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Abstract

This thesis is devoted to teaching and learningisimgocabulary. Attention
is focused on secondary school pupils and theiivididal learning styles. The
theoretical part describes all the factors of votaty teaching; presentation,
practice, testing. The part also provides the amlpf the individual learning
styles with the accent on visual, auditory, kineest and tactile type of learning.
Moreover, the matter of differentiation inside tblassroom is discussed in this
part. The outcome of the theoretical part is cidaiathe action research. Thus, the
practical part describes the research procedur@atodmes. The research focuses
on determination of the pupils learning styles amddifferent approaches and
techniques for reinforcement and retrieval of vadaty items. The main aim of
the research is to decide on the basis of the chir@aentioned criteria which
techniques for presentation, practice and testmgpbulary are suitable for each

learning style.

Key words: vocabulary, presentation techniques, visual tegles, verbal
techniques, translation, a dictionary use, peechieg, guessing from context,
elicitation, memory, practising vocabulary, testvgrabulary, individual learning

styles, visual, auditory, kinaesthetic, tactildfedentiation, questionnaire.



Abstrakt

Tato diplomova prace se muje vyuce a weni se anglické slovni zasoby.
Pozornost je zamena na aky druhého stupnzakladni Skoly a na jejich
individualni styly ueni. Teoreticka ast popisuje vSechny oblasti slovni zasoby,
oblast prezentace, procevani, zkouSeni a testovani. Tato prace dadeligpada
analyzu typologie individualnich stylobzvlast pak vizualniho stylu, auditivniho
stylu, kinestetického a taktilniho stylu. Teoreéclast je uzavena problematikou
diferenciace uvnitt idy. Vystupem teoretickéasti jsou kriteria pro nésledujici
ak ni vyzkum. Prakticka ast tudi popisuje postup a vysledky vyzkumu. Ak
vyzkum této prace je zanen na zjistni individualnich styl u eni danych ak a
na vyuku pro zapamatovani a udr eni slovni zasélgak hlavnim cilem tohoto
vyzkumu je na z&kladzjist nych individuélnich styl ak optimalizovat procesy

vyuky slovni zasoby.

Kli ové slova slovni zdsoba, prezentace slovni zasoby, vizaédtiniky, verbalni
techniky, peklad, pou iti slovniku, ueni s vrstevniky, hadani z kontextu, elicitace,
osvojovani slovni zasoby, procevani slovni zasoby, testovani slovni zasoby,
individualni styly ueni, vizualni, auditivni, kinesteticky, taktilnijferenciace,

dotaznik.
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1. INTRODUCTION

"The more languages you know, the more of a mamargu

A widely spoken proverb advises the society to eot@ate on the necessity of
communication not only in the mother tongue, babah other languages. According to
the National Framework for Language Teachtngll European citizens should reach
the communicative competence in a mother tongueimrahother two languages in
order to understand and tolerate cultural diffeesnand beliefs beyond their national
frontiers. The language domain is further emphdsigighin theFramework Education
Programme for Elementary/Lower Secondary Educati@termining that all secondary
learners are to be educated in the English langaagein another foreign language
offered by individual schools. Consequently, thee€rschools are reacting to current
changes in the educational policy by implementirgy rstrategies into the language
teaching covered in tiféchool Education Programm@dSMT 2006, 1).

At all events, the communicative power of vocabylseems to be recognised by
teachers of foreign languages as an important avba&ch appears to be the least
systematised and the least well catered for ofthal aspects of learning a foreign
language. It is undoubtedly the area where teack&perience is necessary. As a result
of this, the purpose of the thesiBgaching Vocabulary to Learners with Different
Learning Stylesis to look closely at the matter of teaching \mdary in a classroom in
order to meet learners” individual differences,eesly individual learning styles of
the particular pupils. The paper is organised im0 main parts: a theoretical and a
practical part. However, before looking at the #jieprocedures and techniques used
in the research of the practical part, the mattaoocabulary teaching, different learning

styles, and finally differentiation are to be irduzed first.

Following the introduction, the second chapterha theoretical part stresses the
importance of vocabulary teaching; suggests ansepte some presentation techniques
suitable for pupils at lower secondary school; slealth questions concerning the
process, storage and production of words; andlyirfatuses on vocabulary practice
and testing in a classroom. The chapter deals thithoptimal ways of vocabulary

! All quotations from the Czech sources were traedlay the author.



teaching that can be integrated into English lessdma lower secondary school.

The individual learning styles and strategies usdtie third chapter represent one
of the many learners” individual differences the¢ aharacteristic for heterogeneous
classes. The learners” uniqueness is presentedgthrithie individual learning styles
based on three main sensory modes — Vision, Auyglitord Kinaesthetic. The learning
styles of the presented VAK model are crucial for practical part of the thesis. Each
style is presented with learning strategies usedhbyparticular type of learners, and
with possible teaching strategies for teachergdeioto integrate the learning style into
the teaching-learning process. Therefore, the athergorisation of learning styles is
introduced marginally, in tandem with the relatibipsbetween the learning styles and

other subjective aspects of a learner's personality

The fourth chapter of the theoretical part finallyals with differentiations within
a heterogeneous classroom that supports the optaraing environment. The aim of
this part is to present possible techniques fdedihtiated learning within the English
lessons used for developing classroom practicéd@reffective planning of lessons of a

foreign language in a lower secondary school.

In the practical part, the aim of the research dsinvestigate the learners’
experience with the teaching-learning vocabulargcpss, and to determine their
different learning styles. Moreover, the plan iditml optimal techniques for presenting
vocabulary, and activities for practicing and tegtvocabulary items in order to meet
the learning styles. In this part of the thesig tesearch time plan and research
methodology is introduced as well as backgroundrimftion. The final conclusion
deals with the whole project and its outcomes suns@é on the basis of the theory.



|. Theoretical Part

2. TEACHING VOCABULARY

2.1. The importance of vocabulary

No matter how well the language learner studiesngrar, no matter how
successfully the sounds of the language are mdsterthout words to express a wide
range of meanings, communication in a foreign laggujust cannot happen in any
meaningful way. Words are the tools we use to thiolexpress ideas and feelings, and
to learn about the world around us. Experiencedhia of English as a foreign
languageknow well how important vocabulary is and so studenust learn thousands
of the words the speakers and writers of English. donsequently, most learners
identify the acquisition of vocabulary as their afest single source of problems.
Nevertheless, the linguist David Wilkins sums ug itlhportance of vocabulary learning
in the following citation: "Without grammar veryttle can be conveyed, without
vocabulary nothing can be conveyed." (Wilkins 19i&ed in Thornbury 2002, 13) In a
practical guidebook for English Language Teachdis) Scrivener considers the
vocabulary role in the classroom of the seconduagg in five initial conclusions:

- Vocabulary is very important and needs to be dedlt systematically in its own
right; it is not simply an add-on to grammar orlskdessons.

- Our job does not finish as soon as a learner hstsnfiet some new vocabulary;
we need to help them practise, learn, store, racalluse the items.

- Training in the use of English-English dictionar@g®vides learners with a vital
tool for self-study.

- We need to distinguish between vocabulary for "pobde” use and for

"receptive"” recognition and adapt our classroomkvampropriately.

- We need to deal not only with single word lexid&ims, but also with longer,

multiword items. (Scrivener 1994, 75)

In other words, the knowledge of vocabulary is @lcfor meaningful
communication between a sender and a receiverdardo be successful. Therefore,
this subskill deserves remarkable attention andulshbe taught systematically and

appropriately in the classroom in order to improgenmunicative skills of the learners.



2.2. Presenting vocabulary in the classroom

The importance of vocabulary uncovers the mattgrresenting the meaning of
new vocabulary in a language classroom. "By pregem we mean those pre-planned
lesson stages in which learners are taught pretselesocabulary items." (Thornbury
2002, 75) This chapter explores various technigioeseffective and appropriate

vocabulary items presentation.

2.2.1. Pre-teaching

Even though the value of pre-teaching is debatdi&arthy suggests that the
practical need of some sort of preparation foritib@duction of new words in a lesson
is a good idea. The need corresponds to the negessais and formalisation of the
content of the lesson, and also to when the knayded assimilated to the already
known vocabulary of the learners, and when the @pate conceptual framework or
schemata are activated in the mind of the learrésrefore, it is important for the
teacher to activate existing knowledge to make eheounter with new words more
meaningful (McCarthy 1990, 108).

A lack of knowledge of a new-word meaning may limaittext-based activity
objective. Thornbury claims that in textbooks te&titbased activities often integrate
unfamiliar vocabulary, which might become an obdian for learners to understand
and meet the objectives of the whole activity. Phe-teaching of the unfamiliar words
at this preparatory stage is to support the leaframrccess in the text-based task aimed
at receptive or productive skills. However, it ecommended that not all unfamiliar
words need to be pre-taught and it is the teachlkq decides upon the keywords
essential for learners” vocabulary understandifgpiibury 2002, 40). Jim Scrivener
also supports the idea that a great deal of voeapualppears in the text-based or tape-
based tasks. Pre-teaching of vocabulary before mgowa the text or the tape helps to
ensure that the objective of following activity e achieved successfully (Scrivener
1994, 80).

Moreover, Scott Thornbury introduces the principtdsthe schema-activation
technique for pre-teaching new lexical items. Ts$timightforward technique relies on
asking a series of questions on the particularestitop order to evoke in the learner the



vital feeling of "need" for a word to fit a meanitigat has been activated in the mind.
This technique contributes to providing the essénticabulary for learners within their
class, and it also helps the teacher to discovgss ga the learners' knowledge.
Nevertheless, any direct pre-teaching of words khanly be to help students
understand the text; the target words for whichtéx¢ is presented, should not be pre-
taught (Thornbury 2002, 109).

When deciding on the pre-teaching technique of \a-werd meaning in tasks
based on a text or a tape, the choice of the kegswoeeds to be considered in order to
activate the meaningful learning. Moreover, thenteégue provides the diagnostic role
in the learners” vocabulary knowledge on the paldictask.

2.2.2. Form or meaning

Firstly, presenting vocabulary means presentingrieaning of new vocabulary as
well as the form, and showing how words are usetbimext. Despite the meaning of a
word, the wordassociation, grammaticaharacteristics and pronunciation need to be
considered. What is more, Thornbury points thatftimm does not reflect its meaning
and a dictionary meaning is insufficient. Therefoee knowledge of the word
collocations, connotations, register and cultut@@ckground is also necessary
(Thornbury 2002, 15). Moreover, Scrivener presuthas the meaning of lexical items
may be influenced by the different cultural backgrd and therefore, the translation
cannot be exact. Consequently, three ways need tofisidered in order to analyse the
meaning effectively. To consider the componentsnefining, meaning in context and

finally relations between words (Scrivener 1994.773.

In conclusion, starting with a set of meanings #reh proceeding to actual forms
is not the only valid way of presenting vocabuldriiese aspects of a word should be
presented in close conjunction and the other clenatics need to be described

internally within the system of language.

2.2.3. Stimuli for presenting the meaning of a neword

The meaning of a new lexical item can be introduceléarners in varied ways in
which the meaning is formally conveyed in a nortealching situation. Generally, the

teaching aids are used to explain language meamdgconstructions, engage learners



in a topic, or are used as the basis of a wholgigctThis chapter introduces the most
common techniques used for conveying the meaninglassrooms. According to
Gairns and Redman the means of presentation ofvoembulary items may be divided
into "traditional approaches and techniques” amal 'Istudent-centred learning” (Gairns
and Redman 1986, 73).

2.2.3.1. Traditional approaches and techniques
Gairns and Redman explain that traditional appres@nd techniques used in the

presentation of new vocabulary items convey theniteeaning in a more teacher-
centred approach and so they are chosen by thieete@@airns and Redman 1986, 73).
The presentation of new vocabulary can be genectdlsified according to verbal and
visual techniques.

Visual techniques

In the first place, successful vocabulary learnggaturally provided outside the
school environment where everything is named bywbsd. That condition should be
created in the second-language classrooms. Teassuch as visual aids support the
condition and are available in many forms eithéustrating or demonstrating the
meaning of new words. Although their usage is igsi to hearing and seeing the
word, the visual aids should be used whenever ples$or the purpose of teaching

concrete items.
Realia

Objects themselves present the real meaning ofrd. Wiarmer presumes that using real
objects for vocabulary teaching "provide a goodtstg-point for a variety of language
work and communication activities." (Harmer 200401 Nevertheless, the limits are in
the size and quantity of the objects. Despite theserestrictions, the value of using

realia in classrooms is to make the learning egpea more memorable for the learner.

Pictures and images

When real objects cannot be brought into a classrquctures for vocabulary teaching
of different sources can be applied. Accordingdredty Harmer these sources include
pictures or graphics to promote a word meaning is@dopn of learners. Either drawn,

illustrated, taken from books, newspapers and magszor photographs can be in the



form of flashcards, large wall posters, picturedsaetc. (Harmer 2001, 134) Thornbury
adds that they usually save time for preparatianesthey can be stored and used many
times (Thornbury 2002, 79). However, McCarthy psitihat not all words can be
presented by the technique and the pictures maysdmetimes misleading and
ambiguous (McCarthy 1990, 115).

Mimes and gestures

Despite the material techniques, a range of gestamd facial expressions can be taught
easily and can be employed on the spot in ordemaaimize learner talking time.
Mimes, actions and gestures can be used espefoallgxplaining actions, states and
times. Besides demonstrating actions, Allen alsggests using mimes for teaching
many adverbs (Allen 1983, 37-38). Neverthelessn éd@&mer remarks "gestures do not
necessarily have universal meanings and what rsiggnn acceptable in one situation or

place will not be appropriate in another." (Harr2@01, 65)

To sum up, through pictures, gestures or real tbjdee meaning of concrete
items may be presented sufficiently. However, a dveannot be possibly fully
explained in relations with other words, as theuaisgeaching tools are quite limited.
Thus, where visual stimuli are insufficient in pra8ng the vocabulary meaning, verbal

techniques may support the full explanation instead

\Verbal techniques

Concerning verbal explanations Thornbury highligtits need of words as they
appear incidentally in classrooms. In most casss;hters do not have visual aids or
realia at hand at the exact moment. The alterrativevisual stimuli are various verbal
explanations of new lexical items (Thornbury 20@2). According to Gairns and
Redman verbal techniques are useful to explain nabistract concepts and include
illustrative situations, synonymy and definitiompnérasts and opposites, scales and
examples (Gairns and Redman 1986, 74-75). How&giyener comments on a new-
word meaning explanation. When presenting new waeap verbally, it is important to
support meaning by:

- Avoiding language more complex than the word beixglained;
- Focusing on the most important usages;
- Using examples;



- Using the teacher's and student's own knowledgdesithgs to focus on what is
to be understood by the word. (Scrivener 1994, 76)

lllustrative situations

According to Thornbury "a situational presentatiovolves providing a scenario which
clearly contextualises the target word (or word§)lornbury 2002, 81) A meaning of a
new word is often illustrated either in contextiora situation in order to check the
learners” comprehension. Either oral or writtensprgation is helpful for abstract
vocabulary items (Gairn and Redman 1986, 74). Tdioguided discovery of a new-
word meaning Scrivener briefly describes the situatl presentation: "the teacher
creates a board situation, clarifies a specific mrmgp and then elicits appropriate
sentences from the students or models them bylfibnseself."(Scrivener 1994, 130)

Example sentences

The value of seeing or hearing a new word in aes®® is considerable. The example
sentences present the key word instantly in cortxtrary to the illustrative situations.
A teacher provides learners with as many exampgesiexessary so as to elicit a
translation of the target word, or a synonym orirdebn. According to Thornbury the
approach possesses several advantages. Firstlgatimers hearing the word repeatedly
increase the likelihood of retention in memory. @elly, a variety of typical contexts
provide a range of the word's usage and its cdilmes Finally, with contextual
examples learners learn about the word's gramrman &nd pronunciation. The only
disadvantage is that it usually takes some timerEpare the example sentences
(Thornbury 2002, 82). Furthermore, Allen, for exaeppstates that only the most
experienced teachers may immediately offer an ueebep example within the lesson
(Allen 1983, 49).

