis, Ze by ti pomohlo, kdyby si mél k tomu néjaky redlny predmét?
R: Hmm, jo.

T: Nebo tfeba obrazek k tomu slovicku?

R: Hmm... S obrazkem si to lip zapamatuju.

T: Potom... Jak se citi$ pii mluveni v hodindch angli¢tiny?

R: Mmm... To taky nevim... Nékdy si nemiiZzu vzpomenout na néjaky slovicko (...)
T: A jak se ucite novy slovicka?

R: Noo... Pani ucitelka ndm dé& n¢kdy novy slovicka... Jako na papife... A to se mame jako

ucit.

T: Hmm... Potom... UCIS se ve Skole radéji sdm nebo se spoluzaky?

R: Sam.

T: Hmm, radsi sdm... A jak se teda ucis ty novy slovicka?

R: Si je ¢tu... v duchu.

T: Hmm... A myslis, ze kdyby ses u toho mohl hybat, ze by ti to §lo 1épe?
R: N¢, to ne.
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T: A zkousis si je n¢kdy piepsat? Myslis, Ze by ti to pomohlo pii uc¢eni?

R: Jo, nékdy jo.

T: Aha... A pomaha ti u€it se to novy slovicko tieba ve spojeni s jinym slovem?
R: Mmm... Jo, asi... Jo.

T: Hmm... A co tfeba kdyz k tomu novymu slovu mas tieba néjaky synonyma nebo

antonyma?
R: Jo, to si k tomu zkou$im davat.

T: Hmm... Dobfe... A co tfeba, kdyz vam pani ucitelka vysvétluje vyznam novych slovicek,

pomadhaji ti k tomu gesta nebo tfeba pantomima?

R: Hmm... Jo, to jo.

T: Super... Znas nebo vyuzivas n¢jaké mnemotechnické pomiicky?
R: Ne... Neznam.

T: Aha, dobfe... A co tieba mysSlenkovy mapy? Kdyz mas tieba slovicko ,,kitchen* a k tomu
si udelas takovyho... Jakoby pavouka a k tomu napiSe$ vSechny slovicka, ktery té napadnou,

kdyz se fekne kuchyn?

R: Jo, to jsem zkousel.

T: A Pomaha ti to?

R: Jo.

T: Dobfe... Ted’ se zeptdm na ucebnici. Jakym slovem bys popsal praci s u¢ebnici?
R: Mmm... Docela dobry.

T: Bavi t& prace s ucebnici?

R: Hmm, jo.

T: Aha, dobfe. Zménil bys na ni néco?

R: Mmm... Ani ne. Je tam dost obrazk (...)

T: Procvicujes si novy slovicka v u€ebnici nebo v pracovnim sesité?

R: Mmm... Jo.
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T: A pouzivas doma to ptilozené¢ CD?

R: Hmm, jo.

T: A posledni otazka, je pro tebe snadny se zorientovat v ty uc¢ebnici?

R: Mmm... Trochu... Tézko, ale davam to n¢jak.

T: Hmm... Dobfe, takze takhle to bude vie. Diky. Rekni kdyztak V. M. at’ sem piijde.
R: Jo, dobfe... Na shledanou.

T: Na shledanou.
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Appendix 2 — Initial interview transcript (Learner B)

Rozhovor byl veden v ¢eském jazyce s zakem V. M. (zak B) a prob¢hl 22. tinora 2022, den pted
observacemi v prazdné uéebnd. Zak souhlasil s nahranim rozhovoru, zpracovanim dat a

naslednym zvetejnénim v této diplomové praci.

Znaky pouzité v transkripci:

e T: tazatel

R: respondent

e Noo/Mmm — vahani, pfemysleni nad odpovéedi
e ... Kratka pauza

e (...) Nedokoncena véta

e Hmm — souhlas

e Ehmm — nesouhlas

e (smich) proneseno se smichem

T: Bavi t€ ucit se anglictinu?
R: Mmm... Moc ne.
T: Hmm a proc¢?

R: Noo... (smich) Ja sem rad, Ze jako mluvim &esky. Ja jako chci ziistat v tom Cesku a nikam

nechci jezdit, takze... Kdybych... Kdyby néco bylo anglickyho, tak by sem si to ptelozil (...)
T: Aha, takze pro tebe ta anglictina neni tak dtlezita?

R: Noo, ne.

T: Dobfe... A bavi t& tedy hodiny angli¢tiny, mas je rad?

R: Noo... (smich) Jak kdy.

T: Jak kdy, hmm, dobfe... A co té teda v hodinach anglictiny bavi nebo nebavi?

R: Bavi m¢, kdyz délame takovy ty kiizovky (...)

T: Hmm, kiiZzovky.
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R: Noo, tak to m¢ bavi. A nebo mmm... Kdyz se tieba... Kdyz tieba... Mmm... Se hlasim

abych tieba tekl nepravidelny sloveso.

T: Ted zrovna probirate teda minuly cas?

R: Hmm...

T: A co t€ teda jako vylozené nebavi v angli¢ting?

R: M¢ nebavi takovy ty tézky ukoly... Jako kdyz tfeba mame doplnit n¢jaky véty... Poskladat

tu vétu, nebo tak.

T: Aha, takze kdyz mas poskladat vétu, aby méla spravny slovosled?
R: Hmm.

T: Dobfe... A ted se zeptam... Plete se ti nékdy prava a leva strana?
R: Ehmm, ne.

T: Hmm... Dobfe... A jaké mas pocity pii hodinach anglictiny?

R: Pocity? Mmm... Pocity mam... Jako... Tak naptl, jako... Nékdy obtizny a nuda (smich).
T: Obtizny a nuda (smich) ... Dobie. A Jak myslis, Ze ti anglictina jde?
R: Noo, ja si myslim, Ze tak n¢jak stiedné&, jako... J6 ané, noo (...)

T: Takze tak napil... Hmm... A v ¢em se v anglicting citi$ nejjist&)$i?
R: Mmm... Mohla byste byt trochu konkrétné;si?

T: Hmm. Myslim tfeba gramatiku, vyslovnost, poslech, ¢teni, psani, mluveni... Co ti podle

tebe jde nejlépe?

R: Noo... Spis to ¢teni.

T: To ti jde? V tom se citi$ nejjistéjsi?

R: Jako joo, hmm.

T: Hmm... TakZe tfeba porozuméni textu? Kdyz pak mas odpovédét tieba na néjaky otazky?
R: Ne, tak to ne (smich). To ja si to dokdzu jenom ptecist.

T: Aha (smich). Dobfe... A potom teda naopak, v ¢em se v anglictin€ citis nejisty?

98



R: Nejisty?

T: No, ze si v tom nejses jiste;j.

R: Tak v tom dopliiovani otdzek... Odpovidani na otazky.
T: Hmm... A co tfeba mluveni?

R: Noo to taky, ale jenom nékdy.

T: Hmm... A co tfeba poslech?

R: Ehmm, poslech mi moc nejde.

T: Hmm... A co slovni zasoba?

R: Noo... Jako ja se dokaZzu naucit ty slovicka, ale... Nékdy, kdyZ tam jsou tieba tézky
slovicka, tak (...)

T: A co je pro tebe teda tézky slovicko?

nemuZzZu zapamatovat, co to znamena.

T: Hmm... A (...)

R: A kdyZ to tfeba musime nékam napsat.

T: Dobfe... A potom, co ti poméha pfi uceni novych slovic¢ek?

R: Poméha mi, to Ze se to nau¢im... Nebo... Tim, Ze si pfectu tfeba néjaky slovicko a pak

normalné... Mmm... Si pfectu i to Cesky.
T: Jo, takze, kdyZz to méas tifeba v tabulce nebo, Ze se ucis ze slovnicku?
R: Hmm.

T: Mmm... Tak, ted’ ti budu fikat rizny situace, kdy se mtzete ve skole ucit novy slovicka a
ty vzdycky ohodnoti§ 1-5, jako znamkama ve $kole. Jo? Jak si myslig, Ze je pro tebe... Ze se

v té situaci dobfe ucis novy slovicka, jo?
R: Hmm.
T: Takze tteba ze sledovani videa?

