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Resumé

This diploma thesis describes a position of a novice teacher in the educational system. It will try to give the reader the insight into the problems that novice teachers face, especially when dealing with pupils with specific learning differences. This thesis explains what the main specifics of a novice teacher are, how the novice teacher differs from the experienced teacher and how he deals with class management and special educational needs. This thesis also offers the comparison of the opinions and points of view of the novice teacher and the experienced teacher.

This diploma thesis is divided into two main parts – theoretical and practical.
The theoretical part will describe firstly the specific learning differences, then differentiated instruction in a regular classroom together with class management, and then the phenomenon of the novice teacher, in his/her transition to an independent teacher in his/her own classroom

The practical part will include the results of the questionnaire survey, the analysis of two realized teaching units taught by the author of this thesis, summary of the interviews and the summary of the observations of lessons taught by the novice teachers and the experienced teachers.   

This thesis aims to help novice teachers who find themselves in a situation when they need to deal with pupils with specific learning differences in their own classes To help the parents who are looking for some kind of explanation or a guidance and lastly to the teacher trainees who are looking for an inspiration.

Introduction 

Many pupils nowadays suffer from some kind of learning differences and it is the teacher’s responsibility to provide such kind of learning environment that allows the pupils to fully develop their abilities and skills. To do that the teachers need to have appropriate knowledge about the problem; they need to be able to use appropriate aids and most of all they need to be patient and strong enough to deal with difficult situations.   

The problem of learning disorders is widely recognized and progress is being made to help learners achieve their goals. However, it is a challenge for the teacher to be able to deliver the knowledge and keep the students focused and interested in the subject, moreover if these students need any kind of special attention.  It requires special qualities and education in teachers and what is more, help from everyone, who is involved in the educational process.

There are many very good teachers for whom teaching is not only a job, but a life mission in the world. I met some of them already during my studies and teaching practice. I do admire their spirit, knowledge and determination and I certainly hope I will be as strong, determined and I will be able to allow my pupils to grow, as they are.

But the situation is different if the teacher is a graduate whose only teaching practice was the one during the years of studies when he was still protected and guided by the mentor teacher in the classroom. This graduate teacher has never faced the challenge of the pupil with the special educational needs and suddenly there are quite a few of them in his class.

This thesis should answer some of the most important questions and hopefully to help novice teachers to accommodate the needs of pupils with specific learning differences.

However, it is not the aim of this thesis, as the number of pages is limited, to provide another paper about the specific learning difficulties, as many authors before have provided a precise and a very detailed description of the problem. The author’s aim is to point out the most important facts about specific learning difficulties in connection to teaching a foreign language – in author’s case the English language. 

THEORETICAL PART: PART A

1
LEARNING DIFFERENCES

The phenomenon of learning differences is one of the actual problems in contemporary society not only for children and their families, but also for teachers themselves.  Teaching a child with learning differences is a demanding and a very time consuming task that puts a strain onto all the involved parties and puts teacher’s teaching skills to the test.  

These days there are many publications dealing with learning differences and describing the ways how to treat situations when a child with learning differences is involved. This master thesis will shed light on the problem of a pupil with specific learning needs from the point of view of a novice teacher. 

1.1
Division of learning differences
Learning differences can be divided into many categories, as it can be seen from the following arrangement from Grosser (1996, p. 9 – 14).

The authors distinguish the following learning differences:

1. Dyslexia with its subtypes :
a) Visual dysphonetic type


b) Auditory linguistic type


c) Mixed type

2. Other types of learning Disabilities:

2.1 Memory disorders

2.2 Mathematics disabilities with its subtypes Acalculia and Dyscalculia, that the authors divide according to Kosc  quoted in Blažková (2009, p. 14-15). into : 

2.2.1
Verbal dyscalculia 


2.2.2
Practognostic dyscalculia


2.2.3
Lexical dyscalculia


2.2.4
Graphical dyscalculia


2.2.5
Ideognostical dyscalculia


2.2.6
Operational dyscalculia

3. Non verbal Learning disabilities such as:


3.1
Social misperception


3.2
Attention Deficit Hyperactivity Disorder



3.2.1
ADHD Inattention type   



3.2.2
ADHD Hyperactivity Impulsivity type 



3.2.3
ADHD Mixed type

4. Language learning Disabilities


4.1
Aphasia



4.1.1
Expressive aphasia



4.1.2
Receptive aphasia


4.2
Autism

This division is very detailed and wide, but unfortunately the authors do not distinguish other types of specific learning disorders but dyslexia and among other types of learning disabilities mathematical disabilities. 

For the needs of this thesis the author will be concerned with specific learning difficulties. 

Specific learning disorders, however, need to be distinguished from the non- specific learning disorders. As Bartoňová (2012, p. 19) mentions:  

"...generally occurring, which can be caused by, for example, reduced intellectual abilities, sensory disabilities, lack of motivation for school work, unstimulating surroundings."
(Translated by Kateřina Šimarová)
(All the Czech sources used in this master thesis were translated by the author of this thesis Kateřina Šimarová)
Zelinková (2009, 22 – 23) and Blažková (2010, 9 – 11) also add other areas that might be affected: 

Attention disorder, disorders of left-right spatial orientation, disorders of the auditory perception, disorders of perception and reproduction of the rhythm, disorders of the visual perception, speech disorder, disorder of fine and gross motor skills, behavioral problems arising as a result of learning disabilities.

2
SPECIFIC LEARNING DIFFICULTIES

2.1
History of the specific learning difficulties 
The history of the specific learning difficulties (SLD) itself starts back in the nineteenth century when the French neurologist P. Brocka discovered a place in the human brain, more precisely a place in the temporal lobe of the left hemisphere of a human brain that coordinates the motor part of human speech. When this centre is damaged, the ability to articulate is lost.

Another similarly important discovery to mark the beginning of the history of SLD was the one made by a German neurologist O. Wernicke, who learnt that near the Brocka´s centre there are different centers that are responsible for understanding the spoken form of language and content of utterances. When these centers are damaged, the ability to speak is restricted or lost causing so called aphasia. 

Figure 1: the brain with the Brocka´s centre and Wernicke´s centre. Bartoňová, M, Kapotoly se specifických poruch učení. P. 10. Print
[image: image1.jpg]priméarni motorické korové po

primarni senzorické korové pol

centrum cteni

centrum
vidéni

Brocovo fecoveé
centrum (Fed)

Wernickeovo centrum
(porozumeni feci)

centrum slySeni

fule proto, ze slova jsou zakodovana.

Obr. 2

data velmi 7 o

SIovnitar;:Ir,};ch!e. lDukellzy z'nejru’znejswh vyzkumi naznaduji, ze Logantv systé

s rych}I/gAere O.I,(ayllzovan v ramci parieto-temporalniho okrsku zatimcoy be;n
) > reagujici systém je lokalizovan v ramci . ? =

f e i e e Vv ramcli occipito-temporalni i

Luen%l;iltalddk; ;?blast s optickym znazornénim slova (Cohenp et al 2p00(;§ln]13 O]E)lam’
c d > - o

rhusp l’)eﬁ al:rf’ Lze() Bihan, & Cohen, 2002; Dehaene, et al., 2001; McCZnZTiI;:’
> €, 2003). Oblast optického znazornéni slova s nejve:tél' pravdépO,

dobnosti j cné
osti reaguje preferencné na rychle predkladané podnéty a je zapojena dokonce

i tehdy, kdyz < ¢ vnima
e I}rll ] teﬁz slovovnebylo Vedome vnimano. Tento occipitalné-temporalni systém
y povazovat za dominantni tehdy, kdyz &tenaf ziska dostatecné d}cl)ved

nosti a dokaze svaz
at dohromady pr: i ;
avopl , .
r— yp pisnou, fonologickou a sémantickou stranku

Neurdlni systémy pfi ¢tend.
Je dokazano, 7 ji tfi dilezité
e I\j;l{no_, 2(3 funvg'qu tfi dilezité systémy ve ¢teni, viechny priméarné v levé
pem SpOd.n l’mezfl ne Patrl Jeden predni systém a dva zadni: 1) predni systém elve
; : : : v le-
rontalnim regionu, 2) parieto-temporalni systém zahrnujici zadzi

¢asti vrchni alni
iho temporalniho gyrusu, supramarginélni gyrus a angularni gyrus, a 3) |

occipito-te Alni ; T e
rusupstfed:ilzosr;hg system zahrnujici Casti stfedniho a spodniho temporalniho gy
» St odni occipitalni gyrus a fusi i . )
dyslexia) — viz obr. 2. gy usiformni gyrus (Schaywitz, Overcoming
... Toto je charakterizova 3
no problémy s presny ;
/ i o i ’ . presnym a/nebo plynulym vani
slov, dale Spatnym hldskovanim slov a Spatnou schopnosti Ze)ljféd:va?zpoznavamm

lat() 1Iaze nah]azu € deﬁ C 4 tela se \/Zta] (0] I) I) =
ni IZ]()ku 199 ,k ’
Vala ouze k (8]
blellluﬂl S dekOd()va]llIll led]lOtllvyCh SIOV. N()\/a de“]l]ce toto tVlZel“ uplesnu'e
9.