Definitions and semantic features

When presenting new vocabulary in the form of anibn, it is the teacher's role to

provide an appropriate definition or synonym toadq@s of other language (Allen 1983,
46). In comparison with the example sentences, iowed in the previous paragraph,
where words are explained in context, the vocalutaganing in an explanation in the
form of definition is presented in a layered ddfon. Thornbury shows the approach of



the layered definition as a definition segmented several short sentences with the key
word included in each of the sentences. The adgargathis approach is the repetition
of the target word in contextual sentences (Thawml2002, 83). Nevertheless, Gairns
and Redman state that it is inadequate to limitetk@anation into a form of definition;
however, clear contextualised examples are gegerajuired (Gairns and Redman
1986, 74).

Gairns and Redman, furthermore, refer to the ndddnguage appropriateness
when using synonymy with low level learners (Gairasd Redman 1986, 74).
Synonymies have a useful defining function and thierefore convenient teaching
resources. As with synonymy, contrasts and opposieed to be illustrated in the
context which is true (Gairns and Redman 1986, Fhally, Gairns and Redman
explore the matter of scales and examples of the. t€ontrary to scales, the meaning
of type examples may be presented with usual aicles may be explained through
two contrasting or related gradable items (Gaimd Redman 1986, 75). According to
Scrivener, the relationship between words is bettdre presented in a group of words
so that to be more memorable for learners; thesethagrams, scales or trees can
provide a useful visual tool for vocabulary compmesion (Scrivener 1994, 79).

To sum up, verbal techniques generally supporinkyat vocabulary acquisition
and improve their listening and reading skills. Blver, illustrative situations, example
sentences, synonymy and definition, contrasts qmbsites, scales and examples are
useful to present and explain more abstract coscept

Translation

Translation can be a very effective and economicay of conveying meaning,
instead of losing valuable time on unsuccessfulagiions in English. The traditional
technique of translation has been the most commepn af presenting the meaning in
monolingual classes. As with every technique, ttendlating technique has both
advantages and disadvantages (Thornbury 2002, 77).

Generally, words often occur incidentally duringeason and this technique is
always available to teachers (Thornbury 2002, Afhough translations provide
learners with immediate meaning, it is not necdlgsardisadvantage if compared to
providing definitions or synonyms, since the lattprocedures may have the

disadvantage of, for example, conveying inexactmmgs (Gairns and Redman 1986,



75-76). However, McCarthy further explains thatoai®t every word has its precise
parallel translation in the mother tongue (McCarti®@0, 86). Even though translation
might be one way around the problem of explainirificdlt concepts, a suitable
mother-tongue equivalent is not always availabled dengthy mother-tongue
explanations to clarify a concept then follow (Gairand Redman 1986, 17).
Consequently, that is why such vocabulary items reayain partly-comprehended. The
valuable input of the second language through #r®al techniques presented above
means that learners develop an independent seaagddge lexicon. An over-reliance
on translation may mean failure in the languageraw@ment; moreover words become
less memorable, as learners do not actively ppatei on eliciting the meaning
(Thornbury 2002, 77).

In other words, teachers should be aware of therealnoentioned positives and
negatives and use translation technique sensiblpa agy of presenting meaning.
However, using other verbal techniques insteadrafstation way, learners of the
second language are exposed to a lot more Endilesh gimply the target vocabulary

items.

In conclusion, the varied traditional techniquesl approaches of presenting a
new vocabulary to learners in classrooms may bensanmsed with the following box

displayed in the book Course in Language Teachibyg Penny Ur;

BOX 5.1: WAYS OF PRESENTING THE MEANING OF NEW ITEMS

— concise definition (as in a dictionary; often a superordinate with gualifications: for
example, a cat is an animal which.. .}

- detailed description {of appearance, gualities...)

— examples {hyponyms)

— illustration {picture, chject)

- demonstration (acting, mime)

— context (story or sentence in which the item occurs)

— synonyms

— opposite(s) (antonyms)

— translation

- associated ideas, collocations

© Cambridge University Press 1996

(Ur 1991, 63)
A number of techniques can be adopted by teacbepsesent new vocabulary items.

Some techniques are more popular and more oftehths@ others. However, teachers
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select which techniques he or she decides to usalways the effectiveness of teaching
should be considered.

2.2.3.2. Student-centred learning
Concerning the traditional approaches and techsigeachers are responsible for

the selection of items conveying the meaning otimknown vocabulary item. Most of
the techniques tend to be associated with a ma@hés-centred approach. However,
the student-centred learning includes such teclesiquvhich develop learners'
autonomy and responsibility for the language leayniAccording to Gairns and
Redman, the recent importance of equipping learwdis the necessary strategies for
dealing with skills involve the following vocabuialearning techniques; peer teaching,
a dictionary use and contextual guesswork (GaingsRedman 1986, 77).

Peer teaching

In the first place, peer teaching involves learnevho are equal, in learning and
teaching together so that both may be helped in tinelerstanding. Harmer agrees with
when we finally overcome the initial nervousnessl avork with peers the resulting
collaboration helps each participant to developaimguage acquisition (Harmer 2001,
349). According to Thornbury, peer teaching repmesean alternative to teacher
presentation, when learners teach each other vtagb(rhornbury 2002, 89). As
Gairns and Redman comment, when a learner encsuaitetnknown vocabulary the
meaning may be explained by another learner; honv@vesufficiently clear context. In
addition, learners should master some useful egjmes and phrases in order to elicit
the target items (Gairns and Redman 1986, 77)order to maximise the usefulness,
learners may be taught the following exampW#at's this called in English? ... What's
the opposite of ... It's a thing you use for !s thade of ... It looks like ... It's where
you ... It's when you ... What's the thing youfase.. (Gairns and Redman 1986, 77-79).
Thornbury concludes that the peer teaching of ptesga new vocabulary item may be
done within different activities. Firstly, new vdmdary items may be presented through
an information gap activity, in which informatios distributed between students in pair
work or group work. The extra effort is put intogpenegotiation of the meaning and
form of the unknown item by using, for example, gie-taught expressions mentioned
above. Secondly, students are given a set of emittisdifferent words on each in the

form of a translation, synonym or picture represgnthe word meaning. Every learner
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silently studies his/her set of word cards. The aingroup work tasks may alternate:
the words may be categorized into groups or acagrgh some criteria, may be used in
a short narrative or a story-construction actiyitfiornbury 2002, 91).

In short, the peer teaching technique involvesniera actively in learning new
vocabulary meanings and allows them to work on phecess of the presentation
independently on a teacher. The peer explanatidexafal items is a powerful learning
tool, which finally maximises the vocabulary menzation.

Guessing from context

Among the most common strategies for vocabularyiadgpn that students employ is
contextual guessing strategy. According to Gainmg Redman, this strategy involves
making use of the context in which a word item @sdn order to derive its meaning or
to guess from the word itsglzairns and Redman 1986, 83). Some learners aciipgire
interfering skill naturally, whereas other studemigy have considerable difficulty with
such a task (McCarthy 1990, 127). However, no mditev many words students
acquire, they will always encounter unfamiliar weid their reading and listening and
the ability of guess meaning from context withony garticular tool to help, will be

indispensable. Thornbury recommends that in ordeguess, deduce, or infer the
meaning of an unknown word most appropriately, rlees need to be trained in
following certain rational steps:

- Decide the part of speech of the unknown wordis- & noun, verb, adjective, etc.
Its position in the sentence may be a guide, asnitigending.

- Look for further clues in the word's immediate oolitions — if it is a noun, does it
have an article? If it is a verb, does it have bject?

- Look at the wider context, including the surroumdiclauses and sentences —
especially if there are “signposting” words thagimigive a clue as to how the new
word is connected to its context.

- Look at the form of the word for any clues as taamag.

- Make a guess as to he meaning of the word, onakis bf the above strategies.

- Read on and see if the guess is confirmed; if nahé the word is critical for
understanding of the text — go back and repeaalioze steps. If the word is not
crucial, carry on reading. Maybe the meaning waitbme clearer later on.

- When all else fails, consult a dictionary. (ThornpR002, 148)

These strategies can be trained by many usefusrolas activities, for example in
activities where the target word is substitutedddbyonsense word or in a multiple
choice type of activity (Thornbury 2002, 148) Basedworld knowledge and previous

experience, a guess-from-context strategy can péedpboth inside and outside the
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classroom, because McCarthy things that the goarhée follows these steps when
having difficulty with a text or during a test, wieedictionary usage is impossible or
inappropriate (McCarthy 1990, 125).

A dictionary use

Thornbury points that when the above strategy afsging vocabulary meaning from
context fails, the use of a dictionary may be th®dyosupportive way available
(Thornbury 2002, 151). A dictionary generally pre$ learners with the information
needed in an accessible form and answers the gnestibout the meaning of the
particular word. A selection of dictionaries fordtish as a second language is analysed
in the following lines with the accent on bilinguahd monolingual dictionaries and
their advantages and disadvantages.

With the translation approach the bilingual dicdes and electronic translators
appeared, providing learners of a second languagth wne-to-one word
correspondence. According to Harmer, bilinguatidi@aries are immensely attractive
for learners in earlier stages as they tend tostaé® in their heads when they are
learning a foreign language (Harmer 2001, 168).hSactool minimally interrupts
reading or listening time and develops speaking wanting production (Thornbury
2002, 61). Despite the simple one-to-one relatigngletween words in the source
language and the target language, bilingual dieti@s discourage learners' engagement
in the target language acquisition that is considers an important element (McCarthy
1990, 136). Oversimplified one-to-one word equingdemay be misleading and limited
in their information without showing the word usage the foreign language. In
addition, Harmer explains that many equivalentsadfered in a list of words without
grammatical context, appropriateness, and conoot@tiarmer 2001, 168).

Monolingual dictionaries, whether in book form, @Ds, or available on the
Internet, are written only in one language, forragée in English-English. In contrast to
translation dictionaries, monolingual dictionarigsually offer sentences exemplifying
typical usage, note on common sentence patterosupciation, connections with other
words, etc (Harmer 2001, 168). Moreover, McCartlsp aupports the advantage that
the latest monolingual dictionaries offer detailefbrmation about many alphabetically
organised headwords (McCarthy 1990, 132). Above Allen adds that the best

learners” dictionaries contain valuable informatb@msides the detailed definitions, and
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so students should be encouraged using them (A888, 86). However, despite all the
aforementioned positives, in native-speaker dietias as well as dictionaries for
English as a foreign language, the meaning of alwadary item may be explained in
difficult definitions, and so the treatment of meenshould be considered (Gairns and
Redman 1986, 43). Moreover, McCarthy questions dffectiveness of dictionary
meaning explanation and claims that the ideal Eatndictionary should provide
sufficient clear explanations not only for decodihg meaning, but also for encoding
without error (McCarthy 1990, 134). Finally, to wmdtand the word fully means
knowing how native speakers feel about the wordesgntation. Unfortunately, even
the best dictionaries cannot provide such inforamato learners (Allen 1983, 4).

To conclude the strategy, Thornbury presumes titdibdary use is beneficial if
used accurately and productively by learners ireiotd generate a text or as a resource
for vocabulary acquisition. Moreover, training lears in effective dictionary use is
particularly important as it provides them with wabalary knowledge for future
reference outside the classroom, and makes theponsible for their own learning
with considerable autonomy about their decisiorn®(fbury 2002, 151).

Student-centred activities make learners respandin their own learning and
help teachers to plan lessons according to lednneligidual needs. McCarthy supplies
the idea with that organising vocabulary learnm@ particularly productive area for the
encouragement of learner autonomy (McCarthy 1988@).1Even though teachers take
responsibility for the selection of activities fpresenting vocabulary, designing more
student-centred tasks are emphasised. As a refutisy asking others, using a
dictionary, and making use of context to deducemmgpand guessing the item itself
are the necessary strategies for dealing withss{@hairns and Redman 1986, 77).

2.2.3.3. Other technigues for student-centred leiup
The techniques and approaches of vocabulary peggmmtare more or less

connected with teachers” preparation and planron@ fteacher centred lesson. In the
following lines, the matter of learners” active dhxement in the learning of words is to
be discussed in order to plan learners' centreties

Elicitation is one of the most regularly used techniques tlaasroom, which
supports students' involvement in the presentatibmew words and structures by

enquiring of them their ideas, suggestions, knogéedand encouraging them in
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guessing from context (Doff 1988, 159). Thornbumplains that the form of the
technique can be either in presenting meaningdinsiteliciting the form from pupils, or
the presented form can be followed by pupils” sigdpdlefinition, synonym or example
(Thornbury 2002, 87). Doff highlights the use ofctpres, either in the student's
textbook or brought in specially, and demonstratioas means of elicitation.
Additionally, teachers may best encourage studematsous responses in heterogeneous
classes by fairly general questions in order totrie@eners' mixed abilities and different
learning backgrounds. The advantage of elicitinth& learners' attention is focussed
on the word and they listen with greater interd3vf{ 1988, 159-163). Thornbury
summarises the advantages of the technique iratlmale underlying elicitation:

- It actively involves the learners in the lesson;

- | maximises speaking opportunities;

- It keeps the learners alert and attentive;

- It challenges better learners who might otherwigen off’;

- It acts as a way of checking the learners” devetppnderstanding;

- In the case of form-first presentations it encoagtparners to use contextual

clues (Thornbury 2002, 87-88).

Despite the advantages, the use of elicitation beyrustrating for weaker learners,
when only the better learners may be involved m pinocess. In order to solve this
problem the technique ohomination should be applied (Thornbury 2002, 88).
Additionally, the technique can be more time consgmthan straightforward
presentation of new language. Therefore, teachewsald avoid overusing elicitation
and combine the technique with other ways of volzalypresentation (Doff 1988, 161).
At all events, as language follows rules, elicitelgcourages students to guess and to
work out rules for themselves. Such ability is intpat for learners” language learning
development (Doff 1988, 164).

Another important way of involving students in tpeocess of teaching and
learning is to have therpersonalisethe new words. According to Ur, learners are
interested in tasks when they can express thenaps, tastes, experiences, suggestions
(Ur 1991, 281). Therefore, "personalisation is dinpe process of using the new word
in a context that is real for the learner persgridlthornbury 2002, 88) Thornbury also
presents some ideas of expressing personal meangageers write a true sentence
using the key word; learners create questions fassmates using the key word;

learners make an association network centred orkelgeword, connecting the word
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with other associated words; and finally learnees/order a rank of items according to
personal preferences (Thornbury 2002, 88).

After all, learners stop being passive recipients are more involved in the
presentation phase of word learning with these niecies mentioned above. Thus,
teachers should bear in mind learners' participatind prepare and plan lessons in a
more students centred way. Moreover, pupils” pipdton creates a motivational and

positive working atmosphere and makes the leammegningful and enjoyable.

2.3. How words are learned and remembered

To understanding how learners learn and remenmb@mnation about vocabulary
is a matter of concern. Such knowledge of learmaimg retention of new language items
helps teachers to establish meaningful learningosiimere. The theoretical aspects of
mental lexiconthat are included in this chapter provide the nemgsbackground on
how to cope with something as vast as reinforcerandtretrieval of the vocabulary of

a language.