R: Mmm... Ze sledovani videa? Tak ctyrku.
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T: Ctyfi, hmm... A co kdyZ mate néco diskutovat se spoluzaky? Jak moc dobie se z toho

naucis nova slovicka?

R: Taky ctytku (smich).

T: Taky ¢tytku, hmm... Co ¢tenim kratkého textu v ucebnici?
R: Noo... To uz... Na trojku.

T: Na trojku, hmm... Tak potom, kdyz mate ¢ist kratky text v ucebnici a mate ho nasledné ho

rozebirate?

R: Mmm... Tak tfi minus.

T: Tti minus (smich)... Dobfe... A co kdyz poslouchate n&jaky nahravky?

R: Kdyz poslouchdme néjaky nahravky... Mmm... Asi taky ¢tyrku.

T: Hmm... A co tfeba poslech pisnicek?

R: Mmm... Tak tfi minus.

T: Taky tii minus (smich). A kdyZ poslouchas pani ucitelku?

R: To na trojku.

T: Hmm. A pak kdyZ poslouchas pani ucitelku, kterd k tomu jesté tieba néco promita?
R: Mmm, noo... Tak to uzZ asi na dvojku.

T: Hmm, na dvojku. Takze je to lepsi, kdyZ to jesté tfeba vidi§ promitnuté na tabuli?
R: No, pfesné, presné.

T: Hmm... Dobfe... A co kdyZ mas nova slovicka v tabulce?

R: Mmm... Nerozumim... Jako (...)?

T: Jestli se 1épe ucis nova slovicka, kdyZ je mas napsany v tabulce?

R: J4 si myslim, ze na to taky trojku.

T: Na trojku, hmm. A co prace se slovnikem? Mize to bejt online, tiSténej, 1 ten co mas

v ucebnici, nebo tviy vlastni (...)

R: Mmm... Jako (...)
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T: Kdyz se ucis novy slovicka, pomaha ti tfeba slovnik?
R: Jo. Tak to néjak taky na tu trojku.

T: Dobfe. Tak, ucite se nékdy ve skole s modernima technologiema? Tieba s telefonem,

pocitacem, n¢jakyma aplikacema? Ucite se s nima nékdy?
R: Jo.
T: A jaky konkrétné teda pouzivate?

R: Noo... Na pocitacich délame, ze ona posle n¢jaky odkaz a na tom odkazu bude... Mmm...
Hra... A my normaln¢... Mmm... Tteba tam sou takovy krtecci, ty se zahrabavaj a kdyz tam

je néjaky... Né&jaka véta a je spravnd, tak ho musime t'uknout a on jako...
T: Hmm... TakzZe to jsou hry a n&jaky aplikace teda (...)

R: No, no.

T: A telefony nékdy vyuzivate?

R: Ne.

T: Hmm. Dobfte. Takze ti vyhovuji?

R: Jako docela jo.

T: TakZe té bavi?

R: Jo.

T: Tak, ted’ se budu ptat na to, jak se u¢is novy slovicka v anglicting, jo? Je pro tebe jednoduchy

nebo obtizny zapamatovat si novy slovicka?

R: Novy slovi¢ka? Mmm... No je to, mmm... KdyZ jsou to dlouh slovi¢ka, tak je to pro mé

trochu téZ8§i, ale ja se to naucim.

T: Hmm. A jak se to teda naucis?

R: Noo... Jasito... Ja si to pofad fikdm a opakuju. A uz to jako do ty hlavy dam.
T: Hmm. A co tfeba pohyb? Pomaha ti se pfi uceni hybat?

R: Ehmm, ne.

T: Mmm... Vyuzivas potom néjaky pomiicky pro to, aby sis to novy slovi¢ko lip zapamatoval?
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R: Ano.
T: A jaky tieba?

R: Mmm... Tieba... Pomicky jako takovd mala tabulka jakoby a na tom bude tfeba kus

néjakého slova a tu druhou ptilku méam jakoby doplnit.

T: Jo. Takze ti pomahaji aktivity jako na procvic¢eni? Tieba v pracovnim sesité takovy aktivity

jsou, ne?

R: Jo, jo, j& si myslim, Ze jo.

T: Hmm... A plete se ti nékdy spravny potadi pismen ve slovech?

R: Mmm... Nékdy jo, n¢kdy ne.

T: Hmm. A v jakych slovech se ti ty pismenka tfeba pletou nejéastéji?

R: Tteba... Tieba, tfeba... ,some‘... Kdyz misto ,s‘ napisu tieba ,c* ...

T: Hmm... jo, jo... TakZe n¢kdy tteba piSes slova tak se vyslovuji, tak jak je slySis?
R: Hmm, no.

T: Dobte. Pletes si nékdy tfeba podobna pismena, jako ttebabdpmna o e?
R: To ani... Noo, ani moc ne.

T: Hmm. Vynechavas nékdy néjaky slova nebo pismena?

R: Jo.

T: A jaky tfeba nejCastéji?

R: Ale hrozné€ malo, tfeba... Mmm... KdyZ je ,written® ... t. t... Tak jak tam je to dvojty t, tak

vynecham to jedno t.

T: Hmm, jo. Tak vynechas jedno t. A stava se ti, Ze bys vynechaval néjaky piedlozky nebo

spojky?
R: Jo, n¢kdy.

T: Hmm. A plete se ti nékdy potadek slov ve véte?

A4

tak mmm... Tak to n€kdy néco vynecham.
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T: Hmm. A co ti teda konkrétné pii uéeni novych slovi¢ek pomaha? Rikal si, Ze si je opakujes. ..

A jesté néco?
R: To asi uz nic.
T: Dobte. Tak... Mas nékdy potize se vyjadrit?

R: J4 sem mél potize se vyjadfit, protoze jsem se hrozné styd¢l, ale... Ale uz jako... Uz to

docela zvladam. J4, kdyz néco nechci fict, tak to prosté nefeknu, no.
T: Hmm... A co si myslis, Ze ti u¢eni novych slovicek ztézuje?
R: Mmm... To mi zt&Zuje to, Ze je to t&7ky, nebo... Ze ty slovicka jsou jako obtizny.

T: Hmm. Tak... Jak si nejlip teda zapamatujes novy slovicko? Co konkrétné délas, aby sis

zapamatoval tieba vyznam novyho slovicka?

R: Mmm... Aby sem si to zapamatoval, tak ja si... Pfesné to, co fekne, to si feknu i ja.
T: Takze opakujes?

R: Hmm, jo.

T: Tak... Co ti poméha zapamatovat si vyslovnost?

R: Vyslovnost... No, pomaha mi spi§ néjaka pomucka.

T: A Jaka tieba?

R: Mmm... Tteba abych to fekl, tak ja si to jako feknu po pismenech a pak to feknu.
T: Hmm... Aha. A to ti teda pomah4 si 1 zapamatovat, jak se to slovo pise?

R: No, jo... A n¢kdy si to slovicko tieba 1 prepisu.

T: Hmm, dobfe. A jak se citi§ pfi mluveni v hodinach anglictiny?

R: Jak se citim? No... Mmm... No, kdyZ jsem byl na prvnim stupni, tak jsem se hodné& styd¢l.

Jakoby sem byl nervézni, jsem se klepal a... Jako snazim se, abych nemél uz tu nervozitu...
T: Takze ted’ uz je to tedy lepsi? Uz nejsi tolik nervozni?

R: Jo, jo. No, uz nejsem tolik nervozni.

T: Hmm... Super. Tak, jak se teda ve Skole ucite nova slovicka?

R: Noo... Pani uc¢itelka nam fekne stranu a (...)
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T: Dobte, nechame tuhle otdzku a zeptam se na dalsi. U¢iS se nova slovicka doma sam nebo ti

nékdo pomaha?

R: Séam.

T: A ve skole se ucis rad¢ji sdm nebo se spoluzaky?
R: Se spoluzaky, protoze mi pomtiZou.

T: Jo, jo, ze si pomahate... Hmm... Potom... Pomaha ti zapamatovat si nové slovicko, kdyz

k nému tfeba vidi$§ obrazek?