16

poukazujic zejména na obtize se spravnym rozeznanim slov (identifikaci skute¢nych
ylov) a na schopnost dekodovani (vyslovnost uméle vytvotenych slov). Tato definice
fnk¢ uvadi problémy s hlaskovani slov jako charakteristicky projev dyslexie. ,,Hlas-
kovani je uzce spojeno se &tenim, nejen proto, ze zvuky jsou spojovany s pismeny,
Doslovné feceno, viozena do kodu namisto
{oho aby byla desifrovana nebo dekodovana® (S. Shaywitz, 2003, str. 191). Pravde-
podobné nejvyraznéjsi zmeéna v této casti definice je zjisténi, ze to, co charakterizuje

dospivajici a dospélé dyslektiky, je neschopnost &ist plynule. Plynulost je schopnost

{8t text rychle, spravné a s dobrym porozuménim (Zprava National Reading Panel,

8 2000) a je jednim ze znaki dobrého Gtenate. Zaznamy uvadéji, ze ¢tenafi-dyslektici

#¢ s dospivanim mohou zlepsit ve spravnosti ¢teni slov, ale stale jejich cteni chybi
plynulost, coz vede k &teni obtiznému, pomalému.

,,,,, Tyto obtiZe jsou typickym ndasledkem deficitu ve fonologické slozce jazyka.”
Ackoli teorie dyslexie uvadéji, Ze obtize s dyslexii spojené jsou zalozeny na vizu-
flnim systému (Stein a Walsh, 1997) a dalsich faktorech, jako napf. na doCasném
gpracovani stimulii v ramei téchto systému (Talcott a kol., 2000; Tallal. 2000), mezi
videi tohoto oboru nyni panuje vyrazny konsensus v nazoru, ze hlavni obtiz pfi
dyslexii odrazi deficit v ramci jazykového systému. Védei uz dlouho védi, ze fe¢
umoziuje svym uzivatelim vytvaret nekonetné velky pocet slov kombinacemi
u zaménami pofadi malého poctu fonologickych segmenti, souhlasek a samohla-
wek. které slouzi jako pirozend soucast biologické specializace pro jazyk. Abecedni
(ranskripce (¢teni) pfinasi Stenariim stejnou schopnost, ale pouze proto, 7e Ctenafi
spojuji jeji libovolné znaky s fonologickymi segmenty, které reprezentuji. Vytvo-
feni tohoto spojeni vyzaduje uvédomenti si, ze viechna slova mohou byt rozloZzena
na fonologické segmenty. Toto uvédoméni umoziuje ¢tenafi spojit takto zéklady
grafickych jednotek feci, s odpovidajicimi zvukovymi jednotkami feci (fonologické
segmenty), které reprezentuji. Uvedomeéni si, Ze viechna slova mohou byt rozlozena
na zakladni elementy jazyka (fonémy), tenafi umoziuje desifrovat cteci kod. Aby
bylo dité schopno Cist, musi pochopit, ze mluvena slova mohou byt roz¢lenéna na
fonémy a ze tyto zvuky jsou reprezentovany pismeny v psaném slove. Jak ukazaly
tetné studie, toto uvédomeéni chybi vétsing dyslektickych déti i dospélych (Bruck,
1992: Fletcher a kol., 1994; Liberman a Shankweiler, 1991). Vysledky rozsahlé stu-
dic dyslektické populace potvrzuji, ze jak u déti ml. gkolniho véku, tak u dospivaji-
¢ich predstavuje deficit ve fonologii nejmasivnéjsi a nejspecifit&jsi proté&jsek piic¢ina
oblizi ve &teni. Tato zjisténi tvoii zaklad nejispésnéjsich a na dtikazech postavenych
intervenci ke zlepseni Cteni.

...ktery je casto neocekdvany ve vztahu k ostatnim pozndvacim schopnostem
« k podminkdm efektivni vyuky ve tride...

Tato ¢ast definice vyvolala mezi odborniky velkou diskusi. Na jedné strané uzna-
vaji, ze neocekavaneé problémy v uceni se &ist/se ¢tenim jsou podstatnou slozkou ve
viech definicich dyslexie. Vetné definice z roku 1995 (Lyon 1995; Orton 1937).
Na druhé strané vak pres zachovani konceptu neoc¢ekavanych deficit nechtéli
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Yellow area – Brocca ´s centre

Orange area – Wernicke ´s centre

German doctor of internal medicine A. Kussmaul, was probably the first who used the term “word blindness” for cases when his patients lost the ability to speak even though their intelligence, sight and speech were intact. Similarly he named the lost ability to hear the speech with the intact senses and intelligence the “word deafness”.

The history continues in England where in 1898 doctor of internal medicine Pringle Morgan first described the case of a fourteen – year old boy from his practice whose disability was described as „congenital eye blindness”. Then there was a health care clerk James Kerr who wrote about school hygiene mentions school children who suffers from a “word blindness” or they write as if they were “babbling”. 

Rudolf Berlin changed the terminology in 1887 the term “word blindness” was replaced by dyslexia.
Lastly there was James Hinshelwood, an eye surgeon who in 1895 published an article about “word blindness” that inspired P. Morgan to publish his case. In 1900 he published his first monograph about “word blindness “, in 1917 the second one.

The main founder of the modern direction of research of dyslexia was Samuel Torrey Orton
, who was the head of the psychiatric department at Iowa University. He focused on the research of the disorders of the speech functions, which he considered the base of the specific learning disorders. He saw the cause of these disorders in the imperfect domination of one hemisphere and imperfect laterality of brain hemispheres. His students and colleagues founded a world organization in the USA, for the study and re-education of specific learning difficulties, so called Orton’s Dyslectic Society. The main aim of the society is to publish the latest information about SLD and its involvement in many projects. It needs to be said that Orton’s conclusions are being often questioned.   

2.2
Development in the czech republic
Psychiatric view 

The very beginnings of the history of SLD in the Czech Republic are connected with the name of Antonín Heverloch, the associate professor of mental illnesses of Charles university, who in 1904 as the first on the European continent published an article: ”About a Unilateral Inability to Learn Reading with an Excellent Memory.” He wrote to the teachers: “I am certain in a school practice you will discover a lot of these cases, just I am afraid they will not interest the teachers.” (Matějček, 1995 p. 13) 

In 1905 he published his article “Child Wriggler” in Pedagogical Perspectives where he described minimal brain dysfunctions. 

First scientific view was published in 1925 by Otokar Chlup
 in bibliography:
”Research of Mental Manifestations in Less Capable Children.”  In 1922 he was appointed an associate professor at the Faculty of Arts of Charles University and become the head of the pedagogical seminar.

With the approval of the Faculty of Arts of Masaryk University he founded a class for gifted children within the experimental pedagogical seminar in 1925.

After WW II Otokar Chlup re-started lecturing at Masaryk University in Brno. When a year later a presidential decree in October 1945 established the Faculties of Education, which should provide teacher training to all categories of teachers, Otokar Chlup was charged with organizing it and at the same time was appointed the first Dean of the Faculty of Education in Prague.
L. Langmaier, psychologist from the children’s mental hospital from Havlíčkův Brod together with O. Kučera, the head of the same department started to reeducate the first cases of dyslexia in 1952.  In 1954 they were able to start reeducating also in the children’s mental hospital in Dolní Počernice. 

Many children with severe learning difficulties were admitted to the hospital and professional and detailed examining led to the following conclusions: 

1. Prior to reeducating it is essential to know the cause of the learning difficulties.

2. Ensure the optimal learning environment.

3. Develop own methods of reeducating that are suited to the mother tongue.

4. Allow the child to enter a normal life.

Pedagogical view

The pedagogical view was different from the medical one. The main focus was put on the educational methods. Special educational methods were developed for first reading, writing and numeracy. Special tests were developed by leading Czech authors namely Hana Tymichová, O. Balšíková and A. Fryaufová.

In 1962 the first experimental dyslectic class for children with learning difficulties was opened here in Brno. There were three people working with the children. Medical doctor Vrzal, psychologist E. Kloubková and a teacher V. Reinerová.