Learners of a second language not only need ta éot of words, but they also
need to remember them. According to Hendrich, volzalp acquisition is primarily a
matter of memory (Hendrich 1988, 130). Thereforeoffbury presumes that learning
vocabulary means accumulating individual items imtemory, and words that are
learned can be stored through the following thrggpert systems: short-term memory,

working memory, and long-term memory (Thornbury 2023).

In short-term memoryhe capacity is limited to a number of items stiofer a
periods of time up to a few seconds. However, tsumessful in learning vocabulary
and remembering them, the words need to be intdjratto long-term memory.
Because this process is not controlled consciouslgny cognitive tasks such as
reasoning, learning and understanding depengiaking memoryInformation is first

placed there, studied and then moved about befrgylstored for later retrieval. The
capacity of working memory is possible by the atatory loop, a process of subvocal
repetition, which enables short-term memory to bptkefreshed. Moreover, working
memory capacity determines the ability to learrglaages. On the other hand, in order
to elicit words from long-term memory into workimgemory a visual mnemonics,

memory prompts, may help (Thornbury 2002, 23). Adow to Gairns and Redman,
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contrary to working memoryjong-term memorycontains unlimited capacity of

vocabulary items and can accommodate any amoungewfinformation (Gairns and
Redman 1986, 87).

Besides, individual items in long term memory sesoh to be stored randomly
nor in the form of a list; however, in a highly argsednetwork The enormous network
consists of word entries containing information abmeaning and form. The individual
word entries are then connected to other words siittilar characteristics whether of
meaning, form, or both. The system of stored volzalius further linked to other areas
beyond the dictionary entry, such as world knowéedgo that it activates general
knowledge and personal experience. Thus, knowimg@a means knowing all these
connections — semantic, syntactic, phonologicahagraphic, morphological, cognitive,
cultural, and autobiographical (Thornbury 2002,11%- McCarthy says that the mental
store is a three-dimensional net with phonologiiceds crossing orthographic lines and
criss-crossing semantic and encyclopaedic lineGatihy 1990, 41).

The recent stress towards authenticity and the rtee&ncourage learners'
autonomy and responsibility for learning requiree heed for meaningful activities in
the classroom. Therefore, Gairns and Redman engghdbe importance of such
activities, which help learners to commit inforneatiinto long term memory with
personal investment (Gairns and Redman 1986, B@m psychological point of view,
motivation plays the considerable role in vocabulegarning. Moreover, a highly
motivated learner is more likely to learn new worisckly, easily and permanently
(Hendrich 1988, 138).

Despite the various networks in the memory, stugléotget words either from
lesson to lesson or in the long term. In the wafd$hornbury, two factors determine
retention; those words that are easy to learnearembered better, and those words that
were learned over spaced learning lessons. Forgettnay be caused both by
interference from subsequent learning or by insidfit recycling (Thornbury 2002,
26). Another inconvenience of vocabulary acquisitemd usage appears between the
mother tongue and foreign language caused by ermrte, the negative transfer
between the languages (Hendrich 1988, 139). Gainis Redman add that learners
forget eighty per cent within twenty-four hours ioftial learning, and thus testing
activities should not be applied the day after if@&airns and Redman 1986, 90).
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To conclude the matter of learning and remembenvagds, according to

Thornbury the brief summary of the following pripEds may help teachers to ensure

that the material taught moves into permanent kengr memory:

2.4.

Repetition of material while it is still in working memory. ddvever, one kind of
repetition that is important is repetition of enntars with a word, in a text at least
seven times over spaced intervals.

Retrieval practice effect means that the act of retrievinggaad from memory
makes it more likely that the learner will be atdeecall it again later.

Spacing represents distributed practice across a periodnod than to mass it
together in a single block.

Pacing offers learners of different learning styles torkveilently and individually
during vocabulary learning in an appropriate time.

Using words, preferably in some interesting way, ishiest way of ensuring they
are added to long-term memory.

Cognitive depth: the more decisions the learner makes about a,vward the
more cognitively demanding these decisions, thieb#te word is remembered.
Personal organising the judgements that learners make about a wardrerst
effective if they are personalised.

Imaging: Best of all are tasks of silently visualising &mtal picture to go with a
new word.

Mnemonics These are tricks to help retrieve items or rulest are stored in
memory and that are not yet automatically retriéwalbhe most well-attested
memory technique is the keyword technique and Visueemonics.

Motivation to learn new words is no guarantee that words lvéglremembered,;
however, a strong motivated learner is likely tergph more time on rehearsal and
practice.

Attention/arousal: Some degree of conscious attention is requireglex high
degree of attention (called arousal) seems to lederevith improved recall. For
example words with strong emotional response anme masily recalled.

Affective depth: Related to the preceding point, affective (emwip information
is stored along with cognitive (intellectual) dat@nd may play an equally
important role on how words are stored and recalldualis, affective judgements
are also important. (Thornbury 2002, 24-26)

Practising vocabulary in the classroom

The unigue quality of each person's mental lexieom the idiosyncratic way it is

acquired, do not mean that a teacher is redun@emthe contrary, the teacher motivates

learners to learn vocabulary effectively. When stud are presented with new lexical

items they need to practise recognising, manipdadind using them. Lack of recycling

previously presented lexis is a direct consequefdergetting matter, as discussed in
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an earlier section. In order to move words intayld&rm memory, vocabulary items can
be revised in a variety of activities or games. dtah remarks that permanent
vocabulary retaining in learners” memory can bechred only with deliberate and
consistent repetitions. Additionally, the way of cabulary practice is basically
determined by the teaching method, objective amé.t{Hendrich 1988, 138) However,
Allen also informs that language teachers are mespte for creating conditions for
vocabulary expansion, and for a well-chosen garaedan help the students to acquire
English words. On the other hand, not all gameshatgful for language learning, and
these should not be used in the class (Allen 1933%3).

However, Scrivener mentions that "an important wmeration for teachers
planning vocabulary work is the distinction betweeroductive and receptive
vocabulary." (Scrivener 1994, 74) Hendrich introglicactivities for the active

vocabulary practice:

- Naming objects;

- Completing words into context;

- Word formation according to an example;

- Word grouping according to the word classes;

- Word grouping according to a certain topic;

- Substitution of collocations and sentences for items;

- Answering questions formulated the way that théaoerexpression is used it the
answer;

- Word translation into the target language, suppivéti a collocation or a context;

- Translation of collocations, short sentences ampdo units into the target
language. (Hendrich 1988, 141)

The same author further presents activities usedrtising passive vocabulary:

- Reading (with numerous repetitions of the easiassages);

- Lexical item translation or sentences into the raptiongue, eventually guessing
the meaning from the context;

- Extracting of a certain expressions from the cantex

- Grouping words according to a certain criteria.rfdigch 1988, 141)

In the school environment these types of activitiegally blend together. All activities

of active vocabulary used in lower secondary sclgllish lessons should be aimed at

learners” communicative skills. Because of thisabeurate practice of a minor number

of active items is preferred to superficial teaghof larger amount (Hendrich 1988,

141). According to Scrivener, many vocabulary attés and games are based on the
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ideas of communication and roleplay, which need wo$ewords, and on using

vocabulary in the written tasks (Scrivener 1994, &rivener further offers exercises

on vocabulary that can be used for individual waskwell as for groupwork, or for the

whole class work:

- Matching pictures to words;

- Matching parts of words to other parts, e.g. beigigmand endings;

- Matching words to other words, e.g. collocationgyamyms, opposites, sets of
related words, etc;

- Using prefixes and suffixes to build new words frgiven words;

- Classifying items into lists;

- Using given words to complete a specific task;

- Filling in crosswords, grids or diagrams;

- Filling in gaps in sentences;

- Memory games. (Scrivener 1994, 83)

To sum up, revising vocabulary is an important dadh influencing learners’
communicative skills. The activities for practisingpresent a link between vocabulary
presentation and the success of the teaching-teamiocess. Through deliberately
chosen activities either for receptive or produetiwocabulary teachers may arouse

learners” motivation and interest in foreign larggia

2.5. Testing vocabulary in the classroom

Vocabulary practice as well as vocabulastihg is a part of the recycling process,
which provides teachers and learners with valufdBeback of how effective teaching
sequence has been. Vocabulary testing is genénatlyo forms; in the form of written
tests or oral tests. Hendrich shows that througttemrtests spelling is especially tested
and this type of testing is relatively objectiveemhtesting the whole class. Concerning
oral testing, Hendrich recommends that while tgstidividual pupils the whole class
should be involved in order not to stay passiveen@fich 1988, 142) Ur briefly
introduces some examples of different types of katay testing techniques:

- Multiple choice;

- Matching;

- Odd one out;

- Writing sentences;
- Dictation;

- Dictation — translation;
- Gap-filling;
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- Gap-filling with a “pool” of answers;

- Translation;

- Sentence completion. (Ur 1991, 71-73)

Just as with vocabulary practice, words should laéniy tested in context either in

short sentences or in collocations, because graiceh&howledge and language skills
are involved, and thus developed (Hendrich 1988).1Moreover, word knowledge can
be tested receptively, in listening and readingpmductively in speaking and writing
(Thornbury 2002, 130).

After all, whatever technique for vocabulary tegtia teacher chooses, several
factors for testing need to be considered. Firgthornbury points out that tests have a
useful backwash effect. This means that learneesrfetivated for a test if they are
prepared for it, so they take vocabulary learniagosisly. Secondly, tests should test
what they are planned for, which means they aréd.vdlhirdly, tests should give
consistent results regardless of the assessdrasthey are reliable. Lastly, tests should
be easy to assess, this means that they are pig@tiornbury 2002, 129 -142).
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3. INDIVIDUAL LEARNING STYLES

A large number of differences appear between pugid between groups of
pupils, which may influence teaching-learning pgseTaking into account pupils'
differences is a key factor in thinking about efifee teaching and it enables a teacher to
be more sensitive to the context. Even though @'slgvel of educational attainment is
influenced by a number of factors, such as the lisupiotivation and aspiration,
parental encouragement and help, the nature ofdahtent and processes involved in
the school curriculum, the pupil's individual leg style is another dissimilarity.
Many theories and models of learning styles ar@gesed by specialists such as
Gardner's multiple intelligences, Kolb's learningventory, etc. The VAK (Visual,
Auditory, and Kinaesthetic) model is another waylamfking at thinking styles. As the
model is crucial for the practical part of the isgghis chapter provides the explanation
and understanding of the VAK model in large measure

To begin with, learning style refers to a pupiksrhing procedures, varying in
quality, structure, flexibility and application. Hrises from the innate abilities and
capacities, which means it is closely connectedht cognitive style, the way new
information is acquired, received, remembered gpulied. The learning style develops
and it is conditioned by inner and outer influenceach as the pupil's learning
conception and approach, motivation, aims, autdatigm and social background
(Kalhous and Obst 2002, 209). From psychologicahtpof view, the acquisition of
subject matter can be through different sensorgivecs, such as eyesight, hearing,
smell, taste, muscles and skin. Each nerve orgamspiorts the impulses into the
cerebral cortex, where the impulses are transformiedthe sense perceptions. Finally,
from the cerebral cortex the perceptions move mamory. The more pupils employ
sensory receivers during learning, the better tligest matter is remembered (Keller
1991, 23).

Therefore, as Harmer reveals, for the teachingilegr process of a foreign
language, the personal cognitive and learning siyelogies are the most significant
(Hendrich 1988, 61). Chapman notes that the Viswalitory-Kinaesthetic inventory
was first developed by the psychologists and spstsasuch as Fernald, Keller,

Montessori et al., beginning in the 1920’s, as #irsensory approach to learning and
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teaching dyslexic children and other children wsghecific learning needs (Chapman
2007). Clark introduces the VAK model as a model tterived form the accelerated
learning world, based on three main sensory mode¥ision, Auditory, and

Kinaesthetic. As learners receive information tigiloall three modes, the learning style
can vary from task to task, and within time (Cl&®08). Chapman adds that some

people possess more than one dominant or preflaeting style (Chapman 2007).

3.1. Visual learners — seeing and reading

Visual learners prefer receiving new informatiomotigh eyesight. They prefer
seeing and reading information to listening todees. The learners possess good visual
memory and they often think in images and picturesled ‘practical thinking'
(Hendrich 1988, 61). The learners often learn imtdiglly by reading or they take notes
of information to remember (Richard and Lockhar®@968). Clark further presents

sub-channels of the visual style — linguistic apdt&l.Visual-linguisticlearners benefit

from written language, on the other hamtbual-spatiallearners do better with charts,
demonstrations, and other visual materials (Cla@8). For the visual-linguistic

learners, Haines recommends the following learsingtegies:

- Use of colour coding when studying new information;

- Summarize and write key information;

- Make flashcards of vocabulary words;

- Write out explanations for diagrams and illustrasip

- Write out sentences and key explanations of matheahaand technical
information;

- Copy notes into computer word processor and pirioi;

- Make visual reminders of information to be remensbesind place them in highly
visible places. (Haines)

Recommended learning strategies for the visuaiagaarners by the same author:

- Make flashcards with symbols and pictures and wiginlighted key words;

- Highlight key words, draw symbols and diagramsetmember the text;

- Make charts to organise the information when legymathematical or technical
information;

- Organise material in computer word processor bwtaorg tables and charts with
graphics;

- Translate words and ideas into symbols, pictuned,dsagrams. (Haines)
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For teachers, Clark presents teaching strategiesder to integrate this style into the
learning environment:

- Use graphs, charts, illustrations, or other visus;

- Include outlines, concept maps, agendas, handetds,for reading and taking
notes;

- Include plenty of content in handouts to rereadrafie learning session;

- Leave white space in handouts for note-taking;

- Invite questions to help them stay alert in augimvironments;

- Post flip charts to show what will come and what haen presented;

- Emphasize key points to cue when to takes notes;

- Eliminate potential distractions;

- Supplement textual information with illustrationb@never possible;

- Have them draw pictures in the margins;

- Have the learners envision the topic or have thetnhoat the subject matter. (Clark
2008)

3.2. Auditory learners — listening and speaking

Auditory learners prefer receiving new informatittmough an acoustic way and
usually possess well-developed phonemic and muserade of hearing, because their
auditory memory and verbally figurative thinkingegominate. They usually learn out
loud and prefer groupwork to individual work (Herttr 1988, 61). The auditory
learners mostly benefit from listening to tapes &odh conversations with classmates
and teachers (Richard and Lockhart 1996, 68). M@edahe learners often talk to
themselves or move their lips (Clark 2008). Haird&ers learning strategies for
auditory type of learners:

- Join a study group or work with a 'study buddy’;

- Talk out loud to aid recall while studying indivially;

- Tape record lectures;

- Use audio tapes as commercial books on tapes,eateciown audio tapes by
reading notes and textbook information;

- Talk the way through the new information when |&agnmathematical or
technical information. (Haines)

Clark reveals teaching strategies in order to matieg this style into the learning

environment:

- Begin new material with a brief explanation of wigicoming. Conclude with a
summary of what has been covered. This is the dédy@ of 'tell them what they
are going to learn, teach them, and tell them &t have learned.’

- Use the Socratic method of lecturing by questiorlgyners to draw as much
information from them as possible and then fill tile gaps with you own
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expertise.

- Include auditory activities, such as brainstormimgzz groups, or Jeopardy. Leave
plenty of time to debrief activities. This allowsein to make connections of what
they learned and how it applies to their situation.

- Have the learners verbalize the questions.