R: To bych uplné netek, protoze kdyz promitd obrazek, tak mmm... Ja to ptesné feknu, nebo
jakoby... Misto toho, aby mi néco tekla, tak j4 to nefeknu, ale kdyby mi dala néco, tak uz bych
to fekl.

T: Hmm. Dobte, takze kdyz ti pani ucitelka néco promitne na projektoru, tak ti to pomutize

zapamatovat si to slovi¢ko?
R: Hmm.

T: Pomaha ti ucit se nova slovicka v kontextu? Ze je mas tieba ve spojeni s jinym slovem, nebo

tieba ve véte?

R: Mmm... To ani moc ne.

T: Hmm. Potom, pomuze ti, kdyz mas tieba k tomu slovu néjaky synonyma nebo antonyma?
R: Ne.

T: Hmm. A kdyz tfeba pani ucitelka vysvétluje novy slovicko, vyznam, poméha ti tieba kdyz

k tomu pouziva gesta nebo pantomimu? Ze tieba znazorni, co to znamena?
R: Jo, tak si to dokdzu né&jak odvodit.

T: Hmm. A vyuzivas n€kdy tfeba mySlenkovy mapy a ud¢€las si takovyho jakoby pavouka se

slovicky?

R: Jo, to by mi asi pomohlo. Ale musel bych se je naucit.

T: Hmm, dobte. Tak, ted’ se zeptam na ucebnici. Jak bys popsal praci s ucebnici v hodinach?
R: Ja si myslim, Ze jako... Dobfte, celkem.

T: Jo? Bavi t& prace s uCebnici?
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R: Noo... Jenom nékdy... Kdyz je tam tfeba néco lehc¢iho a vic zabavnéjsiho, tak jo.
T: A co je pro tebe leh¢i a zabavnéjsi?

R: Tteba kdyz je tam cviceni s obrazkama, nebo kdyz tam musime spojovat... Tak to mé bavi

a je to i pro me leh¢i, no.

T: Hmm, hmm... Takze vétSinou ty aktivity zaméteny na slovicka?
R: Jo.

T: Zménil bys néco na ty ucebnici?

R: (smich)... To jenom kdyby vSechno bylo zabavny... (smich)

T: (smich)... Jo... Procvicujes si nékdy nova slovicka v pracovnim sesité?
R: Jo, hlavné z toho seznamu.

T: A pouzivas tfeba doma CD, ktery je tam ptilozeny?

R: Ne.

T: A je pro tebe snadné nebo obtizné zorientovat se v ucebnici?

R: Mmm... Obtizné.

T: A proc¢?

R: No, protoze tam je néco v ty ucebnici... Je tam tfeba né¢jaka véta, kterou viibec nerozumim.

Nebo, Ze je tam toho hodné.
T: Aha. Hmm... Dobfe. Tak to bude asi vSe. Diky za spolupraci a odpoveédi.
R: Jo. Na shledanou.

T: Na shledanou.
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Appendix 3 — Waste and pollution vocabulary worksheet
23rd, February Unit 5C: Vocabulary worksheet

1. Match the picture with the word

drinks can seal sleeping bag oxygen recycle
bottle top fine plastic bottle tonne
rubbish dump mountain climber

2. Complete these words to the sentences:

displayed, global warming, unfortunately, foil trays, improved, decompose, climbers,
rubbish

a. If we are trying to keep mountains clean, the problem with ...........ccoevvvvvennneee.

Will B e
b. Some of the rubbish are ........cccocoeeieieeceeeceens in Japan and Korea.
T , the rubbish doesn’t .......ccccevvvvivvececnenne in the cold air.
d. Mountain ..., have collected a lot of small things as

............................... or paper tissues.

e. Greenhouse gases from the rubbish can cause .........ccceevvveveiceiceccecie e,
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Appendix 4 — Observation sheet 1

Activity 1 — Waste and pollution

YES

NO

Commentary

Does the teacher use various techniques
and strategies of presenting new words?

Learners were given worksheets;
translation; rewriting a word

Is the activity learner-centred and does it
take into account learning style of the
pupil?

Worksheets, gestures, teacher talk
— visual, aural, read/write

Does the teacher employ any
accommodations for dyslexic learners?

Explanation of instructions,
writing on board, monitoring

Does the teacher focus on pupils and
developing their learning strategies?

X | X [ X | X

Self-evaluation, asking learners
about their learning — meta-
cognitive strategies

Does the teacher teach maximum of 8-10
new words in a lesson?

11 words, 8 collocations, but
learners may already know some
of them (plastic bottle, recycle)

Does the teacher use example sentence(s)
to illustrate the meaning of a new word?

Explanation of ‘aluminium’ and
‘paper plate’

Does the teacher employ the synonyms /
antonyms / hyponyms?

Task — exercise, match — connect

Are the new words taught in context?

Collocations (noun + noun, verb +
noun); 2™ activity

Does the teacher focus on all the aspects
of teaching new word (form, meaning,
use)?

X | X | XX

Written form, pronunciation
(syllable segmentation), use in
sentence

Is listening and speaking prioritized over
reading and writing?

Form of questions — answers only

Does the teacher use any didactic aids?

o4

Projector, worksheet, PC, textbook

Does the activity reflect multi-sensory
approach?

X

Worksheet — visual; writing and
drawing, listening — aural

Does the learner know what to do exactly
in the activity?

X

They work and cooperate with the
teacher; when they do not
understand the instructions, they
ask

Other comments:

e There was not enough time given to complete the 1% and 2™ task for learners A and B

e Teacher monitors and helps the learners, focuses on the pupils A and B — asks
whether they know what to do “Do you understand the words?”

e 1%'and 2™ activity — individual work
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Learner A

Is there an opportunity for discussion
with classmates in the lesson?

Does the learner listen to a song in the
lesson?

Does the teacher explain new words with
visual support?

Drawing the meaning of a word
‘match’ on board, projector,
pictures provided in the worksheet

Does the teacher use gestures?

Does the teacher and/or learner make any
mind maps?

Does the learner use any didactic
aids/modern technologies during the
lesson?

Only the worksheet

Learner B

Does the teacher explain new words with
visual support?

Projector, pictures provided in the
worksheet

Does the learner use any didactic
aids/modern technologies during the
lesson?

X

Only the worksheet

Does the teacher use gestures?

%

Does the teacher and/or learner make any
mind maps?

%

Does the learner have an opportunity to
cooperate in pair work/group work?

X

But the learner asks his classmates
when he needs help
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Appendix 5 — After-activity interview 1 transcript (Learner A)

Rozhovor byl veden hned po aktivit¢ v ¢eském jazyce s zakem D. H. (zdk A) a prob¢hl 23.
{inora 2022, po observaci v prazdné u¢ebné. Zak souhlasil s nahranim rozhovoru, zpracovanim

dat a naslednym zvetejnénim v této diplomové praci.

Znaky pouzité v transkripci:

e T: tazatel

R: respondent

Noo/Mmm — véhani, pfemysleni nad odpovéedi

... Kratka pauza

(...) Nedokoncena véta

e Hmm — souhlas

(smich) — proneseno se smichem

T: Dobfte, tak zacneme. Jak bys popsal tu aktivitu, teda co si v ni mél délat?
R: Mmm... Dopliovat slovicka.

T: Takze si pochopil zadani?

R: Hmm.

T: Mmm... A jak ses béhem ty aktivity citil?
R: Mmm... Docela dobfe.

T: Myslis, Ze ti to Slo?

R: Noo, trochu jo.

T: Hmm. A co ses naucil?

R: Mmm, par novych slovicek.

T: Hmm a jaky tieba?

R: Mmm... ted’... Mmm... Jako... Mmm... Nevim.
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T: Aha, ted’ si nevybavis?

R: Mmm, ne (smich).

T: Hmm, dobie (smich). A pochopil si teda vyznam téch novych slovicek, co tam byly?
R: Hmm, jo.

T: Super a co ti teda pomohlo, abys pochopil vyznam novejch slovicek?

R: Mmm... Kdyz pani ucitelka vysvétlila nebo pielozila slovicko.

T: Hmm. A zhruba u kolika slov si ses jistej jak se vyslovujou?