Having been successful, more experimental dyslectic classes were being opened in Prague.

On 20th February 1972 a new directive about establishment of classes for children with learning difficulties was published in the Bulletin of the Ministry of Education.

Hana Tymichová opened first to fifth grade of primary school for pupils with specific learning difficulties in Karlovy Vary.

Zdenek Matějček was without the doubt one of the leading and the most influential experts who addressed specific learning difficulties. He was working in this field for over thirty five years. He wrote a number of monographs and articles. Let us mention works such as Dyslexia, Social Aspects of Dyslexia, What the Children Need the Most, What to Tell to the Adopted Child and many others. He was the one who invented the word Hyperlexia and believed that: “You always have to find something to praise the child for.” 
 His legacy is still alive and we all are trying to learn from his wisdom.

Zdeněk Žlab also worked at the psychiatric clinic in Dolní Počernice and his importance lies in highlighting so called “specific logopaedic finding”  in the early 1960s in children also connected with a minimal brain dysfunction and most importantly with dyslexia and dysortographia. His findings became the lead for cases of encephalpophatic cases of dyslexia and for cases of minimal brain damage in general. Matějček (1995 p. 11 – 31, 114)

Today’s specialists

Nowadays there are many people who are involved and deeply interested in problems of specific learning difficulties. The author would like to mention the most important and enthusiastic experts: Miroslava Bartoňová, Olga Zelinková, Věra Pokorná and Růžena Blažková.
2.3
Definition of specific learning difficulties
There are many publications mentioning specific learning difficulties. In the Czech literature we can find the term “Specifické poruchy učení.” (Bartoňová 2010, p. 6)
In English written literature we can find terms “Learning disabilities, Specific learning difficulties or Specific learning disability.” (Bartoňová 2010, p. 6)

Definitions of the specific learning difficulties were changing in time. With the development of this area new information was discovered and the definitions were becoming more specific. Different authors brought their own views and different understanding to this matter. This thesis would like to mention a few definitions and their changes in time.

First definition (1967) comes from the Office of Education in the USA:

“Specific learning difficulties are disorders in one or more mental procedures that participate in speech understanding, or speech usage in its spoken or written form. These disorders can manifest in imperfect ability to listen, think, speak, read, write, or count. They contain conditions such as impaired perception, brain damage, encefalopaties, dyslexia, developmental dysphasia and others.” (quoted in Matějček, 1995, p.24) 

Second definition (1980) comes from National Institute of Health:
“Learning difficulties are collective term of diverse group of disabilities that are manifested by significant difficulties in acquisition and use of such skills as speaking, understanding of speech, reading, writing, reasoning or mathematical computation. These disabilities are inherent to disabled individual and assume the dysfunction of the central nervous system. Although learning disability may occur concomitantly with other forms of disability (such as sensory defects, mental retardation, social and emotional disorders), or in conjunction with other environmental influences (for example cultural traits, insufficient or inappropriate tuition, psychogenic factors), it is not a direct result of such disability or adverse effects. (quoted in Matějček 1995, p. 24) 
2.4
Causes of specific learning difficulties
There are many theories about the causes of specific learning difficulties.

Zelinková (1998, p. 19), who agrees with Kučera quoted   in Matějček (1995, p. 76 – 81) states that the causes of specific learning difficulties are the following:

· Mild brain dysfunction (then called mild childrens´encefalopathy) occurred in 50% of the children. 

· Hereditary causes were proven in 20% of the children. 

· Hereditary encefalopatic causes occurred in 15% of the children.

· Neurotic or idiopathic cause was found in 15% of the children.

Some authors, as Matějček (1995, p. 78 – 84) mentions, claim that the core cause of dyslexia cannot be found. To this account Matějček provides four wider areas as possible factors that may lead to specific learning difficulties:   

1. Developmental deficit

2. Genetics connections

3. Premature development and hormonal activity

4. Psychological deprivation.

2.5
Clasification and manifestation of specific learning difficulties
Czech authors such as Bartoňová (2010, p. 10 – 12), Michalová (2004, p.16 – 24)  and Blažková (2009, p. 11 – 12) recognize the following specific learning difficulties: 

1. Dyslexia

2. Dysgraphia

3. Dysortographia

4. Dyscalculia

5. Dysmusia

6. Dyspinxia

7. Dyspraxia

Authors of foreign publications such as Spafford and Grosser (1996) do not mention the last three types of specific learning difficulties, as they are specific for the Czech Republic only.

Many foreign authors such as Berninger and Wolf (2009), Peer and Raid (2003), Mortimore (2003), Green (2009) and Shaiwitz (2003) write about dyslexia only with the exception of Beninger and Wolf who mention dysgraphia as well. Dyslexia is the most understood and described of all the specific learning difficulties. That is the reason, why there are so many definitions. The author of this thesis decided to include them all, so that the reader can make a comparison.

Dyslexia
Definition: 

„Dyslexia is a specific type of learning disability involving a severe impairment in reading ability which affects and disrupts a person’s language development and functioning. It is estimated that 2,625% to 5% of the entire population suffer from dyslexia, the most prevalent type of learning disability.…disorder in one or more of basic psychological processes involved in using language, spoken or written , which may manifest itself in an imperfect ability to listen, think, speak, read, write, spell, or do mathematical calculations.”  

(Grosser 2006, p. 1)

„Dyslexia is a specific learning disability that is neurological in origin. It is characterized by difficulties with accurate and / or fluent word recognition and by poor spelling and decoding abilities. These difficulties typically result from a deficit in the phonological component of language that is often unexpected in relation to other cognitive abilities and the provision of effective classroom instruction. Secondary consequences may include problems in reading comprehension and reduced reading experience that can impede growth of vocabulary and background knowledge.”

„Dyslexia may be caused by a combination of phonological, visual and auditory processing deficits. Word retrieval and speed of processing difficulties may be also present. A number of possible underlying biological causes of these cognitive deficits have been identified and it is probable that in any one individual there may be several causes. While the dyslexic individual may experience difficulties in acquisition of reading, writing and spelling, they can be taught strategies and alternative learning methods to overcame most of these and other difficulties. Every dyslexic person is different and should be treated as an individual. Many show talents actively sought by employers, and the same factors that cause literacy difficulties may also be responsible for highlighting positive attributes –such as problem solving which can tap resources which lead to more originality and creativity“ 
(Schools in Reid and Kirk 2001 quoted in Peer and Raid 2003, p. 13).

“Dyslexia is a specific reading difficulty manifesting itself by inability to learn reading by the traditional teaching methods.” (Michalová2004, p. 16)

There are some typical warning signs that may raise a concern for dyslexia. The signs are according to Spafford and Groser (1996, p. 8) the following: delays in speech and language development, difficulties in reading, math, writing and spelling, difficulties in time and space concepts, difficulty copying work, disorganization in thinking through the problem, planning ahead, and following directions, “The Clumsy Child Syndrome”, poor self - image and self – confidence, poor or less than satisfactory peer interaction, mood swings, hyperactivity, impulsivity, inattention, and low frustration tolerance, familial patterns, slowness in  completing tasks, memory problems, poor study habits, poor test performance, exclusively distractible.

There are several subtypes of dyslexia: 

Spafford (1996, p. 9) believes that there are three types of dyslexia: 

1. Visual- dysphonetic type 

2. Auditory – linguistic type 

3. Mixed type – with the symptoms of both mentioned types. 

The Lithuanian author A. Lalajeva (quoted in Zelinková 1998, p. 16 – 17) states that there are these subtypes of dyslexia:

1. Phonemic dyslexia – it appears as a result of not mastered phonemic system of the language. 

2. Optical dyslexia – is manifested by difficulties in sight and sight – special analysis.

3. Agramatical dyslexia – is manifested by lack of understanding and remembering of grammatical forms.

4. Semantic dyslexia – is manifested lack of understanding of the read text.  

Most of the authors state that there are more causes of dyslexia, as they experienced working with children with several problems. 

Zelinková (1998, p. 41) mentiones that dyslexia affects the basic features of reader’s performance, such us – speed, error rate, technique of reading and understanding. 

Speed - the child tries to solve the letters, spells out, syllabicates for too long, or reads very quickly, tries to make up the words.

Error rate – most common mistakes are mistaking the letters that have similar shape – such as (b- d –p), letters that have similar pronunciation (t –d), or completely different letters. Not all the mistakes are specific mistakes, because many of the readers - beginners mistake d for b. 