- Develop an internal dialogue between yourself &redearners. (Clark 2008)

3.3. Kinaesthetic learners — touching and doing

These learners possess well-developed visual,axydihd kinaesthetic memory.
The movement learners use gestures and mimes tatklag, and while studying they
speak out loud and move a lot, or play with sméjkeots in their hands. The learners
need to use the motor skills while learning (Hechiri988, 62). Clark adds that the
kinaesthetic learners "tend to lose concentratibrihere is little or no external
stimulation or movement. When listening to lecturtd®y may want to take
notes."(Clark 2008) This category can be also éidnto two sub-channels —
kinaesthetic and tactile style, despite the faat the majority of authors discuss these
types together, as they share similar charactesisRichard and Lockhart observe and
comment on the learners of kinaesthetic and tastylie:

Kinaesthetic learnerslearn best when they are physically involved ire th
experience. They remember new information when thetyely participate in
activities, field trips, or role plays. Tactile l@@rslearn best when engaged in
‘hands on' activities. They like to manipulate matse and like to build, fix, make
things, or put things together. (Richard and Lockh896, 68)

According to Haines the tactile and kinaesthetiarers share similar learning
strategies:

- Sit near the front of the room and take notes duaitesson without concentrating
on spelling and correction and whole sentence tsires. Write key words, draw
pictures and charts to remember the information;

- While studying walk with textbook or notes and read loud. Make learning
tangible using hands on, spend time in field (mos®uo gain first/experience of
the subject matter;

- To learn a sequence of steps make flashcards waith step separately, put the
cards in order to learn the sequence

- When reviewing new information, copy key points wit chalkboard or other
large writing surface. Type notes and informatian remember into word
processing software. Use graphics, tables to czganaterial.

- Listen to audio tapes while exercising. Make owpeta containing important
course information. (Haines)
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Finally, Clark suggests teaching strategies foctiess to integrate the kinaesthetic and
tactile learners into the learning process:

- Use activities that get the learners up and moving.

- Play music, when appropriate, during activities.

- Use coloured markers to emphasize key points prcHarts or white boards.

- Give frequent stretch breaks (brain breaks).

- Provide toys such as Koosh balls and Play-Douggite them something to do
with their hands.

- To highlight a point, provide gum, candy, scents, @hich provides a cross link
of scent (aroma) to the topic at hand (scent cam @verful cue).

- Provide highlighters, colour pens and/or pencils.

- Guide learners through a visualisation of compéesks.

- Have them transfer information from the text to taeo medium such as a
keyboard or a tablet. (Clark 2008)

Dunn observes that a pupil's learning style at mgaxy school is influenced by
brain hemisphere preference. The pupils with tigatfbrain hemisphere dominance
benefit from peer studying, they disapprove witlici#yy organised tasks and studying
for the parents” ambitions. These children predetile/kinaesthetic learning to auditory
and visual learning. On the other hand, the learmath the left-brain hemisphere
preference benefit from visual learning. They aapgdy with traditionally set classroom

environment and organised tasks (Dunn and spol,X9&@l in MareS 1998, 71).

3.4. Other learning styles

Another classification takes into considerationifigpproach and motivation to
learning. While it is true that the above mentiortgdology of learning styles is
significant for teaching and learning of a foreignguage, Hendrich mentions another
interesting typology for teachers of foreign langes; analytical and synthetictype of
learners, whose analytical or global thinking, mtiten, memory and language
predominate (Hendrich 1988, 62). Pask, an Engligbemetician and psychologist,

calls these two learning types; holists and setmlHolistic learners seek an overall

framework. Using suitable analogies, they are dablegeneralise on the basis of
similarities and contrasts, and can apply genearldsr Their domain is learning by
discovery or invention. On the other hanskrialistic learners proceed through
individual parts of the subject step by step. HogvefPask claims that none of these two

types is more beneficial. For real understandind amastering the problem both
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strategies are necessary. Their integration depantie context of learning (Pask 1988,
cited in MareS 1998, 26-27). Another classificatmf individual learning styles that
Mares uses isurface deepandstrategic More information can also be found in Mares
(1998, 62-64).

When classifying pupils according to a particulgtes it is necessary to take into

account the fact that the individual learning stgteanges and is influenced by many
inner and outer factors. Mare$ notes that the iddal learning style enriches and
changes during the lifetime (Mares 1998, 75). Aifmiearning style is subjected to
age, dominance of the type of the multiple inteliges, sense mode preference,
cognitive learning style, motivation, conception le&rning, approaches to learning,
personality, teacher's style, school type, familgvienment and socio-cultural
background. Moreover, Mare$ points out that fronychslogical point of view,
differences occur between boys and girls. The tecyleshows that lower secondary
school boys are less motivated for learning, and tieed to be monitored by an adult.
They prefer tactile learning as they enjoy expernitaeThe girls are more responsible in
learning, and thus do not need to be monitoredy Beek quiet places for learning, and

contrary to boys, avoid tactile learning and expenting (MareS 1998, 118).

In conclusion, according to Kalhous and Obst, #mgnition of pupils' learning
styles may significantly help teachers with thejsabplanning and preparation, as well
as with the selection of teaching techniques. Suwledge of how pupils learn also
improves teachers' effective presentation techsigi@lhous and Obst 2002, 209).
Harmer also supports the idea; however, it is imjibs to cover all pupils” preferences
during a lesson. Nevertheless, the more teachersaftantion to different learning
styles, the more satisfied learners will be, but owly the whole class but also the
individuals within it (Harmer 2001, 43-44). As Hamadds, the individualised
teaching, the use of methods and organisationaidas significant, and it is necessary
to guide early learners of a foreign language gating own learning styles based on
their preferred cognitive style. Consequently, thacher is responsible for applying
optimal procedures to meet the pupils' individearhing styles and to create effective

working atmosphere for foreign language learningr(hier 2001, 62-63).
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4. INDIVIDUALISATION AND DIFFERENTIATION INSIDE THE
CLASSROOM

According to the previous chapter, each persorhiglser own particular learning
style and own learning preferences. In order totrtieeindividual learning preferences,
individualised or differentiated learning needs e applied inside the classroom.
Skalkova implies that the principle of individuaign means an adaptation of the task
to each learner based upon the knowledge of eachdes potential. However, this does
not mean that learners fulfil the same task indiglty. Individualisation is closely
linked with the matter of pupils' differentiatiomhe aim of differentiation is to create
such learning situations, which enable each leaitmdind optimal ways for learning
(Skalkova 1999, 212). In order to effectively organthe task, teachers need to make

critical choices, and so Convery and Coyle sta€ th

The learning effectiveness depends on how teagitersde the most accessible
learning opportunities for the widest range of tegis. In other words, the teacher
is responsible for accommodating a range of learsiyles by varying his or her

own teaching style. Identifying and understandiegching and learning styles is
therefore essential in establishing a basis fronchivho create a differentiated

learning environment (Convery and Coyle 1999, 4).

Since different authors have identified variouseyf differentiation, to a certain
extend it does not matter too much which type iadpased. The important thing is that
the teacher tries to match learners' needs toi@esi(Convery and Coyle 1999, 6). In
this chapter the special attention is paid to tlassification of differentiating ways in

the classroom presented in Convery and Cbyfierentiation and Individual Learners

4.1. By text

Differentiation by text means that at differentééss of difficulty of the same subject,
learners are working with spoken or written materisl learners cover the same
ground of the task, while at the same time theheaprovides learners with different
levels of complexity. For example, an authenticerat is more suitable for the most
able learners in a group, whilst other learners as@ an article from a course book
(Convery and Coyle 1999, 6)
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4.2. By task

In differentiation by task, the learners work oe #ame text, but the tasks can be graded
in difficulty and matched to differing abilities dmeeds. In this case, the less able
learners are asked to fulfil less difficult taskn @e other hand, more skilful learners
can be initiated to more difficult tasks (ConvendaCoyle 1999, 6). However, Hendrich
adds that this cannot happen on the prejudice bérst which could disturb the
collective balance (Hendrich 1988, 80).

4.3. By outcome

Differentiation by outcome stands for learners” kirng on the same task but producing
differing end results. For example, the pupils vamk on a differentiated worksheets
prepared ahead by the teacher, however, even thle le@rners need to know that their

work is valued by the teacher (Convery and Coyl@919).

4.4. By support

Differentiation by support ensures that the amairadditional support takes place and
it is offered to all learners in time, resourcesd &sks. This support may involve extra
teachers, assistants, or additional help in thenydaut also a variety of resources and
tasks, for example wall displays, posters, usefuépes, new vocabulary, etc. (Convery
and Coyle 1999, 8).

4.5. By ability

Differentiation by ability can be also called diéatiation by grouping. Convery and
Coyle explain that pupils work in groups of similabilities. Each group is provided
with a task according to the group skills (Convand Coyle 1999, 8-9). Hendrich
insists that group work is suitable for differetdih assignments (Hendrich 1988, 309).

4.6. By interest

Convery and Coyle reveal that learners can seldotitees according to their personal
interests. This involves choice in the skill - ¢ising, speaking, reading, writing; choice
in the use of equipment, topic and subject malfténe learners work on something they
are interested in, they are hopefully highly mataehby it. Finally, effectively organised
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and selected activities and tasks help learnevgotlx at their own pace (Convery and
Coyle 1999, 9).

4.7. By range (focus on learning styles)

As described in chapter three, individual learnease their own preferred learning
styles. Convery and Coyle suggest that by varyirgway in which new material is

presented the teacher is providing opportunitiesidarners to respond in a preferred
way. Providing approaches and activities of diffiereypes ensure that a variety of

preferences are catered for over a period of t@wnyery and Coyle 1999, 9).

4.8. By variety (focus on teaching styles)

Not only learners, but also teachers are diffeagnt prefer different styles for teaching.
However, Convery and Coyle report that the knowdedfjiteacher's own learning style
helps to understand the importance of motivatirgriers by providing them with

variations (Convery and Coyle 1999, 9).

Introducing differentiation into the teaching-legm process of a foreign language
IS necessary, involving a teacher's productionwhipers of new materials, and in the
change in teaching style. Thus, the individualetéhces of learners are important for
teachers in order to differentiate effectively ameéich as many learners as possible.
With differentiation, teachers can plan and predassons in a more learner-centred
way and primarily facilitate the need to correspavith pupils' individual differences
especially with learning styles. Cedrychova and deasky add that individualisation
and differentiation inside the classroom are immetad within frontal teaching
through various methods, such as individual worbfem solving tasks, games, drama
techniques, and practical activities (Cedrychovd Raudensky 1993, cited in Skalkova
1999, 215). Incidentally, Petty recommends th#hef pupils differ a great deal then the
frontal teaching should not be longer than view utes. The children should be
provided with differentiated assignments eitheroagding to the coursebook or provided
on the blackboard by the teacher, so that the pwpih work in their own pace. Easier
tasks should be at the beginning and the morecdifffor more skilful learners at the
end of the lesson (Petty 1996, 38).
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ll. Practical Part

5. INTRODUCTION

The practical part of this diploma paper concersan the detailed description of
the action research realised in the lower secondenpol. The action research aim,
time, and necessary information background is tanbeduced first, followed by the
description of the research tools. Chapter 10 etliesis depicts the research procedure,
including all the steps of the research in chrogimla order. Each stage is presented
with preliminary information, outcomes and conctusi The findings and results of the

research are summarised in the conclusion chaptee thesis.

6. THE AIM OF THE RESEARCH

| decided to follow the process of action reseaesh, realised that during my
Clinical Year | under-utilised the importance ofcabulary teaching. The main cause of
the problem was probably in my past experience Esmer, when | was not able to
learn hundreds of words, and therefore usuallyivedebad marks. Subsequently, the
topic of the thesiFeaching Vocabulary to Learners with Different Lieiag Stylesvas
chosen in order to improve my teaching skills esdlgan the planning and preparatory

stage.

The aim of my research was to investigate the iddal learning styles of the
particular pupils at the lower secondary school. tB& basis of the previous pupils
experience of the teaching-learning English vocatyudnd according to my experience
as a learner and later as a teacher trainee, det¢o0 combine possible techniques for
presenting, practicing and testing vocabulary itkeorto meet the identified individual
learning styles of the pupils. According to thedtye the role of the vocabulary in the
classroom is considered as important, and therefodecided to find out which
techniques are available and suitable for the iceléarning type based on the sensory
mode preference — visual, auditory, kinaesthetiorddver, when devising activities
that include seeing, listening and doing, | offecggbortunities for the learners within
the class to respond in their preferred way. Fnalle secondary aim of my research
was to provide the pupils with a number of diffaréachniques and strategies for
learning English vocabulary, as this could be inguar for their future studying.
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Williamson and Watson agree that:

Helping students become effective in the educatipnacess will move them
toward becoming lifelong learners. [...] When studénkearning needs and
expectations are met and when students” learninmerices are stretched,
learners will be more likely to continue the praced learning throughout their
lifetimes. (Williamson and Watson 2007, 74)

7. THE RESEARCH TIME PLAN

The time planning of the action research was taumnghat all parts of the
procedure would be included. According to Table riderneath, the whole action
research lasted approximately six months, stastiitly the study of literature and then
creating the first two questionnaires and theirssgjoent distribution. The research
realisation continued with the teaching-learningatwlary in the classroom and the
reflection in the form of a diary. The last periahs dedicated to the creation and

distribution of the final reflective questionnaire.

$ % &'
! " #
| ()&'
1 *
$ % +
+
/ +
$
! (
1 ( %
0 ) 1

Table 1: Time Scheme of the Action Research

8. THE RESEARCH METHODOLOGY AND TOOLS

According to Harmerthe action researcis a number of procedures that teachers

use to improve their teaching. According to theifegbelow, each action research starts
with the problem identification, followed by plamg and the research itself. However,

when the data are collected and analysed the oéséaes not end. Having resolved

one issue of the research, the action researcharg$ocus on a different problem and

start the process all over. (Harmer 2001, 344-345).
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(Harmer 2001, 345)
This whole thesis deals with the descriptive regegroblem — "How to teach
vocabulary in order to meet different learning esyln the classroom?" For the action
research, | selected four main tools for data cttb@: questionnaires, tests, lesson

plans and consequently the reflective journal.

The first and the thirdjuestionnairesvere designed according to the consulted
literature. Gavora reveals the advantages of usangguestionnaire. Firstly, a
guestionnaire refers to questions and their ansimeaswritten form. Secondly, it is the
most widely used research tool for gathering atgaesount of data in an economical
way. The author also points out that the succétBeoquestionnaire is in its layout,
types of questions, validity and reliability of thguestions, the length of the
qguestionnaire, and finally its return ability (Gaa02000, 99 -109). The second
questionnaire used in my research was translatad the English version into the
Czech language. The level of English used in tingiral version was inappropriate for
the pupils of the lower secondary school. Richaedsl Lockhart present this
guestionnaire calledPerceptual learning style preference questionfaimgth the
permission for replication from Professor Joy Refdthe University of Wyoming
(Richards and Lockhart 1994, 75-77).

The lessons of the action research were prepak@lanned in advance and were
written in the formal planThe lesson plawas created in a single format and it included

the heading with the class, time and date deseriptiollowed by overall aim of a
lesson. The main body of the plan was divided ifgor columns; each column
contained different type of information. The ficsilumn listed activities and their brief
description. The second column described materidl taaching aids needed for the
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activities. The third column showed interactiont@est used within the activity and the
last one presented objectives of the activity. THsson plan was concluded with a line
for homework assignments. See an example of treorheplan in Appendix 1. All

information included in the lesson plans are inooaped into the unit descriptions in

the teaching vocabulary part of the research proreeith chapter ten.

On the basis of the lesson plans, the lessons latererevised and the evaluations
were recorded ia journal The procedure helped me to reflect on the expeei®f the
teaching-learning vocabulary to the learners witfeent learning styles. In the journal
| concentrated on the vocabulary topic with theatieh to individual style. The
technigues of presenting, practicing and testingabalary were compared with the
learning and teaching strategies presented inhberétical part of the thesis. See an
example of the reflective journal page in AppentlixAll information gained through

the reflective journal is included in the unit d@stons in the teaching vocabulary part.