R: Mmm... Tak ¢tyfi... Mozna pét.

T: Hmm. Dobfe... A u kolika slovicek, co tam byly, si ses jistej tim, jak se piSou?

R: Noo... asi tak pilku... Tak pét.

T: Hmm, takZe tak polovinu. Dobfte a kolik bys jich dokézal pouZit ve spojeni s jinym slovem

nebo ve véte?
R: Mmm... Taky... Jako... Pllka no.

T: Hmm... Myslis, Ze pro tebe ta aktivita byla snadna nebo obtizna?

R: Mmm... Tak napiil.
T: Aha a pro¢ myslis, Ze tak naptl?
R: Mmm, protoZe tam byly novy slovicka a bylo to takovy trochu t&zsi, ale néktery sem znal.

T: Hmm a pomohli ti tfeba obrazky, kdyz jste méli ty slovicka spojit s obrazkem?

R: Hmm, jo.
T: Hmm, a vyhovovala ti ta aktivita?
R: Jo.

T: Jo? Byla v pofadku... A zménil bys na ni teda néco nebo ne? Nebo ptidal? Nebo nechal tak

jak je?
R: Mmm, spi$ nechal tak jak je.
T: Dobte. A kolik slovicek, co tam byli si uz znal?

R: Mmm... Pllka, néjak.
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T: Hmm, takze pulka. Dobfte. Takto je to vse, diky.

R: Hmm. Na shledanou.
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Appendix 6 — After-activity interview 1 transcript (Learner B)

Rozhovor byl veden hned po aktivité v ¢eském jazyce s zdkem V. M. (zédk B) a prob&hl 23.
{inora 2022, po observaci v prazdné uéebné. Zak souhlasil s nahranim rozhovoru, zpracovanim

dat a naslednym zvefejnénim v této diplomové praci.

Znaky pouzité v transkripci:

e T: tazatel

R: respondent

Noo/Mmm — véhani, pfemysleni nad odpovéedi

... Kratka pauza

(...) Nedokoncena véta

e Hmm — souhlas

(smich) — proneseno se smichem

T: Jak bys svyma slovama popsal, co si m¢l v tyhle aktivité délat?

R: Mmm, jak bych popsal... No... Moc sem tomu nerozumél.

T: Takze si potfadné neveédé€l, co mas délat?

R: No jako vim, ze sem tam mél spojovat jako obrazky se slovama, n&jaky sem dal...
T: Hmm a to t& teda bavilo? Protoze si v€era fikal, ze t&€ bavi spojovat?

R: Hmm, jo.

T: Hmm, takZe to t& bavilo, super. A v tom druhym cviceni bylo dopliiovéni, to bylo pro tebe

tézky nebo snadny?

R: Noo, to mi moc neslo.

T: Hmm, takze jak ses beéhem téch aktivit citil?

R: Jak jsem se citil? Tak, mmm, noo... Pal na ptl.
T: Aha, takze n¢kdy to $lo, nékdy moc ne, hmm.

R: Jo.
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T: Jo, dobfe. Tak a co ses naucil? Naucil ses néjaky novy slovicka?

R: (smich) ... Ano.

T: (smich) super a kolik zhruba?

R: Ja si myslim, Ze asi tak Ctyfi.

T: Takze tak ¢tyfi hmm.

R: Mozna pét.

T: Hmm, ¢tyfi pét. Dobfe. Mmm... A pochopil si vyznam téch slovi¢ek?
R: Jako co znamenaji?

T: Hmm.

R: N¢jaky jo.

T: Hmm a ktery ti délali tfeba problém?

R: Ty ktefi jsou dlouhy a ... Noo a tézky.

T: TakZe tteba tam bylo to ,unfortunately®...

R: Hmm, jo.

T: Dobfte. A u kolika slovicek si ses jistej jak se piSou?

R: Mmm... U kolika... Jako kdybych se to naucil, tak bych to zvladl... Ale takhle asi u dvou.
T: Hmm, dobte. A u kolika slov si ses jistej vyslovnosti?

R: Mmm... Asi tak u tfech.

T: Hmm, dobfte. A kolik z téch slovicek bys zvladnul pouZit tfeba ve vété nebo ve spojeni

s jinym slovem?
R: Mmm... Nerozumim.

T: Kolik téch slov bys védél s jakym jinym slovem pouzit? Tieba jak tam bylo ,plastic
bottle‘...

R: No, tohle bych zvladnul... Ale jinak bych to asi nezvlad.

T: Aha, dobte. A byla pro tebe ta aktivita snadna nebo obtizna?
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R: Mmm... Jestli byla snadné nebo obtizna... Tak to prvni , tak to bylo docela

Jinak tak napil. Ta druha byla t&ézsi.

T: Hmm, dobry. A Vyhovovala ti ta aktivita?

R: Mmm... Tak napil zas (smich).

T: (smich) tak naptil, hmm. Dobie. A zménil bys na té aktivité néco?

R: Tim, ze by to bylo jednodussi a ze by tam nebyly tfeba ty dlouhy véty.
T: Hmm, bez dlouhych vét, jo. Tak, a znal si uz néktera ta slovicka?

R: Hmm.

T: A kolik zhruba tam pro tebe téch slovicek bylo novych?

R: Asi pét.

T: Hmm, super. Dobie, diky.

R: Hmm.
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Appendix 7 — Modified worksheet (waste and pollution vocabulary)

1. Match the picture with the word

drinks can recycle bottle top fine

plastic bottle tonne rubbish dump trash

¢

e
e M ke

2. Discuss these guestions in pairs/groups, and write notes:

e Do you recycle?

e What do you recycle?

e What products can be recycled?

e Where does the rubbish end up?

e What rubbish ends up in the ocean?

e How much rubbish ends up in the ocean?

e What do you think about recycling paper and plastic?
¢ What things do you reuse?

e What happens if a police officer sees you throwing trash on the street?

Source of the ‘garbage’ picture: https://www.freepik.com/free-vector/dirty-trash-bags
rotten-food-floor 5983914 .htm#query=garbage&position=6&from_view=keyword
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Appendix 8 — Spring holidays: guidelines worksheet

SPRING HOLIDAYS

Talk about how you spend your spring holidays

Use these expressions:

e Stay at home

e Go abroad

e Getup late

e Have a good meal
e Readabook

e Visit something interesting
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Appendix 9 — Observation sheet 2

Activity 2 — Spring holidays

YES

NO

Commentary

Does the teacher use various techniques and
strategies of presenting new words?

Learners were projected
worksheet with guidelines;
translation; synonymes,
example sentences

Is the activity learner-centred and does it take
into account learning style of the pupil?

Worksheet, gestures, teacher
talk — visual, aural, reading

Does the teacher employ any
accommodations for dyslexic learners?

Explanation of instructions,
writing on board, monitoring,
helping the learners

Does the teacher focus on pupils and
developing their learning strategies?

Does the teacher teach maximum of &8-10 new
words in a lesson?

X

6 phrases; learners may
already know some of them
(read a book, get up late, have
a good meal)

Does the teacher use example sentence(s) to
illustrate the meaning of a new word?

go abroad — travel to Italy;
have a good meal — I had a
very good pizza; visit
something interesting — I
visited museum in Prague

Does the teacher employ the synonyms /
antonyms / hyponyms?

Correct — repair, go abroad —
travel to foreign country

Are the new words taught in context?

Collocations, phrasal verbs,
phrases

Does the teacher focus on all the aspects of
teaching new word (form, meaning, use)?

X | X [ X X

Written form, pronunciation
(model pronunciation), use in
sentence

Is listening and speaking prioritized over
reading and writing?

Form of questions — answers,
reading of the sentences

Does the teacher use any didactic aids?

X

Projector, worksheet, PC

Does the activity reflect multi-sensory
approach?

Worksheet — visual;
reading/speaking —
visual/kinaesthetic, listening —
aural

Does the learner know what to do exactly in
the activity?

They work and cooperate with
the teacher; when they do not
understand the instructions,
they ask

Other comments:

e Both of the learners A and B read their prepared sentences about their spring holidays
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e Teacher helped the learners with pronunciation, monitored the pupils A and B — asked

whether they know what to do “Do you understand?”