Technique of reading – when the child is taught to read by the analytical – synthetic method, the mistake is so called “double” reading. The child reads quietly the word letter by letter and then reads aloud. If the child is taught to read by genetic method, this procedure is normal. 

Sometimes the child is not able to carry out the phonic synthesis. 

Understanding – it depends on the level of the above mentioned indicators.

Dysgraphia 

Bartoňová (2010, p. 10) states that “Dysgraphia is a specific disability of graphical realization. “ She also explains that it affects the whole tidiness of the graphical realization of the writing. 

For children with dysgraphia it is difficult to learn the accurate shape of the letters, these children find it also difficult to connect the letter with the sound and put the letters in the correct order.   

Dysgraphia manifests itself in the process of learning to write, copying the shape of the letters, connection between sound and the letter, ordering of the words.  

The child confuses the letters that are similar in shape. The writing is disarranged, heavy footed and clumsy. Children that suffer from dysgraphia tend to mix cursive writing and printing writing. Often we can find that they do not hold their writing equipment correctly.

Dysortographia 

Bartoňová states that dysortographia “is a specific disorder of spelling.” ( 2010, p. 10). It is usually diagnosed together with dysgraphia. 

Dysortographia concerns only so called “specific dysortographic features”, which are according to Bartoňová (2010, p. 10) the following:

skipping or changing letters that are similar in shape,  spelling of the words, mistakes due to the clumsiness of articulation, the child is not able to distinguish short and long vowels.

Dyscalculia 

Mathematics Disabilities

“Math disabilities are developmental or acquired problems in one or more of the general areas of number sense or numeration, computational ability, problem solving, symbol interpretation, algorithm application, and visual – motor – task completion (e.g., alignment problems).” (Spafford and Grosser, 1996, p. 10)

Spafford quotes Keller (Spafford and Grosser, 1996, p. 10), dividing mathematical disabilities into two main categories:

1. Acalculia 

2. Dyscalculia

He describes acalculia as”acquired math disorder resulting from brain trauma or injury after birth. It involves a failure in math ability in many areas”. (Spafford and Grosser, 1996,  p.  10),

As specific subtypes of acalculia he mentions

· anarithmetia or true acalculia

· aphasia acalculia

· acalculia with alexia

Spaford and Grosser (1996, p. 11) also used the division of dyscalculia according to Kosc: 

1. Verbal dyscalculia (oral language) - a mathematical disorder in retrieving mathematic labels, terms and symbols.

2. Practognostic dyscalculia (gnostic – knowing, practo – doing, knowing by doing) – a mathematical disorder in applying mathematical concepts when using manipulative objects in the environment.

3. Lexical dyscalculia (reading) - a mathematical disorder which involves impaired reading of mathematical vocabulary and symbols.

4. Graphical dyscalculia (writing – a mathematical disorder which is an impairment in the writing of mathematical symbols, equations, and other relevant language terms

5. Ideognostical dyscalculia (ideas) – a mathematical disorder which centers in impaired mathematical thinking or impaired conceptualizations in mathematics.

6. Operational dyscalculia (operations) - a mathematical disorder focusing on impaired applications of algorithms to the four basic mathematical operations. 

The three following specific learning difficulties are specific for the Czech republic:

Dyspinxia 

“Dyspinxia is a specific difficulty of drawing.” ( Bartoňová, 2010, p. 12.) It is characterized by low quality of drawing. Children that suffer from dyspinxia are very clumsy with drawing pens and pencils, they are not able to transform three dimensional object to the two dimensional sheet of paper. For these children it is very difficult to understand the perspective.

Dysmusia

“Dysmusia is a specific difficulty in the ability to perceive and reproduce music. “ (Bartoňová, 2010, p. 12).  It is difficult for the children who suffer from dysmusia to remember and reproduce the rhythm. These children are not able to remember melody. 

Dyspraxia

“Dyspraxia is a specific difficulty in skillfulness. It is difficulty in ability to perform difficult tasks.” (Bartoňová, 2010, p. 12.). This difficulty can manifest itself in the every day tasks of everyday life. It can manifest itself at school tasks as well.

THEORETICAL PART: PART B

1
TEACHING TRAINING

1.1
From the teacher trainee to the novice teacher

Until recently there were two main types of teaching practice at the Faculty of Education, Masaryk University. One was so called ongoing practice and the other one was two placement weeks. The number of lessons of practice was divided into observation lessons and teaching output, the actual teaching itself. The whole system of teaching practice is currently undergoing systemic changes. Both regular and distant students have to stay one day per week in a faculty school where they mainly observe, assist teachers and teach a few lessons on their own supervised by their mentor teacher. The completion of this training is compulsory. 

Having completed the university programme, the newly graduated student then becomes a Novice Teacher and for two following years of his training the graduate is still ranked among novice teachers. 

It has to be pointed out, however, that there is a big difference between teaching as a co –teacher, or teacher trainee, whilst still supervised by a mentor teacher or teaching on your own as a novice teacher.

2
TEACHER

“Every teacher is a king in his own classroom.”  (Hargreaves quoted in Píšová 1999, p. 20)

The author agrees with Píšová, who quotes Průcha “A teacher is simultaneously an object and an active agent within a specific educational reality.” (1999, p. 8)

However, there is a path that the teacher needs to take in his development to become a confident king.  

2.1
Teacher professional development

Benner (American Journal of Nursing, Mar., 1982, p. 127), who describes Dreyfus model, explains that in the acquisition and development of skills, one passes through five stages of proficiency. The stages are the following: 

1. Novice

2. Advanced beginner

3. Competent

4. Proficient

5. Expert

The levels, Benner (1982, p., .127) explains, reflect changes in general aspects of a skilled performance.

Berliner (1988, p. 41.) defines following five stages in teacher’s development: 

Stage 1 Novice

At the novice is the stage “the commonplace must be discerned, the elements of the tasks to be performed, must be labeled and learned, and a set of context-free rules must be acquired.”  Berliner (1988, p. 41.)

In this stage for the teacher it is important to learn higher-order questions and reinforcement. 

The novice must be able to identify the context-free elements and rules in order to begin to teach. The behavior of the novice is rational, relatively inflexible, and tends to conform to whatever rules and procedures the person was told to follow. Only minimal content pedagogical skill should really be expected. This is a stage for learning the objective facts and features of situations and for gaining experience. And it is the stage at which real-world experience appears to be far more important than verbal information.

At this stage the teacher is more interested and concerned in his own performance than  into the learners. 

He also explains the main similarities between a novice teacher and an advanced beginner: 

“The novice and the advanced beginner, though they are intensely involved in the learning process, may also lack a certain responsibility for their actions. Berliner (1988, p. 41.) 

This is due to the fact that they are labeling and describing events, following rules, and recognizing and classifying contexts, but not actively determining through personal action what is happening. The acceptance of personal responsibility for classroom instruction occurs when personal decision making, willfully choosing what to do, takes place. This occurs in the next stage of development.

Stage 2 Advanced Beginner

“This is when experience can meld with verbal knowledge.” Berliner (1988, p. 41.)  Similarities across contexts are recognized, and episodic knowledge is built up. Strategic knowledge when to ignore or break rules and when to follow them is developed. Context begins to guide behavior. For example, advanced beginners may learn that praise doesn't always have the desired effect, such as when a low-ability child interprets it as communicating low expectations. The teacher may also learn that criticism after a bad performance can be quite motivating to a usually good student. Experience is affecting behavior, but the advanced beginner may still have no sense of what is important. 

Stage 3 Competent

There are two distinguishing characteristics of competent performers according to Berliner (1988, p. 41.):  

1. Teachers at this stage make conscious choices about what they are going to do.

2. Teachers at this stage can determine what is and what is not important, what to attend to and what to ignore.

Competent teachers set priorities and decide on plans. They have rational goals and choose sensible means for reaching the end stage they have in mind. At this stage, teachers learn not to make timing and targeting errors. They also learn to make curriculum and instructional decisions, such as when to stay with a topic and when to continue on the basis of a particular teaching context and a particular group of students.
Because they are more personally in control of the events around them, following their own plans, and responding only to the information that they choose to, teachers at this stage tend to feel more responsibility for what happens. They are not detached. Thus they often feel emotional about success and failure in a way that is different and more intense than that of novices or advanced beginners. And they have more vivid memories of their successes and failures as well. Bu the competent performer is not yet very fast, fluid, or flexible in his or her behavior. These are characteristics of the last two stages in the development of expertise.” he adds. 
Stage 4 Proficient

Berliner states: “This is the stage at which intuition and know-how become prominent… Berliner (1988, p. 42.) 