The progress or achievemdastswere applied to measure the pupils” language
and skill progress in relation to the syllabus thnre using, particularly Unit 5 in the
second edition of Project 3 by Hutchinson 2000. Tdsts mainly concentrated on the

vocabulary part of Unit 5.

9. BACKGROUND INFORMATION

The action research was conducted within a paaiddhglish language group at
the lower secondary school in Pardubice. The gmnsisted of 10 boys and 8 girls
from 14 to 15 years old. All the pupils shared #@me classroom with extended
education access via information technology and pegers. The English language
experience differed from 5 to 10 years; howeveérstalrted attending English classes in
the fifth class so they were at the elementaryrésiptermediate level, A2-B1 according
to The Common European Framework of Reference fomguages. This group of
pupils was chosen as | was familiar with the gréngopn my previous Clinical Year of
trainee teaching and as Richards and Lockhart rewomd, investigation of learning
styles and preferences should be conducted wigdmai&r group of learners (Richards
and Lockhart 1996, 69). Moreover, the pupils wereperative and easily motivated.
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10. RESEARCH PROCEDURE
10.1. Questionnaire 1: Pupils' experience in learni  ng vocabulary

10.1.1. Preliminary information

At the very beginning of the action research, lided to discover the previous
pupils' experience in learning vocabulary and tcatvbxtend they find vocabulary
important. The questionnairf@upils’ experience in learning vocabulargainly focuses
on vocabulary, as well as on general attitude ¢ostibject and the learners” preferences
in the language areas. After the pilot researdttiffierent groups, the questionnaire was

administered to 18 pupils of the English group.

Before starting the action research itself, theillpupere explained the reasons for
and the aims of doing the research, which were alal; the awareness of their
priorities and attitudes towards English languaggh whe focus on vocabulary part as
well as on my teaching development. The studente \esked to read and study the
questions carefully and to answer them truthfulljhis questionnaire contained 8
guestions, both closed and open. The questionnwaisgresented in the Czech language
so that the students could follow the points withdifficulties and were able to express
themselves freely. The data interpreted below aadyaed in English and the Czech

version of the questionnaire is enclosed in theeadjx part. (See Appendix 2)

10.1.2. Outcomes

The filled questionnaires were a valuable sourcenf@rmation about the pupils’
knowledge of their English language perception #émel role of vocabulary. Even
though the research tool was difficult to create aome problems occurred during the

administration, the gained data was beneficiatierwhole research.

The first question was aimed at eliciting the psigidleas and opinions on the matter of
vocabulary. Even though all 18 addressed pupileeayrwith the David Wilkins

quotation, their further explanations differed:

- 5 pupils did not comment on the citation at all.
- 2 pupils presumed that vocabulary is importantcf@ating grammatically correct

sentences.
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- 5 pupils thought that vocabulary plays importante racn communication for
expressing needs and feelings in order to be ututer vy the hearer.

- 3 agreed that particular vocabulary needs to bewkn order to be used
appropriately in the particular situation.

- 3 believed that low knowledge of grammar does nffuénce the conversation if
vocabulary is used together with gesticulation.

Question two and three concerned the English lagggaa a subject and they were both

aimed at gaining the pupils opinion in the mostbematic areas and to obtain

information about which area they find the mostamant despite the difficulties.

The most difficult field of English language learni ng

8,0

6,0

4,0+

2,0

0,0-

Subskills / Skills

O Pronunciation m@ Spelling 0O Vocabulary 0O Grammar
W Listening O Reading | Speaking 0 Writing

Graph 1: The most difficult field of English langyealearning

The most important field of English language learni ng

15+

10+
5,
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Subskills / Skills
O Pronunciation @ Spelling O Vocabulary 0O Grammar
W Listening O Reading B Speaking O Writing

Graph 2: The most important field of English lange#earning
According to the results in Graph 1, almost all #spects of English language are
perceived as difficult, especially the field of ki~ reading and writing - followed by

subskills - spelling and vocabulary. However, Graplshowed that these four most
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difficult areas are not understood as the most nmapd parts of learning English
language. Speaking, vocabulary and pronunciatien the most important for the
learners. Apparently, the pupils of the secondahpsl prefer using English for spoken

communication to written form of information exclggn

The following questions four, five and six concetéd only on the field of teaching and
learning vocabulary. The aim was to obtain infolioratabout how the learners deal
with an unknown word and which strategies help thtamremember the word
afterwards. Table 2Dealing with an unknownword' presents information of the
question four about the way how the individual psigiperate with a new word. The
learners primarily tend to seek help from the cteetes or the teacher when they do not
understand a word during an English lesson. Gdgesgkaking, guessing from the
context seems not to be commonly used by the lemrAecording to the outcomes of
question five presented in Table 3 'The knowledfe avord’, when learning new
vocabulary item the learners are preferably inteces the Czech equivalent, the word

pronunciation and collocations with other words.

8 *
9 $
,6 7
07 3 4 (
07 ' *
& 4 50
6 ( 2)
0
Table 2: Dealing with an unknown word Table 3: The knowledge of a word
2 3
4 3
5 3
,6 7
4
6 )
4 7

Table 4: Strategies for a word storage
Question six, analysed in TableStrategiesfor word storage, showed that the pupils
tend to use different strategies for remembering wecabulary items. In comparison
with Graph 2, the results correspond with the @ipsipeaking preference to written
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form of practice. Consequently, active use of votaty in the form of speaking is

mainly required followed by a text reading.

The final two questions focused on the English lemgg outside the classroom
environment. The learners were asked to reveaplthees where they encounter the

English language. The answers can be divided mteral fields:

- Media television, radio, English movies and serials hwiubtitles, songs,
magazines;

- Travelling abroad, on holidays, at airports;

- Computersinternet, PC games, Skype;

- Written fornt shop signs, T-shirts, instructions;

- Studies English courses, tutoring;

- Communicationrelatives, pen friends, foreign students in theversity campus,

customers in the parents' restaurant.
Being surrounded by the English language in varimusis, the pupils conclude the
guestionnaire with their favourite English wordsdaphrases from movies, serials,

shops and slogans commonly presented around them.

10.1.3. Conclusions

The questionnairePupils’ experience in learning vocabularshowed that the
pupils are aware of the fact that vocabulary ismaportant aspect of English. On the
other hand, learning English is generally receigsdlifficult even though the spoken
part of the language is the most valuable aspedtenMdealing with an unknown
vocabulary item the pupils apply various strategie®wvever, asking a teacher or a
classmate are the most employed, because of theiromical function and so the
learners do not have to work hard to access thenimgaConsequently, according to
Table 3, the word knowledge means mainly knowing t@zech equivalent,
pronunciation and the common word occurrence witiieio words. The questions
concerning vocabulary practice and strategies fordvstorage again indicate that the
speaking activities are favoured. Thus, in conduosithe questionnaire presented me
with the pupils” common preference of practical aulive use of vocabulary in

speaking activities.
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10.2. Questionnaire 2: Perceptual learning style pr  eference

10.2.1. Preliminary information

The second stage of my action research was toifigelifferent learning styles in
the group. | chose the direct method — a questioma diagnose the pupils” learning
styles. In order to prove the variety of learnibges in the group, the questionnaire on
learning styles was used from Richard and LockhdReflective Teaching in Second
Language Classroom (1994, 75-77). The questionnaire tested pupilgfguence,
dividing them as visual, auditory, kinaesthetic aactile types; in addition it tested the
preference of group work and individual work. Tlearhers responded to a number of
questions concerning their study of the Englislglege, following a five point scale:
strongly agree, agree, undecided, disagree, andghr disagree, which was further

used for the answers evaluation (see Table 5).

4,< &5 =05<>> 05<>> &> > 405<>> 4,<&5= 405<>>

* (

Table 5: Scale for the answers evaluation

Finally, the learners identified their major anchioi learning styles as well as negligible
styles according to the scale presented in Tabld@h& whole questionnaire was
translated into the Czech language in order tormkerstood by all 18 pupils. The data
interpreted below are analysed in English and thec@ version of the questionnaire is
enclosed in the appendix part. (See Appendix 3jh&spupils admitted that they have
never thought about their learning preferences rbefohe learning styles were
introduced to them briefly. This introduction natlp helped them to think in the right
way but also prevented them from misunderstandirige pupils were once again

informed about the matter of learning styles atlteginning of Unit 5 in January.

10.2.2. Outcomes

However, before analysing the outcomes it is neggst point out that many
factors can influence the interpretation of dataré8 explains that not only learning
styles are investigated but also other informagibaut the pupil, such as the pupil's age,

type of school, class, as well as the informatibaud the family living in the particular
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place, culture and country (Mare$ 1998, 116).Thalfoutcomes of the questionnaire
are analysed from the three points: from the wictdss perspective and from the point
of boys and girls. The results are interpreted @ting to the following scale (see Table

6) provided by the authors of the questionnaire.

@ (%1
1($
& 1+

Table 6: Scale for learning style determination

Firstly, the results present that the group isypidal heterogeneous group with the
pupils of different learning styles. Surprisinghone of the learning styles of the class
predominates, all of them are considered as migoording to scale (see Table 6).
Some students show preference for some type ofifegrsome of them have low

scores. (See Table 7)

No —g—ycgt:ng Visual | Auditory | Kinaesthetic| Tactile | Group | Individual
1 Girl 32 28 32 26 40 20
2 Girl 40 38 38 44 44 18
3 Girl 42 26 24 22 24 42
4 Girl 26 40 34 38 32 26
5 Girl 44 30 34 36 44 38
6 Girl 32 36 40 44 50 18
7 Girl 40 30 34 34 40 32
8 Girl 28 32 40 36 40 18
1 Boy 20 42 26 18 28 22
2 Boy 20 30 30 30 26 38
3 Boy 40 32 40 34 20 36
4 Boy 22 34 38 34 30 38
5 Boy 32 34 38 40 46 20
6 Boy 28 38 38 36 36 20
7 Boy 44 40 20 26 44 32
8 Boy 22 36 26 22 16 26
9 Boy 38 34 34 24 22 24
10 Boy 26 32 38 14 22 44

Score 32 34 34 31 34 28

Table 7: Learning styles of the class

However, when determining the classroom learniriestfrom the point of gender,
slight divergences occur, as Mares points out tfierdnces between boys and girls at

secondary schools (see Chapter 3, page 27). Aogptdi Graph 3, girls in this group
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generally prefer group work to individual work armknefit from receiving new
information through eyesight. Moreover, contraryte theory, the girls learn best when

physically involved in the experience.

Girls

407
357
30
257
207
157
107

Leaming Style

‘ O visual B Auditory O Kinestetic O Tactile ® Group O Individual ‘

Graph 3: Learning styles of the girls

The determination of the learning styles of theshslghtly differs. In accordance with
Graph 4, the boys of the group preferably enjogirerg new information through an
acoustic way. The kinaesthetic learning style gpoads with the theory and also with
the girls' common preference. However, the boysegdly benefit from individual

work.

Boys

Learning Style

‘ O visual B Auditory O Kinestetic O Tactile B Group O Individual ‘

Graph 4: Learning styles of the boys

10.2.3. Conclusions

The profiles of the examined pupils cover all tearhing styles tested. The results

further indicate that a slight difference occursamen the boys and girls learning style
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preference. However, it is still too early for ateé group of students to be aware of
any learning style preferences at all. Even thahgly have never heard of the styles of
learning and strategies before, some pupils haveady found their learning
preferences. To sum up the outcomes of the questienof'Perceptual learning style
preference questionnaireauditory learning is in close connection witle threference
for kinaesthetic and group work learning. Generapeaking, both boys and girls
remember more when they take active part in thenieg process. However, despite
their individual needs many pupils manifest greateference to group work. This may
be influenced by the fact that the learners arblfigotivated by group work or may be
influenced by the classroom positive social enviment.

10.3. Classification — the VAK model

For the next step of the research procedure, thdspwere clearly arranged into
three main groups according to their top scoreghef learning styles preferences,
focusing only on visual, auditory and kinaesthédidiile style. This classification was
helpful for the following lessons preparation ard@dnpming. As the theory countenances,
the kinaesthetic and tactile learners were tre#ttedsame way. Moreover, the group
work and individual work preference were incorpedainto the differentiated tasks and
activities. The following classification, used ashandful tool, presents the pupils
division according to their questionnaire resuliee pupils” names in the tables were

substituted by numbers in order to keep the learmeanonymity.

Kinaesthetic learners
1 - primary 2 - secondary 3 - third Visual learners

Boy 4 Boy 10 Boy 1 1 - primary 2 - secondary 3 - third
Girl 2 Boy 2 Boy 9 Girl 3 Girl 1 Girl 2
Girl 8 Boy 3 Girl 1 Boy 3

Boy 5 Girl 3 Boy 7

Boy 6 Girl 5 Boy 9

Boy 8 Girl 7 Girl 5

Girl 4 Girl 7

Girl 6
Table 7: Kinaesthetic learners Table 8: Visual learners
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Auditory learners

1 - primary 2 - secondary 3 - third
Boy 1 Boy 2 Boy 4
Boy 6 Boy 9 Boy 7
Boy 8 Boy 10
Girl 4

Table 9: Auditory learners
According to the above tables 7-9, some of the éxagnlearners belonged into more
than one group. This means that their learningstgherlap. The results again show the
whole group preference. The majority benefits frmuching and doing while learning,

others enjoy learning through seeing and readinfistening and speaking.

10.4. Discussion

10.4.1. Preliminary information

After the pupils learning style determination thgbuthe questionnaire 2, the
learners discussed the learning strategies forakisauditory and kinaesthetic style,
which are presented in Chapter 3 page 23-25. Thedes were divided into three
groups. Each group was firstly presented with tpaiticular style description and with
the learning strategies offered by the literatirellowing the given instructions, the
students were discussing the style from their pofntiew. Next day, the same groups
were presented with the other two types of learsiiytes in order to make comparison
and learn some other learning strategies. The ignsdor the discussions were:

- Does this description match to your way of studfing

- Do you use some of the strategies?

- Which strategies you do not use?

- Do you use anything different?

- Will you try some of the strategies?

- Do you think that these strategies will help you?

- Which strategies you will not use?

The pupils were allowed to discuss the question<aech because their English
language skills were not at communicative levek Td¢ilowing outcomes are presented

briefly in English, for the original answers see #ppendix part.
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10.4.2. Outcomes

The answers of the kinaesthetic pupils discusginkinaesthetic style:

- "When we get a new mobile, we do not read the ictsbns but we try the mobile

functions straight away

- "l don't learn any special way, | just read thingatt | need to learn and | know that,

maybe sometimes | repeat it until I know it.
- "I like trying things before | encounter them in tkal situation”

- "I like when a teacher explains something and writedraws on the board and the

whole class is involved in the lecture

Additionally, when discussing other two styles Kngaesthetic learners agreed that they
remember a lot from the History lessons where ¢aehter employs all the sense modes
while lecturing. They remember a lot from moviess@al style). However, only one

pupil admitted learning out loud (auditory stylEnr details see Appendix 4A.

The answers of the visual pupils discussing thealistyle:

- "We learn from what we see and read. We do notd&ening in groups. We visualise

everything and then we try to remember it. We #tedyin drawing’

- "Things that help while learning; underlining, drawgis, descriptions in own words,

writing key words, rewriting notes into a compussmmbols, pictures and graphs

While discussing the auditory style, they mostlyeagl on learning out loud and drill
repetitions, sometimes listening to a teacher.asecf kinaesthetic learning style, only

one learner approved of learning from a model.details see Appendix 4B.