Learner A

Is there an opportunity for discussion with
classmates in the lesson?

X

Does the learner listen to a song in the lesson?

X

Does the teacher explain new words with
visual support?

The guidelines worksheet was
projected — teacher provided
synonyms and example
sentences to some phrases

Does the teacher use gestures?

Does the teacher and/or learner make any
mind maps?

Does the learner use any didactic aids/modern
technologies during the lesson?

Notebook with the sentences

Learner B

Does the teacher explain new words with
visual support?

The guidelines worksheet was
projected — teacher provided
synonyms and example
sentences to some phrases

Does the learner use any didactic aids/modern
technologies during the lesson?

X

Paper with notes

Does the teacher use gestures?

X

Does the teacher and/or learner make any
mind maps?

X

Does the learner have an opportunity to
cooperate in pair work/group work?

X

It was a whole-class activity
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Appendix 10 — After-activity interview 2 transcript (Learner A)

Rozhovor byl veden hned po aktivité v ceském jazyce s zdkem D. H. (zdk A) a prob¢hl 8. biezna
2022, po observaci v prazdné udebng. Zak souhlasil s nahranim rozhovoru, zpracovanim dat a

naslednym zvetejnénim v této diplomové praci.

Znaky pouzité v transkripci:

e T: tazatel

R: respondent

Noo/Mmm — véhani, pfemysleni nad odpovéedi

... Kratka pauza

(...) Nedokoncena véta

e Hmm — souhlas

(smich) — proneseno se smichem

T: Tak v té aktivité o jarnich prazdninach, co jsi v ni m¢l délat, jak bys to popsal?

R: Mmm, jako méli sme fict, co jsme délali o prazdnindch a méli sme ty véty precist... A bylo

to na znamku jako.

T: Hmm, ale jeste jste méli na tabuli promitnuty néjaky slovicka a fraze...

R: Noo, ty sme tam méli sefadit... Do toho textu.

T: Do toho vaseho?

R: Hmm.

T: Hmm a jak ses béhem ty aktivity citil?

R: Noo, docela jako trochu Spatné&, protoze sem byl trochu nervézni, ale jinak v pohodé¢ jako.
T: Hmm, dobfe. A naucil ses n&jaky novy fraze nebo slovicka?

R: Mmm, n¢jaky jo, ale uz si nepamatuju jaky tam byly.

T: Uz si to nepamatuje$, hmm, a pochopil si tedy vyznam téch slov a frazi co tam byly?

R: Mmm, néco jo.
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T

R:

T:

R:

R:

R:

R:

Hmm, co ti pomohlo k tomu abys pochopil ten vyznam?
Mmm, nevim, ostatni slovicka jako...
Takze tieba kdyz je pani ucitelka fekla ve veéte?

Hmm, jo.

: Hmm a u kolika téch slovicek si jses jistej tim, jak se piSou a vyslovujou?

Mmm, to sem n¢jaky zvladnul.

: Hmm, a kolik z nich si myslis, Zze bys dokazal pouzit ve vété nebo s jinym slovem?

Mmm, to nevim. Né&jaky jako véte... Mmm... Né&jaky jo.

: Hmm, dobfe. A byla pro tebe ta aktivita snadné nebo obtizna?
: Spi$ takova snadna tézka.

: Takze tak naptl (smich).

: Noo naptl (smich).

: Dobfe (smich). A vyhovovala ti?

: Mmm, jo.

: A znal si n¢jaky slovicka?

: Mmm, néjaky jsem znal. Ale uz nevim jaky tam byly.

: UZ si je nepamatujes, dobte. A kolik novych slovicek tam pro tebe zhruba bylo?

Noo, tak tii.

Hmm, dobfte, diky.
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Appendix 11 — After-activity interview 2 transcript (Learner B)

Rozhovor byl veden hned po aktivit¢ v ¢eském jazyce s zdkem V. M. (zék B) a probéhl 8.
bezna 2022, po observaci v prazdné uéebné. Zak souhlasil s nahranim rozhovoru, zpracovanim

dat a naslednym zvefejnénim v této diplomové praci.

Znaky pouzité v transkripci:

e T: tazatel

R: respondent

Noo/Mmm — véhani, pfemysleni nad odpovéedi

... Kratka pauza

(...) Nedokoncena véta

e Hmm — souhlas

T: Tak v té aktivité o jarnich prazdninach, pochopil si, co si tam mél délat? Jak bys to popsal?

R: Noo, méli jsme... No jako pochopil jsem to. Ja sem normalné ud¢lal osm vét, co jsem délal

o prazdnindch a poradil mi s tim i bracha, takze (...)

T: Hmm. A potom vlastné pani ucitelka promitla na tabuli néjaky fraze a s téma jsi mél délat

co?

R: S téma s jsme méli dé€lat to, Ze... Noo, to sem trochu moc nepochopil jako (...)
T: Jo, dobfe, takZe si to nepochopil.

R: Hmm.

T: A jak ses citil béhem ty aktivity?

R: Mmm, no jako... Jako celkem v pohodé&. Jsem to ptecetl (...)

T: Hmm. A piislo ti to jednoduchy nebo slozity?

R: No néjaky slovicka byly slozity, protoZze sem piesné nevédél, ale (...)

T: Hmm, a potom tvofeni téch vét s téma frazema?
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R: Tvofteni téch vét... No takhle, to co sem si piipravil doma bylo v pohodé, ale to tvoieni vét

mi pfislo slozity.

T: Hmm. Pochopil si vyznam téch slovicek a frazi co byly na tabuli?
R: N¢jaky jo.

T: A co ti k tomu pomohlo, abys pochopil vyznam?

R: Mmm, j& sem to pochopil diky tomu, ze sem se na to kouknul a normaln¢ sem si to jako

vybavil.

T: Hmm, dobfe. A pomohlo ti tfeba, kdyz tu frazi dala pani ucitelka do véty nebo kdyz tam
dala ptiklady vét?

R: Noo, zalezi, jak ta véta je, jako jestli je dlouha a tézka, tak ani moc ne.
T: Aha, hmm. U kolika slovicek si jse§ pak jistej tim, jak se piSou a ¢tou?

R: Tyjo, tak to sem si jistej, ze... N&jaky slovicka mi délaji problém, kdyz je to moc dlouhy a

slozity.

T: Hmm. A znal si uz n€ktera slovicka?

R: Jo, znal. Znal sem asi Ctyfi.

T: Hmm. A kolik jich tam bylo pro tebe novych?

T: Jakoze novy?

R: Hmm, jo.

T: Hmm. A kolik téch frazi bys mysli§ dokéazal pouZzit ve v&te?

R: Tyjo... Tak to nevim. Mozna kdyby sem mél vic ¢asu na ptipravu, tak bych to zvladnul,

ale jinak to pro me bylo docela t&ézky.
T: Aha, dobte. A myslis, Ze ti ta aktivita vyhovovala?

R: No, ani moc ne... Vytvofit ty véty pro mé bylo tézky, protoze sem na to m¢l malo casu a

tohle mi moc nejde.

T: Hmm, dobte. Diky.
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Appendix 12 — Modified worksheet with guidelines (Spring holidays)

Group work:

1. Share the sentences with your group

2. Make list of activities which:
- You did during the Spring holidays
- You would like to do during the Spring holidays
- People usually do during the Spring holidays

interesting

\\ City

Museum

Go on a trip [ Visit something }

[ Go abroad

|

Have a
good meal

SPRING
HOLIDAYS

Travel to
Austria

[ Do sports ]
Stay at home /

K -e
Watch TV / / Go skiing

Play PC Read a book

Play games

Get up late Do

snowboarding
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Appendix 13 — Additional speaking activity

Find someone who ...

Name

More information

...went abroad for Spring holidays.

...had a good meal.

...stayed at home.

...got up late during Spring holidays.

...went skiing.

...visited something interesting.

...watched TV.

...read a book.

...went on a trip.

...played games.
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Appendix 14 — Expressions for experiences worksheet and guidelines

Present perfect: questions, ever
f.ex.: Have you ever been to Australia?
Be careful with the third form of the verbs!