Proficient teachers develop an "intuitive" sense of the situation. Furthermore, out of the wealth of experience that the proficient individual has accumulated, comes a holistic recognition of similarities. At this stage teacher’s  holistic recognition of proficient individual to predict events more precisely, since he or she sees more things as alike and therefore as having been experienced before “ The proficient performer, however, while intuitive in pattern recognition and in ways of knowing, is still analytic and deliberative in deciding what to do.” Berliner (1988, p. 41.)
Stage 5: Expert 

Berliner closes his explanation:  “If the novice, advanced beginner, and competent performer are rational and the proficient performer is intuitive, we might categorize the experts as often arational. “Berliner (1988, p. 41.) 

“They 'Pave both an intuitive grasp of the situation and a non analytic and non deliberative sense of the appropriate response to be made. They show fluid performance…“Berliner (1988, p. 41.)
The expert teacher in his or her classroom recitations all seem to know where to be or what to do at the right time They engage in their performance in a qualitatively different way than does the novice or the competent performer, The experts are not consciously choosing what to attend to and what to do. They are acting effortlessly, fluidly, and in a sense this is arational, because it is not easily described as deductive or analytic behavior. .Experts do things that usually work, and thus, when things are proceeding without a hitch, experts are not solving problems or making decisions in the usual sense of those terms They "go with the flow," “Berliner (1988, p. 41.)  as it is sometimes described.
Although Berliner described in great details what are the five stages of teacher’s development, there is another point of view that the author of this thesis would like to mention.

2.2
Stages of teacher development

“Life’s greatest gift is the opportunity to throw oneself into a job that puts meaning and hope into the lives of other people. Seizing this opportunity is the surest way to put meaning and hope into one’s own life.”   (Martin Haberman)

Smith (8) claims that there are following stages of teacher development: 

Phase one: Anticipation – this phase starts during teaching practice in teacher trainees. It is marked by romanticism and commitment to make a difference.  It is carried through first few weeks of teaching.

Phase two: Survival – in this phase the reality hits. The teachers are mainly focused on themselves. Some of the key survival stage questions: 

· How am I doing?

· Will I make it?

· Do others approve of my performance? 

Phase three: Disillusionment – for this phase, it is typical that the teachers extensively commit to their work (70 hours per week), they are highly stressed, they start self – doubt themselves and their self - esteem is at a very low level. 
Phase four: Rejuvenation – teacher in this stage concentrates on the time and task. 

Some of the key rejuvenation stage questions:

· Is there a better way?

· How can I improve this? 

· How can I do all that is expected from me? 

Phase five: Reflection – In this phase the teachers assess their impact on students. They focus on students’ learning.

Some of the key reflection stage questions:

· Are students learning? 

· What are students learning?

· How can I raise achievement levels?

· Is this meaningful to the students? 

2.3
Subject knowledge

Bell and Gilbert (1996, p. 6 – 7) explain that there are these following types of teacher knowledge: 

1. Content knowledge – this is the teachers understanding of the substantive structure of the subject that is of the basic concepts which delineate the subject, and the ways in which they are related. It is also the teacher’s understanding of the syntactical structure of the subject.

This type of subject knowledge is present in novice teachers and even teacher trainees. It is the knowledge of the subject that they are going to teach. 
2. General Pedagogical knowledge – this encompasses the broad principles, on which the conduct of teaching is based.

This is also the type of knowledge that the novice teacher, even the teacher trainee posses. 

3. Pedagogical content knowledge – this is the form that content knowledge takes in order to be effectively taught. This is the type of knowledge that can be difficult for the novices to obtain, because it combines two types of knowledge previously mentioned and with the lack of experience in delivery of the subject matter the novices can find it extremely difficult to perform accurately. 

4. Curriculum knowledge – this is the knowledge of the official curriculum, the particular examination prescription, the school curriculum and the teaching materials. 

5. Knowledge of the characteristic of the learners – teacher should be aware of the educational differences between the learners. This type of knowledge is missing in not only novices, but also in any teacher that is teaching in new unknown class of learners. 

6. Knowledge of the educational contexts – this category includes the knowledge of the potential of different forms of classroom management, as well as the knowledge about the culture the learners come from.

7. Knowledge of the educational goals and values – includes the knowledge of the philosophies and precedents on which they draw. 

All the above mentioned types of knowledge the teacher acquires with time. For the purpose of this thesis the first three will be examined in further detail.

Schwab (2008, p. 92) divides knowledge into substantive and syntactic subject-matter knowledge. 

Substantive knowledge encompasses the key facts, concepts, principles, structures and explanatory frameworks in a discipline.

Syntactic knowledge concerns the rules of evidence and warrants of truth within that discipline, the nature of enquiry in the field, and how new knowledge is introduced and accepted in that community – in short, how to find out. 
Another interesting division of the teacher types that has connection with learnt subject knowledge provides Underhill in Jim Scrivener (2009, p. 25 -26)

1. The explainer

This kind of teacher knows his subject matter very well, but he lacks knowledge of teaching methodology. This kind of teacher tries to rely only or mainly on explaining or lecturing as a main way of passing the knowledge to the students. Although the students may be enjoying the lesson, they are not personally involved. The learners often get practice after one phase of lecture is finished, by doing individual tasks.

In this case the teacher acquired the content knowledge, as well as general pedagogical knowledge, but level of general pedagogical knowledge is very low, so this type of teacher lacks variety in his teaching. 

2. The involver

This kind of teacher not only knows his subject matter well, but he is also familiar with the teaching methodology. Teacher involver uses lecturing as one of many methods how to pass knowledge to his listeners. He tries to involve his students into the process of learning the subject. Although he uses very interesting activities, he is fully in control over his class.

This type of teacher acquired both, content knowledge and general pedagogical knowledge, but he is not yet able to combine them effectively, which means that pedagogical content knowledge was not yet acquired.

3. The enabler

The last kind of teacher is most confident in letting his students to take control over themselves. Class discussion is more of a negotiation act. He allows to the students to learn from each other while he is standing aside. He becomes a guide to his students. This kind of teacher combines the involver as well as the explainer, but he also knows thy dynamic of the groups and how to work with is as well as how to work with individuals. 

This type of teacher acquired not only both content knowledge and general – pedagogical knowledge, but is also able to combine them to teach effectively, so he also mastered pedagogical content knowledge.

Figure 2: Three kinds of teachers and their approach to language teaching
	 Type of teacher
	Subject matter
	Methodology
	People

	Explainer
	yes
	 no
	 no

	Involver
	yes
	yes
	 no

	Enabler
	yes
	yes
	yes


THEORETICAL PART: PART C
1
DIFFERENTIATED INSTRUCTION - DIFFERENTIATED INSTRUCTION IN THE REGULAR CLASSROOM 
“Whether you think you can do it or you can’t, either way you are right.”

Henry Ford

Differentiated instruction means: “changing the pace, level or kind of instruction you provide in response to individual learners´ needs, styles or interests” (Tomlinson 2005, p. 97)

According to Heacox (2002, p. 5) differentiating instruction means that the instructions are:

1. Rigorous - you provide challenging instruction to motivate students to push themselves.

2. Relevant - it focuses on essential learning. Differentiating does not mean more of the same to fill the time, it does not mean activities that are fun for students, but do not focus on significant learning.

3. Flexible and varied - where appropriate, students make choices about how they will learn and how they will show what they have learned.

4. Complex - you challenge students´ thinking and actively engage them in content that conveys depth and breadth.

She further explains that differentiating is a process of two steps:

1. Teacher needs to analyze the degree of challenge and variety in his instructional plans.

2. Teacher needs to modify, adapt or design new approaches to instruction in response to students´ needs, interests and learning preferences.

Differentiated instructions mean that teacher invents activities in which he supports learning preferences and strengths of his pupils and in the same time these activities encourage the growth of pupils´ weaknesses. 

1.1
Factors influencing differientiatiation 
Learning styles

“Learning styles are individual preferences for where, when or how a student obtains and processes information.” (Heacox, 2002, p. 8)

There are many theories that name and divide learning styles, some of them focus on the environment (light, temperature, sound ) or social organization (working alone, with a partner, on a team) , emotional climate ( motivation, degree of structure  or physical circumstance (degree of mobility, time of the day).

For the purposes of differentiating instruction in pupils with specific learning needs I found the most suitable division quoted in Heacox (2002) focusing on sensory models: sight, hearing and touch.

This theory divides all learners into the following groups:

1. Visual learners – these learners obtain most information when they can see what they are learning for example through reading, writing and observing.

2. Auditory learners – these learners obtain most information when they can hear what they are learning, for example through oral presentation and explanation. 