The answers of the auditory pupils discussing thibtary style:

The auditory group responded the above questiorysbreefly. The descriptions do not

match to their ways of learning. They use soméhefstrategies, but not tape recording.
They rather disagreed with this style. On the othm&nd, according to their answers
these learners strongly approved of the visual tfdearning. See Appendix 4C for the

original answers.
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10.4.3. Conclusions

The kinaesthetic group agreed on the style desmmipand learning strategies.
When receiving new information they prefer being$bally involved in the activity.
Sometimes they have to learn new information byth&athat they remember it; also
talking out loud is supportive when learning. Canagg the visual learners, the
description and strategies match their ways ohiegr When learning new information
they prefer reading and seeing the information.yThenefit from learning with a pen in
hand. However, contrary to the questionnaire resuhlie auditory learners strongly
disagreed with the auditory style description amel fearning strategies. On the other
hand, they all agreed on the description of theaialigype. This means that the

guestionnaire outcomes do not correspond with tibheomnes of the discussion.
10.5. Teaching vocabulary

10.5.1. Textbook

Before the research realisation, | had to condidemew vocabulary selection to
be learnt in the lessons. According to the Schahldational Programme, th& grade
pupils are supposed to know vocabulary of severgics, such as family, shopping,
weather, animals, etc. Applying all the topics foy research was irrelevant and the
outcomes would be very extensive. Therefore, | dBtito use textbook vocabulary,
which is used by the English teachers of the losemrondary school. Project 1-3, the
second edition, by Tom Hutchinson is based on ftieciple of creating interest in
young minds through motivation topics which bringglsh to life. Each level consists
of a Student's Book, Workbook, Class CD’s and TeglBook, which includes tests.
For more details about the textbook description Appendix 5. For my research, |
applied vocabulary from Project 3 Unit 5 with theewll topic London. Unit 5 is
divided into four parts; however only three partsregvapplied for the research. In this
chapter of the thesis, each unit is introducedflgriéollowed by the vocabulary list
from the Workbook and a set of techniques and itiesv used for presenting and
practising vocabulary. The information about thé procedure is concluded with a test
of the vocabulary and its evaluation. The commetutsut suitability for the various

learners' types are in the brackets in each line.
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10.5.2. Unit 5 A - Sightseeing

10.5.2.1. Preliminary information
Topic: Visiting London

p. 46-47 Student's Book
p. 34-35 Workbook (see Apgigr6A)
Aim of the lessonsthe pupils will have active knowledge of vocalvylaonnected with

the theme "places in town" and will be able to ggese the words in context.

Vocabulary Places in towngguare street etc.)

A SIGHTSEEING

building /'bildiy/ budova

crown jewels /kravn 'dsuelz/  korunovacni
Klenoty

dome /douvm/ dém, budova

embarrassing /mm'bzrosmy/ trapny

feed /fi:d/ krmit

fever /'fi:va/ horetka

fountain /'favntm/ fontdna

millennium /mr'lentom/  tisiciletf

palace /'pzlos/ paldc

padiament /'pa:loment/ parlament

pigeon /'pidsen/ holub

prime minister /pramm 'minists/ premiér

show /fou/ podivand

sightseeing /'satsi:p/  vyhlidkovy; prohlidka
pamétek

space rocket /'spers rokit/ vesmirna raketa

square /skwea/ ndmésti

statue /'stetfu/ socha

theatre /'Oote/ divadlo

tour /tus/ prohlidka, okruzni jizda

tower /'tavs/ pevnost, hrad

Wordlist 1: Project 3, Unit 5, Workbook, p. 86

10.5.2.2. Technigues used for presentation

During the first two lessons, the pupils were pnésé with new vocabulary of
Unit 5A. Firstly, | provided learners with a simplaatching exercise in order to
introduce the topic. During this exercise a pupked for the Czech equivalent af
mosque.The meaning was presented througdnslation technique including English
form — pronunciation — Czech form, all written ob@ard. The meaning was presented
after the form (visual, auditory). Secondly giccit as many places in town as possible, |
used pictures or photos of realia in the Stud&udek and a booklet about London. The
technique of elicitation was also used foe-teachingof the key words of the text-
based activity;penguin tower, crown jewel, and fountain (visual, auditory). (See
Appendix 6B)
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10.5.2.3. Activities used for practice

Other lessons were devoted to successive practigitiyge vocabulary in various

formats. Visual stimuli were also used for furtlpeactising. Activities and techniques

presented below were applied during following fieesons.

Matching pictures to words; Workbook, handouts,ivitibal work (visual). See
Appendix 6B.

Answering questions formulated the way that theéagerexpression is used in the
answer; handouts, pair work (auditory, kinaesthetic

Naming objects; visual stimuli (pictures and phdtnsStudent's Book, Workbook,
photos of London monuments, whole class work (Vjsualitory).

Completing words into context in reading task; $nits Book supplemented with
my own handout, individual work (visual). See Apgder6B.

Filling in crosswords; Workbook, handouts, indivadlwork, (visual). See Appendix
6B.

Filling in gaps in sentences; Workbook, handoutsiividual work (visual). See
Appendix 6B

Brainstorming of places in town with a board suppwhole class work (visual,
auditory).

Tape-based task, listening comprehension; StuddBtek, individual work
(auditory).

Writing a word association network; handouts, growprk (auditory, visual,
kinaesthetic).

Complex task on culture learning where words waorporated into the context,

The City of London; a map, photos, handouts, pawkwkinaesthetic, visual).

Homework

Using given words to complete a specific task -wiltg a city plan with places in town

that were brainstormed before in the classroomuéljskinaesthetic). For the best

examples of the pupils homework assignments seerpyp 6B.

10.5.2.4. Test 1

The written test was administered twenty days dfterpupils' first encountering

the vocabulary. 14 pupils out of 18 participatedha test completing. The aim was to

evaluate the pupils' knowledge of the vocabulapynfilUnit 5A in written form because
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the previous practice activities were mostly intten format. (See Appendix 6C) The
first tasks focused on matching eight pictures ightewords given in the table. The
second multiple-choice type of task was aimed absing the correctly spelled word in
order to complete the sentence. The third questas designed to supply a dictionary
definition with a correct word by own choice. Theal question of the test was a
memory task; brainstorming of other places in tdiat were not mentioned in the test.
Each task was provided with the maximum scoringe Tést was finally evaluated
according to the scale used by all English teacimetise secondary school in Pardubice

(see Evaluation Scale 1).

*1

1%

$1 (
13 *
1

Evaluation Scale 1

According to Table 11'Test 1 evaluatidn the pupils recycled the vocabulary
successfully. Despite the written form of the tedlt|earning types benefited from this

format of testing.

No. GTeaTzker 1| 2| 3| 4 | Total | Mark
1 boy 8 4 4 8 24 1
2 boy 8 4 4 8 24 1
3 boy 8 4 4 8 24 1
4 boy 5 3 1 5 14 3
5 boy 8 4 4 8 24 1
6 boy 8 4 4 8 24 1
7 girl 7 4 4 8 23 1
8 girl 8 3 4 8 23 1
9 girl 8 4 4 8 24 1

10 girl 8 4 4 8 24 1
11 girl 7 3 3 8 21 2
12 girl 8 4 4 8 24 1
13 girl 7 3 3 8 21 2
14 girl 7 4 4 8 23 1

Average | 7.5| 3.7| 36| 7.8 22.6 1.3

Table 11: Test 1 evaluation

10.5.2.5. Conclusion
The first part of the Teaching vocabulary reseatonfirmed that | had not

sufficiently concentrated on vocabulary matter iy pnevious teaching experience. In
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order to meet individual learning styles and pEcthe vocabulary in proper way, | had
to supplement the textbook with other material. Tédbook did not provide sufficient
opportunities for further practice of the vocabulbst of Unit 5A.

In conclusion, the whole lesson procedure lastemlitabvo weeks. During this
time some pupils were absent and thus did notqgyaated fully. However, from the
activities for practising and techniques for presen the visual type of learners
obviously most profited from this unit part. Theasen for this is that the vocabulary
was presented visually and then practiced in wriggercises. However, because |
supplemented the textbook with other material, dtieer two styles of learners could
participate in the learning process. Consequeltitly,test on the vocabulary resulted

successfully because it was based to the preveaching-learning process.

10.5.3. Unit 5 C - Asking the way

10.5.3.1. Preliminary information
Topic: Finding one's way about town

p. 50-51 Student's Book
p. 38-39 Workbook (see Apgli@ivA)
Vocabulary Direction and locationgyp past, on the corner of, on the rightc.);
places in towngost office, chemist'&tc.)

€ AsKING THE WAY

go along /gou o'lpy/ it po (ulici)

go over /gou 'ouva/ plejit pres

go past /gou 'paist/ projit kolem

goround /gou 'raund/ jit kolem, jit po
(zaktivené draze)

How do I getto ...? /hau du: a1 get tu/ Jak
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se dostanu k ...?
Is there ... near here? /1z Oco(r) ... no hio/ Je
tu nékde blizko ...?
~nextto /'nekst tu:, to/ vedle, blizko, u
- on the comer /pn 0o 'ko:ns/ na rohu
.. on the left/right /pn 0o 'left, 'rait/
vlevo/vpravo
on the other side /pn 01 A00 'sard/ na druhé
strané
- take the first/second tuming /tetk 3o f3:st,
sekond 'ts:nin/  zabocit do prvni/druhé
ulice
- tum left/right /ta:n 'left, 'rait/ zahnout
vlevo/vpravo

bank /bzpk/ banka
canal /ko'nzl/ kanal
chemist’s /'kemusts/ drogerie
hairdresser’s /'heodresoz/ kadefnictvi
police station /po'lizs sterfn/ policejni stanice
post office /'poust pfis/ posta
railway /'rerlwer/ Zeleznitni
roundabout /'ravndebauvt/ kruhovy objezd
supermarket /'su:poma:kit/ supermarket
traffic lights /'trefik laits/ semafor
tuming (n) /'ta:nmg/  odbocka, zatacka
underground station /'andagravnd

sterfn/ stanice metra

Wordlist 2: Project 3, Unit 5, Workbook, p. 86-87
Aim of the lessonsthe pupils will have active knowledge of vocalvylaonnected with

the theme "direction and locations" and "placesoinn”, and they will be able to use

the words in context.

10.5.3.2. Technigues used for presentation
At the very beginning of Unit 5C, | focused eficiting questions about how to

ask for direction and locations with a key woecdshpoint A few pupils gave
personalisedsentences with the key word. Everything was writbe a board (visual,
auditory, kinaesthetic). A wordoundaboutwas crucial for understanding the tape-
based activity, so it wapre-taughtin order to help weak learners to succeed in the
listening comprehension activity. It was also veritton a board supplied with an
illustration (visual, auditory). The pupils wereepented withvisual stimuliin form of
pictures/diagrams presented in the textbook ortededy myself to elicit the forms
(visual, auditory).

During an exercise in the Student's Book, | progtitiee learners witllefinitions
explaining the difference betweem the cornerandin the corner,supplied with an

illustration on a board (visual, auditory). A pupisked for the meaning g up/go

down | provided the pupil withexample sentencesith the key expressions (visual,
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auditory). This exercise was generally understoedddficult and some diagrams
confusing. Two kinaesthetic learners worked togetinawing the diagrams and writing
"directions and locations" on a board (visual, sugi kinaesthetic).

During the picture dictation, a pupil asked fornskation of the preposition
opposite of The meaning was explained by another classmdtanm of peerteaching
(auditory).

In the second lesson, the pupils worked in groupgnd the reading task called
"Treasure Hunt". A worctlue was translatedin the instruction part (auditory). The

technique ofpeer teachingrepresenting a student-centred learning, was egpplithin

the pupils group work. They consulted unknown vataty within the group (visual,
auditory, kinaesthetic). However, a wottkasure was presented by me through

example sentence® elicit the Czech equivalent from the pupil whaeked for it

(auditory).

During the brainstorming activity of "buildings own", an undergroundwas
supplied with Americasubwayandcolloquialtube.All werewritten on a board (visual,
auditory).

For the role-play discussed below, the simple dng&/iwere used for presenting
the vocabulary items of places in town. These pastuvere firstly used telicit the
forms and then they were used during the actiwitgu@l, auditory, kinaesthetic). For

sample pictures of buildings in town see Appendx 7

10.5.3.3. Activities used for practice
- Matching pictures to words; Student's Book, Workhoblackboard, individual

work, pair work for 2 pupils writing on a board gual, kinaesthetic)

- Naming objects; my own illustrations, pictures, ehdass work (visual, auditory)

- Tape-based task, listening to directions; Studdusk, individual work (auditory,
kinaesthetic)

- Picture dictation; the use of familiar words andvrneocabulary in contextualised
listening task; handouts, blackboard, individuarkvfvisual, auditory, kinaesthetic)
Appendix 7B

- Reading comprehension task called "Treasure Huh&revreaders follow the clues
and find treasure on a simple map. The pupils whveled into three groups

according to the VAK model. The task was also d#fgiated according to the

51



learners' preferences. The kinaesthetic group vdorkth one large map reading the
clues together. The visual group members read @lfmivied the clues individually.
Each auditory learner was provided only with thgoraad they followed the clues
while listening to another auditory learner, whoswaading the clues out loud.
During the activity one pupil was provided with exsupport (all styles).

- Completing words into context; Workbook, individwedrk (visual)

- Making conversations with new vocabulary; StudeBt®k, pair work (auditory,
kinaesthetic)

- Making conversation with new vocabulary, how to gedifferent places which are
within easy reach of the school; pair work (audit&inaesthetic)

- Role-play, a virtual city based on the map in StideBook p. 50. The pupils
worked in pairs asking and giving each other diomst Shops and buildings in the
town were represented by simple pictures placethendesks, coloured sheets of
paper represented water, park and railway line. rolaes of desks were positioned
into blocks in order to create streets (auditomyaksthetic).

Homework1

Writing a short description of own city map drawaridg the previous unit part. The

use of the new vocabulary, places in town and tiaengatical structuréhere is/are

(visual, kinaesthetic) See Appendix 7B.

Homework?2

Writing a short note to a friend with directionsrin the bus stop to their homes (visual,

kinaesthetic) See Appendix 7B.

10.5.3.4. Test 2
The testing of the vocabulary consisted of formad anformal test. The formal

written test was administered ten days after thst fiesson. 15 pupils out of 18
participated in the testing. The aim of the writtest was to evaluate the pupils’
knowledge of the vocabulary with the grammar pattBom Unit 5C, which were
previously practiced in the written form. (See Apgx 7C) The first task focused on
matching expressions to the diagrams. This exemes® copied from the Workbook.
The second matching task was aimed at connectiagn#iimes with the pictures of
places in town. The third question consisted oé¢hsub-tasks. The learners read the

conversation and followed the directions to the novin place. While following the
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directions, the pupils filled in the articles irttee text. The last part focused on reading
comprehension. The pupils corrected the wrong tioes in the text. The map and the

first text were copied from the Student's Book; kuer, the last conversation was

designed by me. Each task was supplemented witmgx@mum scoring. The test was

finally evaluated according to Evaluation Scale s2e( below) used in the lower

secondary school.

(*
(*1(
(13

1 (

*l *

%1

BEvalion Scale 2

According to Table 12Test 2 evaluationthe pupils recycled the vocabulary positively.
Despite the difficulties with the test devisingetipupils filled in the test with no

difficulty. Task one and two were received as tlasiest. However, the learners
struggled with the task three, which included notyadwo sub-skills but also reading

skill.