Be on plane, play golf, do a ski-jump, sail in a boat, eat a lobster, make a cake,
cook sausage on a campfire, ride a bull, break your arm, be kayaking, see the
Statue of Liberty, play badminton, make pancakes, climb a mountain, singin
talent show

: Present perfect: questions, ever '

[ | “ 1 M’

© OXFORD UNIVERSITY PRESS 2013 « PHOTOCOPIABLE Project Fourth edition 3 Unit5
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Appendix 15 — Observation sheet 3

Activity 3 — Expressions for experiences

YES

NO

Commentary

Does the teacher use various techniques and
strategies of presenting new words?

Learners were provided with
worksheet and projected with
guidelines; translation;
synonyms, example sentences

Is the activity learner-centred and does it take
into account learning style of the pupil?

Worksheet, gestures, teacher
talk — visual, aural, reading,
writing

Does the teacher employ any
accommodations for dyslexic learners?

Explanation of instructions,
writing on board, monitoring,
helping the learners, gestures

Does the teacher focus on pupils and
developing their learning strategies?

XX | X | X

Pair work — social

Does the teacher teach maximum of &-10 new
words in a lesson?

16 collocations; learners may
already know some of them
(play golf, make pancakes,
play badminton)

Does the teacher use example sentence(s) to
illustrate the meaning of a new word?

There was only provided one
example question

Does the teacher employ the synonyms /
antonyms / hyponyms?

Correct — repair, go abroad —
travel to foreign country, cook
sausage, be on plane, break
arm

Are the new words taught in context?

Collocations, phrasal verb,
phrases

Does the teacher focus on all the aspects of
teaching new word (form, meaning, use)?

Written form, pronunciation
(model pronunciation), use in
a question

Is listening and speaking prioritized over
reading and writing?

Writing of questions, then
learners ask them; short
answers

Does the teacher use any didactic aids?

Projector, worksheet, PC

Does the activity reflect multi-sensory
approach?

Worksheet — visual; reading —
visual, listening — aural,
speaking

Does the learner know what to do exactly in
the activity?

They work and cooperate with
the teacher; when they do not
understand the instructions,
they ask

Other comments:
e Learners worked in pairs

“Do you understand?”

e Teacher monitored the pupils A and B — asked whether they understand the words

126




Learner A

Is there an opportunity for discussion with
classmates in the lesson?

Pair work

Does the learner listen to a song in the lesson?

Does the teacher explain new words with
visual support?

The worksheet with
guidelines was projected;
gestures

Does the teacher use gestures?

Does the teacher and/or learner make any
mind maps?

Does the learner use any didactic aids/modern
technologies during the lesson?

He used the list of irregular
verbs, worksheet, pen

Learner B

Does the teacher explain new words with
visual support?

X

The worksheet with
guidelines was projected,
gestures

Does the learner use any didactic aids/modern
technologies during the lesson?

X

He used the worksheet, pen,
dictionary

Does the teacher use gestures?

X

Does the teacher and/or learner make any
mind maps?

Does the learner have an opportunity to

cooperate in pair work/group work?

Pair work
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Appendix 16 - After-activity interview 3 transcript (Learner A)

Rozhovor byl veden hned po aktivité v ceském jazyce s zdkem D. H. (zdk A) a prob¢hl 9. biezna
2022, po observaci v prazdné udebng. Zak souhlasil s nahranim rozhovoru, zpracovanim dat a

naslednym zvetejnénim v této diplomové praci.

Znaky pouzité v transkripci:

e T: tazatel

R: respondent

Noo/Mmm — véhani, pfemysleni nad odpovéedi

... Kratka pauza

e Hmm — souhlas

(smich) — proneseno se smichem

T: Tak, jak bys popsal, to co ste tam méli délat?

R: Mmm... Tak to nevim.

T: Vibec nevis, hmm.

R: Nevim.

T: Hmm. TakZe pfislo ti to snadny nebo t&ézky?

R: Noo, takovy snadny... Naptl né&jak.

T: Naptl? Takze nevis, co si tam m¢l délat, ale nepfislo ti to tézky (smich)?
R: Hmm (smich).

T: Hmm, dobfe. ProtoZe ti pomahal Honza, kdyz ste byli ve dvojicich?
R: Hmm, jo.

T: Honza ti pomahal, hmm. Tak a co ses naucil z tyhle aktivity?

R: Néjaky slovicka.

T: Hmm a dokézal bys néjaky ty slovicka napsat?
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R: Mmm, jo... N¢jaky jo.

T: Hmm, protoze n¢jaky ste tam psali?

R: Jo.

T: A u kolika z nich si jses jistej tim jak se ¢tou?

R: Mmm... Tak asi u poloviny.

T: Dobfte... A pochopil si vyznam téch slovi¢ek co tam byly?

R: Mmm, jo.

T: A co myslis, ze ti k tomu pomohlo?

R: Mmm, nejspis asi ty obrdzky... A taky, Ze sme to d¢€lali s Honzou.
T: Hmm. A jak ses béhem ty aktivity citil?

R: Docela jako... V pohodé.

T: Hmm, dobie a n¢ktery slovicka si znal?

R: Hmm, tak... Patnact asi n¢jako.

T: Hmm, jo. A kolik myslis, Ze bys jich umél pouzit ve vété nebo s jinym slovem?
R: Noo, to nevim.

T: Hmm. Dobfte. A posledni otdzka — vyhovovala ti ta aktivita?

R: Mmm, jo docela jo.

T: Hmm a proc?

R: Noo, ze sme byli ve dvojicich.

T: Hmm, dobfe. Tak to bude vse.
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Appendix 17 - After-activity interview 3 transcript (Learner B)

Rozhovor byl veden hned po aktivit¢ v ¢eském jazyce s zdkem V. M. (zék B) a probéhl 9.
bezna 2022, po observaci v prazdné uéebné. Zak souhlasil s nahranim rozhovoru, zpracovanim

dat a naslednym zvefejnénim v této diplomové praci.

Znaky pouzité v transkripci:

e T: tazatel

R: respondent

Noo/Mmm — véhani, pfemysleni nad odpovéedi

... Kratka pauza

(...) Nedokoncena véta

e Hmm — souhlas

T: Tak pochopil si, co ste tam méli délat v ty aktivité? Jak bys to popsal?

R: Noo, méli sme vytvofit otdzku s tim ,have you ever* a k tomu ptidat néjaky slovicka, co

byli na tabuli.

T: Hmm. Jak ses béhem ty aktivity citil?

R: Noo, jako celkem dobfe.

T: Hmm, takZe ti ta aktivita vyhovovala?

R: Noo, ale tak celkem jako jo.

T: Hmm, super. A byla ta aktivita pro tebe snadnéd nebo obtizna?

R: Noo, tak trochu snadny. Protoze ja uZ sem jako pochopil, jak by to mélo bejt, tak to bylo

snadny.

T: Hmm, takze jak tam byl ten vzorec, kterej se jakoby opakoval?

R: Hmm a kdyZ sem potieboval néco vyhledat, tak sem si vzal slovnik nebo poradil.
T: Hmm a tys byl s Barou, zejo?

R: Hmm, ta mi pomahala.
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T: Hmm, ta ti pomahala. Dobfte, super. A to ti vyhovovalo?
R: Hmm.

T: Jo, super. Takze to ti pfislo fajn. A co ses naucil?

R: Noo... N¢jaky slovicka.

T: Hmm. A pochopil si jejich vyznam?

R: Jo.

T: Hmm, super. A co ti k tomu pomohlo? J& sem vid¢la, ze si m¢l slovnik, kolik slovicek sis

vyhledaval?

R: Asi jenom dv¢ a kdyztak jsem se poradil u Bary.

T: Hmm, super, takze Bara ti poradila. A znal si néktery slovicka?

R: Jo, znal sem asi Ctyfi.

T: Hmm, Ctyfi si znal.

R: Znal sem lod’, letadlo, golf a jesté Australie.

T: Hmm a jesté kolik jich tam pro tebe bylo novych? Zhruba, odhadem.
T: Jako Ze novy?

R: No, novy.