3. Kinesthetic or tactile learners – these learners obtain most information when they can manipulate object or materials, for example through doing, touching and moving. 
 

Socioeconomic and family factors

Learners’ background and family socio - economic status have a profound impact on their school performance. The child who is hungry or stressed will not be able to function as well as the one whose needs are fully met.
Readiness

Some learners are “more “ready than others when the teacher introduces a new content or a skill. The teachers’ challenge is to: “find ways to build on and extend the learning of students who are already on their way, while providing basic instruction and practice for students who are beginning or struggling.” (Heacox, 2002, p. 9)
Learning pace

Learning pace is different in every learner. Every learner differs in the amount of time he needs to master a skill or learn a concept. Some understand most materials straight away some will need more time for practicing or more examples. Heacox (2002) believes that a gifted learner needs only one third of the time to master a particular skill than an average student.
How students value learning

Differences in value that learners place on learning also affect classroom diversity. Learners are also influenced by the opinion their parents share about the importance of education.
Confidence in learning

Confident students know that even if they do not succeed in learning something the first time, they will learn it later. Students who lack confidence tend to give up more easily. 

WHAT TO DIFFERENTIATE 

DIFFERENCIATED CONTEXT, PROCESS AND PRODUCT  

Heacox (2002) states that differentiated instruction typically involves modification in one or more of the following areas:

Content  

Content is the “what” of teaching – the curricular topics, concepts or themes presented to learners. Curriculum content is usually determined by school to reflect state or national standards.
Process

Process is the “how” of teaching in differentiated instruction. The way teacher teaches reflects the learning styles and preferences of his students.

Product

Products are the end results of learning. Product may be something tangible for example a report or a brochure. Products are differentiated when the teacher plan units that reflect many ways to represent learning and when he provides menus of projects to choose from

Teacher differentiates content when he pre- asses students´ skills and knowledge, then matches learners with appropriate activities according to their readiness. 

Teacher also differentiates when he gives learners choices about topics or provides learners with basic and advanced resources.  

Figure 3: Example of a differentiated lesson plan

Topic: My favorite fairytale (students will vote about the title) Cinderella story

Aims: Students will be able to re- tell the story of Cinderella.

With this topic context can be differentiated when the teacher provides a selection of the books that reflect a variety of reading levels and matches students with the appropriate book. 

With the same topic the process can be differentiated by adding greater complexity or by engaging students in creative thinking when the learners are comparing and contrasting two versions of Cinderella.

When the teacher decides to differentiate process according to sensory models, he can assign the students to group of visual, auditory or kinesthetic learners.

The visual learners can draw pictures of both similarities and differences in the story.

The auditory learners discuss both similar and different elements of the story with a partner and prepare an oral presentation.

The kinesthetic learners prepare one minute scene that presents similarities and differences between the two versions. 
For the same topic the product will differ according the learners´ strengths. For example a learner with strong musical skills can write a song or rap or sing a song about the different and similar elements of the song.

Teacher’s role 

Teacher is a facilitator with three main responsibilities:

1. He provides differentiated learning opportunities

2. He organizes students for learning

3. He uses time flexibly
Types of students according to the type of intelligences

According to Gardner (quoted in Heacox, 2002, p. 22) there are the following types of students according to their intelligence: 

1. verbal /linguistic

2. logical/mathematical

3. visual/spatial

4. bodily/kinesthetic

5. musical

6. interpersonal

7. intrapersonal

8. naturalist

How learners think and learn

Say It. Verbal / linguistic learners enjoy and understand oral and written language. They prefer to communicate with others through speaking and writing. They often like to read. They learn best through language: listening, speaking, reading, telling, discussing and writing.

Count It. Logical/mathematical learners love numbers of all sorts – numbers in math, naturally, but also numbers associated with science, social studies, and language arts. There learners have the ability to think conceptually and to see patterns. They learn best using numbers and analysis.

Picture It. Visual / spatial learners make mental pictures and images  to help themselves learn and remember.. They learn best with the opportunity to represent material visually – such as in graphic pictures and webs. 

Move It.  Bodily kinesthetic learners learn the best when they can express themselves and their ideas through movement. They usually have good motor skills and they need to touch and move things.  They learn best through action, hands – on activities, and the opportunity to manipulate materials.

Hum It. Musical learners respond to pitch, rhythm, tone and musical patterns. . They may enjoy singing, jamming, or playing the instrument. They learn the best when learning is linked to their sense of rhythm and music.

Lead It. Interpersonal learners are often good in motivating others, organizing and communicating. They tend to get along well with others. Many are emphatic and intuitive.  Learners with an interpersonal preference enjoy working and playing with others.

Reflect on It. Intrapersonal learners are thoughtful and reflective. They closely examine issues, ideas and perspectives. They like their independence and may set goals to work toward. They learn best when allowed to reflect, share personal opinions, and work alone.

Investigate It. Naturalist learners can adjust to, adapt, and use their surroundings to succeed or survive. Some may be called “street smart”. They often feel a personal connection with the natural world. They learn best when called on to figure out how things work , to observe and to investigate. 
5 Bloom’s taxonomy

”Bloom’s Taxonomy provides an important framework for teachers to use to focus on higher order thinking. By providing a hierarchy of levels, this taxonomy can assist teachers in designing performance tasks, crafting questions for conferring with students, and providing feedback on student work.“

Bloom’s taxonomy works with six levels or stages of understanding. Each stage or level is defined and characterized by group of verbs describing activities.

“This resource is divided into different levels each with Keywords that exemplify the level

and questions that focus on that same critical thinking level.”
 

Figure 4: Bloom’s taxonomy with the key words, levels and explanation, Heacox, Diane. Differentiating Instruction in the Regular classroom. p 69. Print.
	Level
	Definition
	Action
	Activities

	Synthesis
	Put together in a new

 or different way
	Create it
	Compose, hypothesize, design, formulate,

create, invent develop, refine, transform, produce.

	Evaluation
	Determine worth or value based on criteria
	Judge it
	Judge, predict, verify, assess, justify, rate, prioritize, determine, select, decide, value, choose, forecast, estimate.

	Analysis
	Examine critically
	Examine it
	Compare, contrast, classify, critique, categorize, solve, deduce, examine, differentiate, appraise, distinguish, experiment, question, investigate, categorize, infer. 

	Application
	Use what you have learned 
	Use it
	Demonstrate, construct, record, use, diagram, revise, record, reformate, illustrate, interpret, dramatize, practice, organize, translate, manipulate, convent, adapt, research, calculate, operate, model, order, display, implement sequence, integrate, incorporate

	Comprehension
	Show your understanding
	Understand it
	Locate, explain, summarize, identify, display, record, discuss, review, paraphrase, restate, retell, show, outline, rewrite

	Knowledge
	Recall facts and information
	Know it
	Tell, list, define, label, recitate, memorize, repeat, find, name


Differentiating in the classroom

It is important to understand learners’ differences and their needs, but only acknowledging the differences is not satisfactory. The teacher needs to manage the whole class with individuals with their needs among the learners. One of the ways how to help learners is form groups.  Heacox (2002, p. 87 – 90) mentions these following groups.

1. Flexible groups

2. Ability or aptitude group

3. Cooperative groups.

Figure 5: Types of groups
	Flexible groups
	Ability/Aptitude groups
	Cooperative Groups

	Determined by teachers perceptions or evidence of learning needs
	Determined largely by scores on standardized tests of intelligence and aptitude
	Determined by the teacher or student choice

	Based on specific learning needs, strengths or performances
	Based on general performance or achievement
	Usually random as to student ability or learning preferences

	Fluid group membership
	Rigid group membership
	Fluid group membership

	Groups work on different activities based on strengths, needs and preferences
	Groups are tend to work on the same or similar activities
	Each group works on the same task or on the facet of the same task

	Students are grouped and  regrouped as appropriate for the particular activity
	Students may or may not be regrouped within the classroom based on instructional needs
	Students may be purposely mixed as to learning needs and academic strengths to provide peer instruction or leadership within the groups

	Occurs as needed
	Occurs daily 
	Occurs when a task seems appropriate

	Grouping based on individual student’s skill proficiency, mastery, learning preferences or interests
	Grouping based on perception about the innate ability
	Grouping for the purpose of developing collaborative skills


The table shows a description of each group. The groups differ from many points of view mainly in a reason why they were formed. 