No. GTeaTSdker 1 2 | 3ab | 3c | Total | Mark
1| boy 11 8 13 2 34 1
2| boy 11 8 10 0 29 2
3| boy 10 8| 125 2 32.5 1
4| boy 11 8 7 0 26 2
5| boy 9 8 4 0 21 3
6| boy 11 8| 125 2 33.5 1
7| boy 11 8 13 1 33 1
8| boy 11 8 12 2 33 1
9 girl 11 8 8 2 29 2

10 girl 11 8 13| 1.5 33.5 1
11 girl 11 6 13 2 32 1
12 girl 11 8 12 2 33 1
13 girl 11 8 7 2 28 2
14 girl 11 7 12 2 32 1
15 girl 11 8 13 2 34 1

Average | 10.8| 7.8| 10.8| 1.5 30.9 1.4

Table 12: Test 2 evaluation
Concerning the informal test, the learners werermblly evaluated during the
role-play activity. As this testing was only to ckethe pupils' ability to use the
language in real situation so no formal scoring wapaglied. During this speaking task;
Student A asked for location of a place in the tastiosen from the list. Student B
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provided Student A with directions of the placeudgnt A followed the directions and
located the place. According to my opinion, botforsgy and weak learners benefited
from this activity as they could choose the rolesd ahe language (auditory,

kinaesthetic).

10.5.3.5. Conclusion

To conclude Unit 5C, according to my lesson plamg e reflective journal all
learning styles equally benefited from the teach@agning process of the vocabulary.
Generally speaking, the pupils mostly enjoyed tickupe dictation and "Treasure hunt".
However, even though | prepared the role-play, whbe majority of the class could
learn most, the pupils seemed not to really enjuy task. After all, the choice of
vocabulary helped me to create effective learningddions for the auditory and
kinaesthetic learners, which did not really prafiteom the previous unit part. Even
though some pupils were absent during the lessmsfinally succeeded in the formal
and partly in informal testing. Finally, the textidoexercises and my supplemented

material helped the learners to use the vocabulgogrsonalised context.

10.5.4. Unit 5 D - London's burning

10.5.4.1. Preliminary information
Topic: The Great Fire of London

p. 52-53 Student's Book
p. 40-41 Workbook (see Apgig 8A)

Aim of the lessonsthe pupils will be able to recognise the wordssks of unknown

words (nouns, adjectives, verbs). They will alswehactive knowledge of vocabulary
connected with the adjectives and their oppositesa@mparatives, and will be able to
use the words in context.

Vocabulary Adjectives: opposites and comparatives (wide,ravey etc.; clean,

cleaner, etc.)
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D LONDON’S BURNING
Nouns Podstatna jména

baker /'beiko/ pekaf

bakery /'bertkerrv/ pekafstvi

brick /brik/ cihla

cart /ka:t/ vozik, kara

loaf (loaves) /louf (louvz)/ bochnik/y
oven /'Aven/ pec

rat /ret/ krysa

rubbish /'rabif/ smeti, odpadky
stone /stoun/ kémen

wood /wud/ dfevo

Adjectives Pfidavna jména -
crooked /'krukid/ kiivolaky
dirty /'ds:t/ 3$pinavy

dry /drar suchy

namrow /‘narou/ uzky
safe /serf/ bezpeiny
straight /strert/ rovny

wet /wet/ mokry, vihky
wide /ward/ Siroky

Verbs Slovesa

blow /blov/ vat, foukat

build /brld/ stavét, postavit

bum /b3:n/ hotet

catch fire /katf 'faro/ vznitit se, za&it hofet
destroy /di'stror/ znicit

escape /1'skerp/ utéct, uniknout, uprchnout
fall asleep / fo:1 o'sli:p/ usnout

spread /spred/ rozsifitse

Wordlist 3: Project 3, Unit 5, Workbook, p. 87

10.5.4.2. Technigues used for presentation

During the first lesson of Unit 5D, the learnersrevegpresented with new
vocabulary through a text. The aim of the readask twas to introduce the technique of

guessing from contexwithout a dictionary consultation. In a warm-ugge of the

lesson, lelicited three basicword classesof already known words from previous
lessons; all were written on a board. We discusted characteristics of nouns,
adjectives, verbs in the example sentences writtea board (visual, auditory). Before
the text reading about the London's Burning, weate@ anetwork of a wordfire in
order to open the topic. It was also drawn on tbard (visual, auditory). Visual stimuli
in a form of pictures in the textbook helped meetwit new vocabulary from the
learners. | also wrote these words on the boarsu&j auditory). While reading, the
pupils were asked to underline all the unknown wardthe text. The next step was to
determine the word classes of the words (visual).

During the pupils free writing, several words nekde betranslatedquickly so
that they could continue without delaylesh skin to run away to crack burnt,
confusedscream andpain. All the words were written on the board (visualditory).
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A word fetch from the song lyrics was explained in an examgm@etenceand

compared with a wordbring. Pour on waterwas demonstratecdy me and presented

with its homophon@oor (visual, auditory)

10.5.4.3. Activities used for practice
- Word grouping according to the word classespmf of brainstorming or using slips

of paper, pair work (visual, auditory, kinaesthgtic

- Translation of the text into the pupils' targabhdguage; Student's Book, whole class,
individual (auditory)

- Using the vocabulary to complete a specific téstiking back into the historical event,
free writing; individual work. The pupils were dided according to the VAK model.
The visual learners wrote about what they saw duttie fire. The kinaesthetic learners
wrote what they smelt and felt. The auditory leasngrote about what they heard. This
task was received positively as the pupils coulgress theirpersonalfeelings and
apply their imagination (all styles)

- Using suffixes to build new words from brainst@giadjectives creating comparatives
and superlatives; Student's Book, a board, indaliduork, whole class work (visual,
auditory)

- Using comparatives to specific task; Student'®iBdNorkbook, individual work
(visual)

- Matching words to their opposites; Student's BaMorkbook, slips of paper. While
the pupils were writing opposites of given adjeesivin the Workbook exercise, two
kinaesthetic learners were matching the oppositethe slips of paper. In order to join
the auditory learners in this activity, an audittegrner read the matched opposites out
loud so that all learners could check their ansysassial, auditory, kinaesthetic)

- London's Burning song; whole class (auditory glesthetic)

- Filling in gaps in sentences, dictation of thecafoulary; The Great Fire of London

recorded text, handouts, individual work (auditodypendix 8B

10.5.4.4. Test 3
Concerning the vocabulary division in the Workboakd the number of

vocabulary in the wordlist, | decided to create @entest mostly focusing on
recognition of the word classes. The test was aptished nine days after the first
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lesson of Unit 5D. 16 pupils out of 18 participaiadthe testing. (See Appendix 8C)
The first task of the test focused on nouns inrenfof matching pictures to words. The
second task oriented on the pupils' recognitioaref extra word of different word class
that does not belong into the line. The third guestested the knowledge of word
formation of comparatives and superlatives. The texhe question four was copied
from the reading task in Student's Book. The pupire asked to mark nouns,
adjectives and verbs in the text. Each task wapleoented with the maximum
scoring. The test was finally evaluated accordingevaluation Scale 3 used in the

lower secondary school.

s
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Bvalion Scale 3

According to Table 13Test 3 evaluationthe pupils recycled the vocabulary excellently.
Despite one pupil, other pupils filled in the tagth no difficulty. In comparison with
the previous two tests, the learners obviously gicoeatching type of activities as the
easiest. Even though the word-class recognition beeh practised in great extend,
some of the pupils struggled with the last taskwkleer, the results show that all the
pupils with different learning styles succeedethia test despite its written format. As a
result of this, new vocabulary presented and pradtin the lesson need to be recycled

in the form of a test as important of the teachesghing process.
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o |G 1| 2] 4| 5 |Total | Mark
1 boy 6 1 12 6 25 3
2 boy 10 2 8 12 32 2
3 boy 9 3 12 12 36 1
4 boy 10 3 12 12 37 1
5 boy 10 3 12 12 37 1
6 boy 10 3 12 12 37 1
7 boy 10 3 12 12 37 1
8 boy 10 3 12 12 37 1
9 boy 10 3 12 12 37 1
1 girl 10 3 12 12 37 1
2 girl 10 3 10 12 35 1
3 girl 10 3 12 12 37 1
4 girl 10 3 12 12 37 1
5 girl 10 3 12 11 36 1
6 girl 10 3 12 11 36 1
7 girl 10 3 12 12 37 1

Average | 9.7| 2.8| 11.6| 115 35.6 1,2

Table 13: Test 3 evaluation

10.5.4.5. Conclusion
In summary, Unit 5D lasted about two weeks, whigans six lessons in total. As

the unit part was based on reading a historicabawg the visual learners benefited
mostly from the unit, as well as the auditory leasthanks to the range and complexity
of the activities used for both vocabulary aspegtesentation and practice. According
to my reflective journal, the kinaesthetic learneasher did not participate in the
learning process. The reason for this is that Inout difficult to provide the
kinaesthetic learners with more than two kinds divities for vocabulary practice.
However, as the pupils possess more than one nk@oning style (see Table 7:

Learning styles of the class), they finally suceaskth the vocabulary test.
10.6. Questionnaire 3: Pupils' reflection

10.6.1. Preliminary information

At the very end of the action research, | decideéind out the pupils comments
and remarks on the previous teaching-learning wdeap process in form of a
guestionnaire. The questionnaire was importantisgoder the pupils' agreement or
disagreement with the vocabulary activities usethélessons. The students were asked

to read and study the questions carefully and ssvanthem truthfully, as their answers
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were important for my future lesson planning ane@ppration. This questionnaire
contained five main questions both closed and opka.main part of the questionnaire
concentrated on activities for presenting and ps#ct new vocabulary items used in
the teaching/learning process. The questionnaire presented in the Czech language
so that the students could follow the points withdifficulties and were able to express
themselves freely. The data interpreted below aadyaed in English and the Czech

version of the questionnaire is enclosed in theeadjx part. (See Appendix 9)

10.6.2. Outcomes

The filled questionnaires were a valuable sourcdeeflback on my previous
English vocabulary teaching. The pupils not onlgyisied me with a valuable feedback
on the teaching process; however, they also reffiech themselves. Unfortunately, two
children could not participate in this final phahge to their absence. Even though the
research tool was difficult to create, and someblg@mms occurred during the

administration, the gained data were beneficial esflection on the whole project.

The first questioriHave you enjoyed the vocabulary®as aimed at eliciting the
pupils' interest in the previously accomplisheddess. The answers show (see Graph 3)
that one-half of the group (56%) enjoyed the lessmncentrated on the sub-skill. 31%

from the total number of 16 pupils could not decitié?o disagreed.

Question 1

O031%

056%
B 13%

OAgree B Diasgree OUndecided

Graph 3: Question 1
The second questidiwas the teaching process beneficial to yowas answered by all

students (100%) as beneficial, positive and useful.

The third question concentrated only on firesentation techniquessed during the
teaching process. The question included four diffetechniques, each provided with
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three possible answers. The first optional answas marked as positive. The second
optional answer was marked as neutral. The thirdooal answer was marked as
unsatisfactory. This means that, the lower the esamas, the more beneficial the
technique was. (See Table 14) The third questiothefquestionnaire as well as the

forth question were analysed according to the sscake in Table 14.

Interesting/positivg Normal Uninteresting/JJUndecidec Othen

suitable/motivating negative/borin
beneficial unbeneficial
1 2 3 n ?

Table 14: Scale for the answers

In the following paragraph, the outcomes of thedtlquestion are analysed in detail.
See also Table 1'Results of presentation technique$ask A concentrated dtUsing
visual stimuli for presentation”"According to the theory, this technique is mostly
suitable for visual learners. However, since thgual stimuli were mostly used for
elicitation of new vocabulary items, the auditopainers were also involved in the
process. This means that the technique of usingavistimuli was accepted with the
scoring of 1.56 in average. Task B concentratedToanslation of an unknown word"
According to the theory, this technique is mostlyitable for auditory learners.
Nonetheless, since the translated words were alwaiten on a board the visual
learners were also involved. Therefore, this tegpliwas received with the same
scoring as the previous technique. Task C focusethe techniquéGuessing from
context" According to the theory, learners need to benéaiin this technique in order
to be successful. Since the technique was usethéofirst time, the results show that
the technique was received negatively with theisgo2.07 in average, which is the
worst. Task D presented the technigawing a word network" This technique is
beneficial for auditory and visual learners. Sitice technique includes knowledge of
other word associations, the weak pupils did ndterdhe technique. To sum up the
results, the task A and B were received as the soktble to a majority of the learners;

however, a minority forming other individuals stiked to be considered.
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Task
No. | Gender A B C D

1| qirl 1 2 1 2

2| girl 2 1 3 2

3| girl 1 2 3 1

4| qirl 1 2 1 1

5| girl 2 1 2 2

6| girl 1 1 2 1

7| girl 2 1 3 n

8| girl 2 1 2 2

9| boy 1 1 n n

10| boy 1 2 2 2
11| boy 2 2 1 1
12| boy 2 2 3 2
13| boy 1 2 3 1
14| boy 2 3 2 2
15| boy 2 1 n 2
16| boy 2 1 1 n
Total 156| 1.56| 2.07| 1.62

Table 15: Results of presentation techniques

The question four was intended to find out the |sumactions to the activities used for
"Practising new vocabularyin the lessons. Table 16 shows the results ofptimls'

answers. These results were also analysed accdadihg scale in Table 14, see above.

This task consisted of twelve different activitiashich were presented during the
teaching process. Activity ANaming objects according to pictureis'suitable to visual
and auditory learners according to the theory agdeflective diary. The results (1.27
in average) show the high popularity of the acfivictivity B "Filling crosswords”
suitable for visual learners was received with shere of 1.88 in average. Activity C
"Completing words into contextiias the third activity to be evaluated by the fupi
This technique for visual learners was analysethasvorst from all of the techniques
used, with the score of 2.07. Activity 'Brainstorming of vocabularylvas received as
positive by auditory learners and with the boanopgut also by visual students, with the
scoring 1.56 in average. Even though activityPicture dictation"was suitable for all
the styles, it received the score of 1.67 in averdgtivity F"Drawing a city map with
its description"was the pupils” homework. According to the refliecournal, except
for auditory learners the visual and kinaesthdticlents profited from the technique. It
was scored with 1.57 in average. During the readuttyity G called'Treasure Hunt"

the learners were divided into three groups acogrth their styles. Even though this
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activity was difficult to devise, the pupils undersd this activity as the third most
valuable with the scoring 1.42Mord grouping according to word classesittivity H,
was understood as the second worst from all thieitees with the score 2.06. The
activity | "Oral vocabulary practice'was useful for auditory learners and it was scored
1.69 in average. The most demanding activity Jrthe-play"Giving directions in a
virtual city" was successful from all the activities with th@rsc1.20. The last two
writing tasks K and L received similar scoring 1.&7d 1.69, which means that some

pupils valued the activity and some not.

Task
No. |Gender| A B C D E F G H I J K L
1| girl 1 2 2 2 1 1 1 2 3 1 2 1
2| girl 1 3 2 1 3 2 1 2 2 1 2 3
3| girl 1 1 2 1 1 1 2 2 1 1 1 1
4| qgirl 2 2 3 1 1 2 n 2 1 1 2 1
5| girl 2 2 2 1 1 2 1 3 2 1 2 2
6| girl 1 2 2 1 1 1 1 2 1 1 1 1
7| qirl 1 1 2 2 3 2 2 2 2 1 1 3
8| girl 2 1 3 2 1 1 1 2 1 1 2 1
9| boy n 2 1 2 3 n 2 3 2 2 1 1
10| boy 1 3 n 1 1 1 n 2 2 2 1 3
11| boy 1 1 3 2 n n n 1 2 1 3 3
12| boy 1 2 2 1 3 1 n 2 2 2 2 1
13| boy 1 1 1 3 1 2 1 1 1 1 1 1
14| boy 1 1 1 2 1 1 2 2 2 1 1 1
15| boy 2 3 2 2 1 3 1 2 2 1 3 3
16| boy 1 3 3 1 3 2 2 3 1 n n 1
Total 1.27]1.88|2.07/156|1.67|1.57|1.42[2.06|1.69|1.20|1.67|1.69

Table 16: Activities for practising

The last question of the questionnaire includedjestive opinions of the learners

concerning their personal way of leaning.