T: Hmm a u kolika z t€ch novych si jses jistej tim, jak se piSou a ¢tou?
R: Noo... Asi tak u tfi.

T: Hmm, jo. A dokdzal bys je pak pouzit ve véte nebo s jinym slovem?
R: Jo, to asi jo, mozna...

T: Hmm, dobfe. Tak jo, diky.
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Appendix 18 — Expressions for experiences: activity previews

Quizlet Home Explanations Yourlbrary v Create Vv Free trial Q Study sets, textbooks, ...

) [[ype what you hear

Click here to start audio
autoplay

PROGRESS

THIS ROUND

FOptions
Quiz|e| Home Explanations  Your library Create Free trial Q Study sets, textbooks, ... e
ride a bull

make a cake

break your arm

eat a lobster
i

be kayaking

sailin a boat

Quizlet Home Explanations Yourlibrary v | Create W BN  Q Study sets, textbooks, . 9

< Back

[5) :
Yy Gravity

https://quizlet.com/679520687/expressions-for-experiences-flash-cards/
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Appendix 19 — Working with verbs (flashcards and worksheet)

to be byt

to do délat

to have mit

to get dostat, ziskat
to give dat, vénovat
to learn ucit se

to read Cist

to run béhat
toswim | plavat

to take vzit, brat

to write | psat
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16th, March

Tasks for today’s activity — working with vocabulary (verbs — slovesa)

Group work

1. You have pieces of cut verbs. Match the verbs in English with the verbs in Czech.
Cooperate.

2. Choose TWO of the verbs. Then try to make questions using these verbs. You can use
present, past, or future tense. Cooperate.

Write the questions into your notebook. Give the questions each other. Write down
your partner’s answers.

f.ex.: the verb — to be
Are you happy today? Yes, | am. / No, | am not. PRESENT
Were you at home yesterday? Yes, | was. / No, | wasn't. PAST
Have you been to London? Yes, | have. / No, | haven't. PRESENT PERFECT

Will you be at school tomorrow? Yes, | will. / No, | will not. FUTURE

f.ex.: the verb — to read

Do you like reading books? Yes, | do. / No, | don’t.

PRESENT
Were you reading the book during last year? Yes, | was. / No, | wasn't.
PAST
Have you finished the book for Czech lesson? Yes, | have. / No, | haven't.
PRESENT PERFECT
Will you read a book in summer? Yes, | will. / No, | won't.
FUTURE
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Appendix 20 — Observation sheet 4

Activity 4 — working with the verbs YES | NO Commentary

Learners were provided with
worksheet; hangman
(‘verbs’); translation

Does the teacher use various techniques and
strategies of presenting new words?

Worksheet, gestures, teacher
talk — visual, aural, reading,
writing

Is the activity learner-centred and does it take
into account learning style of the pupil?

Explanation and translation of
instructions, writing on board,
monitoring, helping the
learners, gestures

Does the teacher employ any
accommodations for dyslexic learners?

Does the teacher focus on pupils and

developing their learning strategies? Group work — social

11 verbs; learners may
already know some of them
(play, run, have, etc.)

Does the teacher teach maximum of 8-10 new
words in a lesson?

Does the teacher use example sentence(s) to
illustrate the meaning of a new word?

Example questions were
provided in the worksheet

X| X XX |X X

Does the teacher employ the synonyms / X
antonyms / hyponyms?

Learners create questions

Are the new words taught in context? . .
using the verbs given

X

Written form, meaning,
pronunciation (model
pronunciation), use in a
question

Does the teacher focus on all the aspects of
teaching new word (form, meaning, use)?

X

Writing of questions, then
learners ask them; short
answers, reading + matching

Is listening and speaking prioritized over X
reading and writing?

Worksheet with instructions,

Does the teacher use any didactic aids? X whiteboard, flashcards with
verbs
Worksheet — visual; reading —
Does the activity reflect multi-sensory X visual, listening — aural,
approach? speaking, matching flashcards
— kinaesthetic
They cooperate with
Does the learner know what to do exactly in X classmates; they ask the
the activity? teacher when they do not

understand something

Other comments:
e Learners worked in groups (the groups were randomly created)
e Teacher monitored the pupils A and B — asked whether they understand the words
“Do you know what to do?”
e Explanation and translation of the instructions to both the tasks
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Learner A

Is there an opportunity for discussion with
classmates in the lesson?

Group work (Questions and
short answers ‘Will you
swim? — Yes, [ will.”)

Does the learner listen to a song in the lesson?

Does the teacher explain new words with

visual support?

Whiteboard, gestures,
worksheet, flashcards

Does the teacher use gestures?

2" task’ — using the fingers

Does the teacher and/or learner make any

mind maps?

Does the learner use any didactic aids/modern

technologies during the lesson?

Worksheet, flashcards, pen,
notebook

Learner B

Does the teacher explain new words with

visual support?

X

Whiteboard, worksheet,
flashcards, gestures

Does the learner use any didactic aids/modern

technologies during the lesson?

X

Worksheet, flashcards, pen,
notebook

Does the teacher use gestures?

2" task’ — using the fingers

Does the teacher and/or learner make any

mind maps?

Does the learner have an opportunity to

cooperate in pair work/group work?

Group work
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Appendix 21 — After-activity interview 4 transcript (Learner A)

Rozhovor byl veden hned po aktivité¢ v ¢eském jazyce s zdkem D. H. (zdk A) a prob¢hl 16.
bezna 2022, po observaci v prazdné uéebné. Zak souhlasil s nahranim rozhovoru, zpracovanim

dat a naslednym zvefejnénim v této diplomové praci.

Znaky pouzité v transkripci:

e T: tazatel

R: respondent

Noo/Mmm — véhani, pfemysleni nad odpovéedi

... Kratka pauza

(...) Nedokoncena véta
e Hmm — souhlas

Ehmm — nesouhlas

T: Tak mmm... Pochopil si co si mél v tyhle aktivit¢ délat?
R: Noo, jo trochu jo.

T: Hmm, v obou cvi¢enich?

R: Hmm.

T: Hmm, dobfte. A jak bys teda popsal co ste tam méli délat?
R: No ve skupiné sme se méli ptat na otazky.

T: Hmm a v ty prvni?

R: Mmm, tam sem si mé&l jako... Sefadit slovicka a... Jako jak sou... Jak se... Nebo jak se

menujou prosté jako (...)
T: Jak se ptelozej?
R: Pieloze;.

T: Ptelozej, hmm... Ty slovic¢ka v angli¢tiné. Hmm a jak ses citil béhem ty aktivity? Bylo to

pro tebe v pohod¢?
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R: Jo celkem jo.

T: A bavilo té to?

R: Jo bavilo.

T: Jo? Dobie... A naucil ses n¢jaky novy slovicka?

R: Mmm... Ehmm, ani ne, m¢ tydlety ptijdou jako... UZ to to... Okoukany.
T: Takze uz je znasty slovesa?

R: Hmm.

T: Hmm a v ty druhy aktivité nebyly tfeba Zadny novy?

R: Ehmm, ne ne.

T: Dobte, hmm. Fajn, potom u kolika z téchhle sloves si jses jistej tim, jak se piSou?
R: Mmm... Jo jsem si jistej jak se piSou jo, trochu...

T: U vSech?

R: Hmm, jo.

T: Hmm, dobfe, takze zadny by ti nedélalo problém napsat?

R: Hmm.

T: Dobie a co vyslovnost? Jak se vyslovujou? Délalo by ti né€jaky problém?
R: Mmm... Ani ne.

T: Hmm. A potom... Véd¢l bys... Nebo... Jak moc si jses jitej tim, Ze bys je dokéazal pouzit

ve vete nebo s dalSima slovama?

R: Mmm... Jak jako ve vété? Nebo...

T: Tteba ze bys tekl ,I will give you a present.

R: Joo to jo, to bych zvladnul.

T: To bys zvladnul, hmm dobfe. A vyhovovala ti ta aktivita?

R: Jo vyhovovala.

T: A... Dobfte, takze ti vyhovovala, bavila t€¢ a Zadny novy slovicka tam nebyly, hmm.
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R: Hmm jo.