Heacox (2002) stresses the need of forming flexible grouping, stating that: “…flexible use of student groups is the heart of differentiated instruction.” (p. 85) adding that: “When you group flexibly, you create instructional groups and prescribe specific activities that respond to students´ needs. (p. 85)

Tips for managing Flexible groups

Heacox (2002, p. 88 – 89) gives the following tips on managing flexible groups:

1. If students work collaboratively teacher should consider dividing a larger instructional group into smaller teams of four or five. Smaller groups can be easier to manage and more effective for learning. 

2. Teacher should be flexible about the amount of time he spends with each group. Teacher should not feel he needs to spend the same amount of time with each.

3. Teacher should allow himself more time where he suspects the group will require more attention.

4. Teacher should create tasks that students will be able to manage by themselves after he gives directions. Teacher should provide a checklist of procedures or steps for students to follow as they complete the activity. 

5. Teacher should provide checklist or rubrics to convey his expectations about the quality of student’s work.

6. Teacher should establish behavior guidelines for flexible group time. Teacher should teach the students the difference between productive and disruptive noise.

7. Teacher should provide guidance for when and how students can get assistance from him.

8. Teacher should convey his expectations about students´ individual accountability for using time effectively. 

9. Teacher should establish procedures for what to do when students are finished.

10.  To bring everybody together, teacher should consider a whole group activity, reflection or sharing of work at the beginning or end of class time. 

Many teachers find that forming flexible groups with another teacher and class solves many management problems. 

Heacox (2002) also stresses that …” offering choices are an important way to motivate students and get them interested in a project.”(p. 101), adding that: “Looping is an effective strategy to use at exit points in  your curriculum, when student readiness varies significantly.” (Ivi.)
Classroom management according to scrivener 
Scrivener (2005) explains that classroom management are “certain organizational skills and techniques”…that can help you to …” create the conditions in which learning can take place.” (p. 79 – 80)

Common classroom management areas include:

Grouping and seating

· Forming groupings (singles, pairs, groups, mingle, plenary)

· Arranging and rearranging seating

· Deciding where you will stand or sit

· Reforming class as a whole group after activities

Activities

· Sequencing activities

· Setting up activities

· Giving instructions

· Monitoring activities

· Timing activities (and the lesson as a whole)

· Bringing activities to the end

Authority

· Gathering and holding attention

· Deciding who does what (i.e. answer a question, make a decision, etc.)

· Establishing or relinquishing authority as appropriate

· Getting someone to do something

Critical moments

· Starting the lesson

· Dealing with unexpected problems

· Maintaining appropriate discipline

· Finishing the lesson

Tools and techniques

· Using the board and other classroom equipment or aids

· Using gestures to help clarity of instructions and explanations

· Speaking clearly at an appropriate volume and speed 

· Use of silence

· Grading complexity of language

· Grading quantity of language

Working with people

· Spreading your attention evenly and appropriately

· Using intuition to gauge what students are feeling

· Eliciting honest feedback from students

· Really listening to the students

He adds that:  “classroom management involves both decision and action.” (p. 80)

Actions are what is done in the classroom. 

Decisions are whether to do these actions, when to do them, how to do them and who will do them. 

Pupils with sld and learning a foreign language
Parents as well as pupils themselves were curious, which foreign language is the best for them to learn. Or should they learn a foreign language at all, if they struggle even with their mother tongue? 

Taking into the consideration that a child with specific learning difficulties has average or above average intellect, then not allowing this child to learn a foreign language can damage him for the rest of his life. 

To answer the question, which language is the best for the child with SLD is not possible straight away. In the German language there are many monosyllabic long words that are difficult to pronounce and remember. 

In the English language a child with SLD has to learn each word twice. Once in its written and once in its spoken form.

Any foreign language would be difficult for a child that has problem in his own mother tongue, but with understanding from the teacher, help from the system and an endeavor from the student a foreign language is manageable. 
How to teach english
Michalová (2004, p. 64) suggests that the lesson does not have to be varied every time; it is more useful to use simple procedures in the learning process, so that the children could get used to them. It is not effective to learn isolated words. In her opinion it is much better to learn new words on the basis of the “mother method” (64), because its principle is well known to us. New words are better managed when applied to a particular situation such as a going shopping game. Usually a dyslectic child needs to hear some chunks repeatedly to remember them better, so it is wise to revise several times. 

Vocabulary
When learning vocabulary following principles should be followed:

· Learn vocabulary every day, if there are no pieces of new vocabulary; revise the old ones using pictures. 

· Write words down on the cards and then pick from the hat. 

· Make two small piles of words - one pile of learnt ones and other pile of the ones that are difficult and need even more revision.

· If it is possible connect the word with an object or picture.

· Do not only translate from the mother tongue to the target language, translate also from the target language to the mother tongue.

· Do less more often.

· Learn not only the spelling of the word, but also the pronunciation.

· Create short simple sentences consisting from the new words.

· Use pictures to help you to remember new words

· Use rymes and lyrics to learn new vocabulary, incorporate movement

· Write similar words next to each other to see the difference

Practice
· Memorize short phrases and dialogues from the book

· Cut the written phrases and create questions, negatives

· Rewrite the words

She (2004, p. 65) adds that there are about four phases in which text is processed:

1. First reading- the learners hear the text firstly from the teacher, with no visual aids, the teacher’s aim is to find out how much the learners remember, and what kind of vocabulary they were able to register

2. Second reading - when hearing the text for the second time the learners are able to manage one third of the text.

3. Third reading - he third reading is accompanied by visual support of the actual written text. Learners listen to the tape and repeat the sentences they heard. 

4. Forth reading - the actual reading of the text.

Some learners with specific learning difficulties find it extremely difficult to do the gap filling exercise. Because of the lack of the concentration, they are not able to effectively concentrate. Also these children have problems with text transformation from their mother tongue to the target language.

Homework
If it is necessary to give homework, it is better to choose specific type of gap filling into pre- printed text. The aim of the home preparation should be vocabulary revision.

Examination
At the beginning of the language learning it is wise to group vocabulary into the thematic units and choose gale like exercise

Then the teacher could try random vocabulary in English, learners will find the Czech equivalent.

Bigger written examination - bigger print, pre – printed exercise, learners fill the missing words and they are allowed to use any kind of aid they need. (Grammatical rules). 
PRACTICAL PART: PART A 

1
RESEARCH

1.1
Research design
This research was carried out among primary school teachers in Brno from December 2013 to March 2014

The aim of this research was to determine how are novice teachers able to manage their classes if there are students with specific learning difficulties.

Due to the fact that only 15 questionnaires come back filled in, the design of this research was changed more towards case study type of research. 

 Not only novice teachers participated, but also for a comparison more experienced colleagues took part in it. As a teacher trainee myself, the research was enriched for the third category – teacher trainee – person, who still studies at university and is starting slowly his experience through teaching practice, where he can face similar challenges like anybody else.

Six teachers agreed to be interviewed and five allowed me to observe their lessons, so the summary of the observation as well as the interview is a part of my research.

I am very grateful to all the teachers that became a part of my research and I would like to thank them very much. 

1.2
Research metodology
Tools used in this research were the following:

1. Questionnaire survey - The questionnaire provided ten questions which were supposed to reveal the biggest challenges novice teachers face at the beginning of their career.

 Out of 100 questionnaires only 15 came back filled in, despite the fact that I used social network sites and university information system. Due to this fact the methodology of this research changed accordingly.

2. Structured interviews – The author of this thesis interviewed three more or less experienced teachers and two novice teachers. 

3. Observations – I was able to observe two lessons of two experienced teachers and two lessons of two novice teachers.

4. Output - Two recorded lessons of my own performance
2
QUESTIONNAIRE SURVEY

Results of the questionnaire survey in graphs 

Figure 6: Gender
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Out of fifteen respondents three were men and twelve were women.

Figure 7: Teachers
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Out of fifteen respondents seven were novice teachers, four were experienced teachers and four were teacher trainees.
Figure 8: Lenght of teaching in months
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Out of seven novice teachers that took part in the survey all but one had less than two years of teaching experience.
Figure 9: Lenght of teaching practice in hours
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Out of four teacher trainees all had less than 100 hours of teaching experience at the faculty schools.

Figure 10: Lenght of teaching in years
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The length of teaching in years in the four experienced teachers that contributed in the survey was between eight to twenty six years.
Figure 11: Age of teachers
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The age of all the participants of the survey was between 23 and 48 years. 

Out of which:

The age of the teacher trainees was between 22 and 31 years.

The age of novice teachers was between 22 and 48 years.

The age of experienced teachers was between 29 and 44 years. 