10.6.3. Conclusions

The questionnaire callédPupils' reflection"happened to be the last phase of the
whole project oriTeaching Vocabulary to Learners with Different b@iag Styles! The
questionnaire summarised the research stagaching vocabulary"Even though the
learners” showed preference to particular techsicarel activities, the future choice
need to be considered conscientiously, as sométagior techniques were suitable for

individuals within the group. The more variablghs process, the better.
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10.7. Conclusion of the Practical Part

The practical part draws on the theoretical pagrigat extend. However, some
techniques for presenting, practising and testiegewnot included with the respect to
the syllabus. The research has had of course somtations because of the low and not
stable sample of pupils. Therefore, the results mainbe generalised. They are valid

only for the particular group of pupils where tiesearch was accomplished.

On the whole, the choice of the instruments waglgas they were easy to use
and analyse; however, demanding to devise. Thardsdelped me to get into a closer
contact with my students, which improved the oveafinosphere in the classroom.
Moreover, this research enabled me to get famiidin some presentation techniques,
and activities for practising and testing vocabyld@ihe research confirmed the theory in
that teachers are responsible for creating poséna valuable learning atmosphere, as
not all textbooks provide learners with the actdat suitable to all their individual
learning styles. This means that without my supeletary material the kinaesthetic
learners would not have taken advantage from theoles. Moreover, while studying
with the matter of individual learning styles | dilty understand the way how new
words or information are acquired. In my opinidme tesearch was as well beneficial to
the students since they realised how importanwvtdeabulary is for them. In addition,

the discussion about the learning styles broughitive responses and self-recognition.
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11. CONCLUSION

The final thesis, as the title prompts, focusedeathing and learning vocabulary
in the heterogeneous classroom. As the subskill cigcial for meaningful
communication between people thus the topic wasoexqb closely. First, the theory
concerned the approaches and techniques for pmgergractising and testing
vocabulary followed by the learning style theorighie obtained data of the action
research realised in the English group of pupilsevemalysed in the practical part.

The first part of the thesis, based on theory, diagled into three main chapters.
In the first main chapter, the theory focused @atleng vocabulary with all the aspects
that are included. Firstly, the leading role of abualary was presented followed by the
extended section on techniques and approaches fasguaesenting new vocabulary
items in the classroom. Thirdly, since the learmenscipally participate on the learning
process, the section concerning vocabulary aconseind retention was included. The
forth section was aimed to introduce activities famactising vocabulary in the
classroom. The final fifth section of the teachwagrabulary chapter dealt with the
possible ways of vocabulary testing. The secondchrohapter of the theory explored
different learning styles that appear in heterogeseclasses. As a questionnaire based
on the VAK model was used in the classroom invasiog, this chapter dealt with this
classification predominantly. The third main chaptkthe theoretical part described the
strategies for differentiation inside English laage classes necessary for organisation
and planning. The theoretical part became the soofénformation important for the
following practical part of the thesis.

The second part of the final thesis concentratetherresearch. First off all, the
aim of the action research was established, whigb @ find out optimal activities for
vocabulary teaching in order to meet different néay styles of learners in the
particular group. On the basis of the pupils expere with the learning new English
vocabulary items and the subsequent identificatibtheir individual learning styles,
the main part of the research followed. During plaet oriented to teaching vocabulary,
the attention focused on the particular vocabulistyg in a textbook and the correlation
between the pupils learning styles and the teclasigund activities used for vocabulary

presentation, practice and testing.
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According to the theory and the research outcoroesteen or fifteen years old
learners possess various styles of thinking anchilega Some are auditory types, some
visual types; others can be kinaesthetic or tatyjes. Some learners prefer working
with others, with a partner or in a small grouph@s enjoy working individually. This
means that one particular teaching style cannot teamers' needs. Therefore, teachers
should apply various types of activities either fmesentation, practice or testing
vocabulary in order to activate different pupilihking ways. Moreover, the research
outcomes show that after identification of the widiual learning styles of the learners,
the teaching/learning process can be improved attdriplanned.

To conclude, the thesis dealt with many varioussu@ vocabulary teaching and
that is why the outcomes are extensive. Therefdreczan be recommended to
concentrate the next study only on one aspect oalwdary teaching or on deeper

analyses of pupils individual learning styles.
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12. RESUME

Diplomova prace nazvandyuka slovni zasoby siplédnutim na rozdilné styly
u eni ak (Teaching Vocabulary to Learners with Differenatming Styleske zabyva
procesy vyuky anglické slovni zasoby. V teoretickésti jsou mapovany techniky
prezentovani, procvbvani a testovani slovni zdsoby vhodné pro akyhého stupn
zakladni Skoly a jejich rozdilné stylyeni. V praktické asti bylo ov it korelaci t chto
technik s individualnimi styly weni ak pomoci dotaznik obsahové analyzy plama
hodiny a reflektivniho deniku itele, a v neposlednad pomoci pisemnych testak
na danou slovni zasobu.

Na zaatku teoretické asti je slovni zasoba gdstavena jako nedilna sdst
smysluplné komunikace v cizim jazyce. Aby byla @zg na komunikace Usgna, je
t eba vnovat se tomuto jazykového prasiku pati n a systematicky v hodinach
ciziho jazyka, a té je deité vést aky k postupnému rozvijeni v této oktia O
d le itosti slovni zasoby sw i nasledujici citat lingvisty Davida Wilkinsna, kye ika:
"Zatimco bez gramatiky se dd&ci velmi malo, bez slovni zasoby se nedéi
nic."(Wilkins 1972, citovan Thornbury 2002, 13)

Po uvodni kapitole o vyznamu alditosti slovni zasoby néasleduje rozsahla
kapitola o pistupech a technikach prezentovani nové slovnilgasé prvnim pipad,
je-li sou asti planu hodiny poslech etba textu, je mo né klbvou slovni zasobu
vysv tlit p edem, aby se pdeSlo nedorozumi. V této fazi je vSak ¢ba zvait
mno stvi kli ovych slov a Urove &k . Jestli vSak aky nejdve seznamit s vyznamem
slova, i jeho pravopisnou podobou, zavisi na zvolené tieehprezentovani. Znalost
ciziho slova znamena znalost nejen jeho tvaru,ovyslsti a pekladu, nybr i jeho
slovniho spojeni, gramatickych znakormalit a p vodu. S poate nim vyb rem slovni
zasoby, kterd ma byt prezentovana @k u itelé maji mo nost pou iti bu tradi nich
technik, nebo mohou istoupit k pou iti technik, které jsou postaveny maklad
akovy samostatnosti a zodpainosti za ueni se cizimu jazyku. Tato kapitola popisuje
vyhody a nevyhody thto prezentanich technik, které jsou dale podrobrkoumany
ve vyzkumné asti.

Nasledujici ast tykajici se vyuky slovni zasoby se zabyva x@kén slovni
zasoby a jejim ukladanim do patm Aby mohla byt slovni zasoba zapamatovana, je

nutné pochopit jeji princip ukladani do pam Na zaatku jsou slovika ulo ena v
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kratkodobé panti po dobu nkolika minut, ponvad je tato pam kapacitn
limitovana. Aby vSak mohla byt ulo ena v dlouhodopam i, stavaji se pdm tem
zkoumani v panti operativni. Kapacita operativni patnje umo n na tzv. artikulani
smy kou, ktera neustalym opakovanim udr uje kratkodolpam obnovenou. V této
operativni panti probihaji procesy jako je dedukce, osvojovardhapani. Postupn
jsou nova slovni spojeni zapamatovana a ulo enaakdad p edeSlych zkuSenosti a
znalosti aka do spletitého systému dlouhodobé piam

Aby nebyla slovni zasoba zapomenuta, gba ji nale it procvi it a p ezkouset.
Nasledujici dv kapitoly, které navazuji na gedeSlou kapitolu o zapamatovéni, jsou
zam eny na struny vy et a popis aktivit pro procvovani a testovani receptivni
produktivni slovni zasoby. Pro zjisili efektivnosti procesu vyuky slovni zasoby slou i
uitel mi ak m pisemné a ustni zkouSeni. Proovani a zkouSeni, dvhlavni asti
procesu vyuky, jsou nedilnou s@sti opakovaciho cyklu a poskytujiiteli i ak m
cennou zptnou vazbu.

DalSi rozsahla kapitola teoretick@sti vymezuje individualni styly eni jako
jeden z mnoha vnmich faktor ovliv ujici akovu schopnost it se. Mnoho odbornik
se zabyva rznymi styly a typy ueni, ale pro tuto praci byl vybran model VAK, ktery
se opira o podstatu ziskavani novych informacieskrz&kladni smysloveé receptory —
0 i, uSi a hmat. Jedna se tedy eehni styl vizualni, auditivni a kinestetickiytaktilni.
Zakladnim principem pro vyuku akpreferujici ziskavani novych informaci skrze zrak
je pou ivani vizualnich pontek, a to proto, e tito aci radi informace vidi tou. Maji
té sklony k individudlni praci. Auditivni &aci nadruhou stranu radi pracuji ve
skupinach a nové informacegwan ziskavaji prosednictvim sluchu. Teti skupinu
tvo i &ci kinestetiti a taktilni, ktei maji potebu byt fyzicky zahrnuti do procesuani.

V této teoretické asti je takté strun zminno rozdleni na éaky s typem teni
analytickym i serialistickym, a typem syntetickym takté zvanym holistickym. V
ka dém pipad u ebni styl se vyviji z vrozeného zakladu a Uzce sbse stylem
kognitivnim. Jak selov k postupem asu vyviji a petvai ziskanymi zkuSenostmi a
vzd lanim, vyviji se i jeho webni styl. Pro utele je tedy dle ité znat individualni
styly u eni svych ak, jeliko tato znalost m e napomoci k planovani smysluplnych a
efektivnich hodin. Tak e im vice se utel v nuje rozdilnym uebnim stylm svych

ak , tim vice se &ci citi spokojeni a motivovani jgkalnotlivci i jako skupina.
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Posledni kapitola zminé teoretické asti je vnovana strunému popisu
individualizace a diferenciace uvnitidy. Jeliko je ka dy &k jedineny, je na uitel,
aby vytvoil optimalni podminky pro vyuku tak, aby vyhovovalatSin . Je mnoho
zp sob jak vyu it diferenciované weni v ramci cizojazyné hodiny. Uitelé mohou
vyu it diferenciaci r zn obti nym textem, diferenciaci zadanym Ukolemrozdilnym
vysledkem. DalSi mo nosti diferenciace se naskytujiramci pidavné podpory,
skupinové prace, zajmu aka v neposledniad vyu iti rozmanité Skaly aktivit. Na
zavr je nutné podotknout, e jakakoliv podoba difereme napomaha ueli v
organizovani a planovani hodin, které jsou zamy na rozvijeni autonomie ak

Druhou ast diplomové prace tvb ast praktickd. Cela tatcast je zalo ena na
ak nim vyzkumu, ktery byl proveden s osmnacti aky é@vtidy na Zakladni skole v
Pardubicich. Cely vyzkum se odehraval v rozmeZi gesic a zahrnoval rkolik fazi.

V Gvodni fazi vyzkumu byl stanoven cil: na zaklatefinovanych uebnich styl &k
optimalizovat procesy vyuky anglické slovni zasobyuhotnym cilem bylo seznamit
aky s problematikou individuélnich styl je by mohlo byti pro n pinosné v
budoucim studiu. VSechny vystupy a data této prké&ti asti byly nashroma chy
pomoci ti r znych dotaznik, formalnich piprav na hodiny a jejich nasledné reflexe ve
form deniku, a v neposledrad pomoci test p ipravenych pro kontrolu znalosti dané
slovni zasoby.

Prvni krok vyzkumu bylo zjistit dosavadni zkuSenadk s uenim se anglické
slovni zasoby pomoci osobnavr eného dotazniku veském jazyce. Vysledky ukazaly,
e slovni zasoba je brana jako jedna z nkgdt jSich souasti anglického jazyka.
Navic, i kdy je anglicky jazyk chdpan jako obti pyedm t, mnoho &k vyu iva tento
jazyk jako dorozumivaci prosdek. Druha faze vyzkumu byla zamna na zjiSini
individualnich styl ak pomoci dotaznikuU ebni styl — percemi preference
prezentovan v Reflective Teaching in Second Language Classtooapsan autory
Richard a Lockhart (1994, 75-77). Vysledky dotamnfiotvrdily rozmanitost styl v
heterogenni td a té byly prokadzany nepatrné rozdily mezi pohtaviVysledem
tohoto dotazniku byly klové informace, de ité pro nasledny postup vyzkumu. V
nasledujici fazi byli aci rozdeni do ti skupin, na zaklad jejich vysledk v
p edchozim dotazniku, na aky iei se peva n vizualnim pistupem, &ky auditivni a

t eti skupinu tvali kinesteticky i taktiin zam eni aci. Ka da skupina ma za ukol
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prostudovat charakteristiky a strategieeni stylu svého a nasleddalSich dvou styl
Tato diskuze byla vytvena pro vlastni sebereflexi ak Hlavhim bodem celého
vyzkumu byla nasledujici kapitola popisujici vyulavni zasoby v dané skupirék .
Tato kapitola je rozdena do ti asti na zakladt i lekci v u ebnici Project 3 od autora
Toma Hutchinsona. Ka da lekce je uvedena seznantevih ek z pracovniho seSitu pro
danou lekci a cilem lekce. Nasleduje podrobné aaalgchnik a aktivit pou itych pro
prezentaci a procvovani nove slovni zasoby. U ka dé aktivity jadana informace o
stylu u eni, ktery byl pou it. Zavrem ka dé lekce je popis, vyhodnoceni a analyza tes
navrhnutych pro danou slovni zasobu. Posledni d&zfiho vyzkumu byl dotaznik
zji$ ujici zp tnou vazbu &k na uskuten nou vyuku slovni zasoby. Tento dotaznik byl
té navr en tak, aby aci reflektovali na syvlastni styl pi u eni se slovni zasob
Zavrem je teba podotknout, e vyzkum splnil sva ekavani. Jeho
prostednictvim bylo mo né seznamit se individualitou aklaného vku, a ov it si
odliSnosti v uebnich stylech a strategiichchto &k . Jeliko je kady &k jedineny
svym postupem p u eni se, je tedy na ieli, aby vyhovl jejich individualit
prostednictvim rznych technik a strategii pro prezentovani, pramxni a testovani
slovni zasoby. | kdy jsou vysledky vyzkumu platpéuze pro konkrétni skupinu &k
ziskané informace mohou byti inspirujici pro ostgbedagogy zabyvajici se timto

tématem.
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Appendix 1 - Lesson plan
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Appendix 1 - Reflective journal

Reflective diary
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Appendix 2 — Questionnaire 1
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Appendix 3 - Questionnaire 2
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Appendix 4 A — Discussion of the kinaesthetic group
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Appendix 4 B — Discussion of the visual group
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Appendix 4 C — Discussion of the auditory group
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Appendix 5 — Project 3
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Appendix 6A — Unit 5A
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Appendix 6B — Supplemented material

Pictures for presenting meaning

crown jewel  tower fountain pigeon

Reading task

Sentence completion
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Crossword

Matching
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Homework
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Appendix 6C — Test 1
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Appendix 7A — Unit 5C
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Appendix 7B — Supplemented material

Pictures of buildings in town

bank post office  supermarket chemist's

Homework 1
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Homework 2
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Appendix 7C — Test 2
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Appendix 8 A—Unit5 D
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Appendix 8 B — Supplemented material

Vocabulary dictation
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Appendix 8 C —Test 3
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Appendix 9 — Questionnaire 3
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