T: Dobfe, tak jo, tak to je vSe.
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Appendix 22 — After-activity interview 4 transcript (Learner B)

Rozhovor byl veden hned po aktivité v ¢eském jazyce s zdkem V. M. (zédk B) a probé&hl 16.
bezna 2022, po observaci v prazdné uéebné. Zak souhlasil s nahranim rozhovoru, zpracovanim

dat a naslednym zvefejnénim v této diplomové praci.

Znaky pouzité v transkripci:

e T: tazatel

R: respondent

e Noo/Mmm — vahani, pfemysleni nad odpovéedi
e ... Kratka pauza

e (...) Nedokoncena véta

e Hmm — souhlas

e Ehmm — nesouhlas

e (smich) — proneseno se smichem

T: Tak jo... Pochopil si zadani tyhle aktivity? Vedél si co ste méli délat?

R: Mmm, tak naptl. M¢li sme délat to, Ze mmm... Sme méli spojit ty slovesa (...)
T: Hmm a s ¢im?

R: No jako s ¢eskym.

T: Hmm cCesky a anglicky, hmm. A v ty druhy?

R: Mmm tam sme zase m¢li... Mmm, otdzky jako vytvofit.

T: Hmm a jaky otazky vytvoftit?

R: Noo z t&ch sloves.

T: Hmm, jo, pfesn¢ tak, s t¢éma slovesama. Super, takZe si to pochopil?

R: Noo tak trochu.

T: Jo jo a co ti k tomu pomohlo abys to pochopil?
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R: Mmm mé k tomu pomohlo, Ze sem se kouknul na tohle (ukazal na pracovni list a

prikladové véty) a (...)

T: A ty priklady téch otazek?

R: Noo ty ptiklady a pak uz sem jako véd¢l, tak jak by to mélo bejt.

T: A tieba ze ste to d€lali ve skuping?

R: Hmm.

T: Hmm taky? Jo... A jak ses béhem ty aktivity teda citil?

R: Noo docela v pohodé.

T: Jo? Hmm. Tak... A naucil ses néco novyho? N¢jaky novy slovicka?
R: Mmm... Treba to ,future.

T: ,Future?* Hmm. Jo takze to ses naucil.

R: Hmm, budoucnost.

T: Hmm, super. A z téch sloves? Bylo tam pro tebe néjaky novy?

R: Ehmm, ne.

T: Hmm, nebylo. TakZe a u toho ,future* si pochopil vyznam... A co ti k tomu pomohlo?

R: Mmm, m¢ k tomu pomohlo to, Ze... No ja uz jsem na to ¢astéji narazel... No ja chodim 1

na krouzek anglictiny, takZe (...)

T: Jo takhle, takZe mas jesté néco navic, dobfe. Potom... U kolika z téch sloves jses si jiste]

tim, jak se piSou?

R: No... Jak jako... Nechapu.

T: Jak moc si jses jistej tim, jak se piSou? Ted’ kdybych je schovala, umél by si je napsat?
R: Joo... Tak trochu, noo.

T: A kdyz se koukne§, mohl bys mi fict, ktery by ti tfeba délali problém napsat? Ktery se ti

tieba pletou?
R: Mmm... ,to run‘ tieba.

T: To se ti plete?

141



R: Mmm, misto ,u‘ napisSu ,a.

T: Jo, hmm. Takze piSe$ podle vyslovnosti.

R: Hmm.

T: A jesté néjaky?

R: Mmm... To ani... To uz ani ne, ehmm.

T: Jo, ostatni ti uz nedé¢laj problém. Dobfie a védél bys u vSech jak se vyslovujou?
R: Jako jak je mam fict, kdyz je vidim?

T: Ano, hmm.

R: Jo.

T: Hmm a dokazal bys je pouzit ve véte ty slovesa?

R: Mmm, jo, ale to bych musel védét, jak by to jako mélo bejt.
T: Hmm... A byla pro tebe ta aktivita snadna nebo obtizna?
R: Mmm tak naptl.

T: Naptl a ¢im, ze to, ze napul?

R: Mmm tim, Ze sem tak trochu nevéd¢l, protoze na zacatku, tak sem viibec neveédél, co tam,

co to... Ale pak uz sem jako zjistil (...)

T: Jo, jak ste to méli ve skupiné, tak ste to probrali.
R: Hmm jo.

T: Hmm, dobfe. A vyhovovala ti?

R: Jo, docela jo.

T: A bavilo té to?

R: Noo... Ale jo... Tak trochu jo (smich).

T: Trochu jo (smich). Dobte. Tak jo.
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Appendix 23 — Instructions and model story for the role-play pantomime

Working with verbs

15t task:

e Match the verbs in English to the Czech verbs

2" task:

e Choose 4 verbs from the cards (e.g., to have, to do, to take, to read)

e Think of 4 verbs that are not in the cards

e Create a story using the 8 chosen verbs
e Mime the story

e Your classmates/other groups guess the verbs

Model story:

| got up in the morning. | brushed my teeth and then | had breakfast.
Then, | went to my bedroom. | did my homework and after that | took

the book and | started to read.
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Appendix 24 — Visual representation of the met criteria

learner-centred

learner-centred,

learner-centred,

Criterion Waste .and Spring holidays Expressolons for | Working with
pollution experiences verbs
Multi-sensory, | Multi-sensory, | Multi-sensory, Cooperative

learning, multi-

use)

Use —

Use — sentences

Use — questions

.. approach communicative | communicative | sensory, learner-
1) Eclecticism,
. approach approach, centred approach
learning styles .
cooperative
learning

VAR VARK VAR VARK
2) Learning Cognitive, None Social Social
strategies meta-cognitive
3) Receptive / Receptive and | Receptive and Receptive and Receptive and
productive productive productive productive productive
knowledge of
vocabulary,
development in | Collocations Sentences Questions Questions
context

Meaning — Meaning Meaning — Meaning —
4) Development | explained, (explained, explained, explained,
of all aspects of | translated translated) translated translated
a word Form — Form (written, Form — written, | Form — written,
(meaning, form, | written, spoken | spoken) spoken spoken

Use — questions

sentences

11 words and 8 | 6 phrases 16 collocations / | 11 verbs (learner
5) 8-10 new .

collocations phrases may have known
words

some
6) Prioritize Reg@ing and List@ning, Regfling and Regfling a.nd' '
S writing reading, and writing writing prioritised
listening and N . .S
. prioritised speaking prioritised
speaking o
prioritised

7) Didactic aids, | Projector, Projector, Projector, Whiteboard,
pantomime / whiteboard, whiteboard, whiteboard, worksheet,
gestures, worksheet, worksheet, worksheet, flashcards,
rhythm, songs computer, computer, computer, gestures
with movement | gestures gestures gestures

8) Sans serif
font,
size 12pt or

Calibri sans
serif font, 12pt
size

Calibri sans serif
font, 12pt size

Calibri sans serif
font, 12pt/14pt
size

Calibri sans serif
font, 36pt/12pt
size

larger
‘Rubbish’ and | Phrases repeated | 8 phrases / Multiple
9) Multiple ‘mountain several times collocations exposures
exposures climbers’ repeated twice
appeared twice
. Teacher made | Teacher made Teacher made Teacher made
10) Making sure
the pupils sure that sure that sure that sure that learners
learners know | learners know learners know know what to do,
understand
what to do what to do
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Providing Not enough Enough time what to do, translated
enough time time monitoring instructions
Enough time Enough time
S Waste and Spring Expressions Working with
Criterion . . for
pollution holidays . verbs
experiences

1) Eclecticism and
learning styles

2) Learning strategies

v
X

3) Receptive and
productive knowledge
of vocabulary,
development in context

4) Development of all
aspects of a word
(meaning, form, use)

5) 8-10 new words in a
lesson

6) Prioritize listening
and speaking

7) Didactic aids,
pantomime/gestures,
rhythm, songs with
movement

8) Sans serif font,
size 12pt or larger

9) Multiple exposures

10) Making sure the
pupils understand
Providing enough time

XAXSX SX X< S KNS

A NANEEN AN N NEERN

AKX X XS S KX

SANAXS XIS S NS
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