Figure 12: Types of SLD
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Types of specific learning differences that all the participants of the survey experienced in their classes were the following:

1. Dyslexia appeared in 25% of cases

2. Dysgraphia appeared in 17% of cases

3. ADHD appeared in 25% of cases

4. Dyscalculia appeared in 8% of cases

5. Dysortographia appeared in 14 % of cases

6. Other than specific learning difficulties appeared in 11% of cases

Figure 13: Inspiration
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The respondents seek their inspiration in: 

1. Their own materials and knowledge in 16% of cases

2. Did not prepare materials yet in 21% of cases

3. Seminars in 5% of cases

4. Individual learning plan in 5% of cases

5. School counseling center in 5% of cases

6. Internet in 16% of cases

7. Books in 11% of cases

8. Department of English language MU in 5% of cases

9. Primary school where they work in 16% cases

Figure 14: Problems
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For the respondents was the most difficult part of teaching children with SLD:

1. Preparing special materials in 25% of cases

2. Classroom management in 21% of cases

3. Behavioral problems in 18% of cases

4. Different evaluation in 12 % of cases

5. Needing special learning tools in 9% of cases

6. Working with the assistant in 6 % of cases

7. Differentiated instruction in 3% of cases

8. Other problems in 6% of cases

Figure 15: Subject taught

[image: image11.emf]Subject taught

49%

16%

7%

7%

3%

3%

3%

3%

3%

3%

3%

English language

Czech language 

Matematics

Pre -school

Language advising

Arts

Dyslectic after club

Civics

Music

Russian language

Computer studies


The respondents taught the following subjects:

1. English language in 49% of  cases

2. Mathematics and Pre – school education in 7% of cases 

3. In 3% of cases the teachers taught language advising, arts, dyslectic after club, civics, music, Russian language and computer studies.

Figure 16: Classes taught in
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The teachers taught in all environments from pre – school children to adult classes

Summary of the questionnaire survey:

In this survey there were fifteen people responding. Three were men and twelve were women. Their age was between 23 and 48 years. The respondents were experienced teachers, novice teacher and teacher trainees. The length of their teaching experience was between fifty hours teaching in faculty schools to 27 years in state school in the most experienced teacher.

The respondents experienced various specific and other learning difficulties in their classes. In the most cases they come across dyslexia (25% of cases), the least experienced problem was dyscalculia (8 % of cases). 

The respondents find the inspiration for creating materials in various sources, the most of them either on the Internet, at school where they work or they work with their own materials. 

Surpassingly most of the respondents did not prepare their own materials yet (21% of cases).

5 % of the respondents come for the inspiration to the department of English language at Masaryk University. 

For the most of the respondents (25% of cases) the biggest problem connected with learning children with SLD is preparing special materials. On the other hand, only 3 % of respondents find it difficult to differentiate instruction.

Majority of the respondents teach English language in their classes (49%), small percentage of the respondents (3% of cases) teach various subjects – from pre- school education to language advising and dyslectic after school club.

The respondents were teaching all age groups ranging from pre- school children to adult classes. 

PRACTICAL PART: PART B

1
LESSONS

Description of the classes

The author of this thesis taught two lessons and recorded them. They were both in Brno basic school lower elementary class (fifth grade). The teaching took place in the first two weeks of June. Both lessons took place in the morning, so that the children and the teacher were fresh. 

First lesson’s topic was “Our House” and second lesson’s topic was “The Weather.”

Both lessons had children with SLD in them. First lesson had one dystrophic learner and one with ADHD. The second lesson had four children with SLD in it. 

1.1
Description of the first lesson

Apart from the fact that the teacher trainee was nervous, she performed many mistakes, mainly in the first lesson. Some of them rose from the lack of teaching experience, some of them from the lack of knowledge about the class. The teacher trainee demonstrated some content knowledge and some general pedagogical knowledge, however was not able to connect these two into the more effective teaching. 

The teacher trainee showed some typical attributes of the teacher trainee, such as: 

· She tried to incorporate some TPR elements into her approach into quite rigid frontal type of teaching throughout the whole lesson. 

· She mainly concentrated on the lesson plan and was unable to manipulate the lesson more suitably around the learners needs.

· Very often she switched to the mother tongue, so the majority of the lesson was performed in the Czech language.

· Despite the fact she was well informed by the mentor teacher, she was not able to process the important information about the children in the class, which led to inappropriate type of teaching. 

· She also failed to ask about e type of the notebook used in this class, which resulted into the confusion among the learners. They did not know what notebook to use. 

· Out of the fear that English instruction and language in general was too difficult, the kept using mother tongue. 

· Sometimes she was making mistakes, but not as a result of the lack of content knowledge, but mainly as a result of the multi tasking (she was thinking ahead of the next activity and did not concentrate fully about the language.

· Most problems she experienced were, however, in the classroom management, namely in connection to the behavioral problems with the ADHD student. As a teacher from the language school, where learners are generally interested in the subject matter, she was teaching in the class were there were some learners not interested in the subject matter, and she had constantly her explanation interrupted by the noise, loud responses out of context or by rudeness. She tried to calm him down, but the pupil kept interrupting.

· Most of the problems were caused by the choice of the inappropriate tasks and that was again caused by the lack of experience. 

· On the other hand, the teacher trainee prepared a song as a lead -  in and tried hard to interest the learners, she brought colorful book with pictures of the house, rooms and the equipment in it, for the pupils with the SLD she copied the pictures and tried to engage them as much as possible. 

· She was praising learners a lot, even the disobedient ones to motivate them to perform better, excessive use of please and thank you. No unnecessary correction of the mistake.. She was generally interested in the children and wanted them to like the subject.

The transcript of the whole lesson is a part of the attachment.

Activities – first lesson

Lead in – song “Our House” by Madness. It was topic related, some of the children  knew it. The aim was to prepare pupils for what was coming. 
Riddles and puzzles – what room am I describing? Topic related, excessive usage of the mother tongue. The aim was to further motivate the pupils and revise vocabulary connected with the topic.

First exercise from the book – the aim was to enlarge the vocabulary

Listening- pupils were listening to the recording from the book. It was topic related and the aim was to practice one of receptive skills – listening. 

Simon says – pupils were following the teachers instructions and repeating movements following the TPR approach, the aim was to relax the students and have them concentrated for the next activity. 

Another exercise – the aim was to enlarge vocabulary and reinforce the grammatical structure – “there is” and “there are”. 

Another exercise - – the aim was to enlarge vocabulary and reinforce the grammatical structure – “there is” and “there are” 

Another Simon says – pupils were repeating movements after the teacher according to the teacher. The aim was to motivate them to finish the exercise. 

Mistakes typical for the novice teacher

The teacher trainee was informed that all the mistakes she made were typical for the novices. There is the list of the most important ones: 

1. She failed to find out enough information about the pupils and their routines prior to the lesson. She only thought about the topic and materials for it. She failed to think in wider context. Although the mentor teacher tried to give this information, she did not considerate it important enough to pay closer attention. She was only interested in the topic. 

2. In the attempt to lower he English level for the pupil, she used too childish manner.

3. She failed to have the recording perfectly ready. This caused the pupils to wait and talk. She showed her unprofessionally.

4. Due to multitasking and having to think about the next step, she made some grammatical mistakes. She self corrected herself immediately, but it did not look professional and lowered her position in the eyes of the pupils. 

5. She has some pedagogical knowledge about what to do if the children are restless and do not pay attention. She knows that some physical activity is recommended, unfortunately due to the lack of content pedagogical knowledge she did not change the activity to fit the topic.  What is more, the breaks come very abruptly and it broke the fluent flow the lesson should have had. 

6. The teacher trainee was very rigid, did not feel the need of the class to change activity and continue through the exercises she pre planned. 

7. The transition was not fluent, it was very abrupt. 

8. Classroom management was poor. She had her lesson constantly interrupted by the ADHD student or by the unruly pupils. She did not finish all the exercise in time, the bell rang before she finished the last sentence. She made the pupils finish the exercise in their free time.
9. Too much of the mother tongue and hardly any English language due to the worry that pupils will not understand.
Typical attributes of a novice teacher in this performance: 

The performer was bound by the lesson plan. She did want to go through all the exercises she planned, or at least as many as she could. She was not able to register much more in the class, apart from the fact connected to the exercises that were being done. She did not obtain enough relevant information about the class prior to the lesson, which caused confusion among the pupils and lack of confidence in the performer’s own abilities.

Deeper the performer went into the lesson, more she just wanted to finish quickly, “survive somehow” and leave the class.

Every time she had her explanation interrupted, she lost her balance and kept repeating herself, as she tried to continue, where she had to interrupt herself. 

She found it extremely difficult to find the right level of the English language for the pupils to understand, so she either spoke either in too childish manner, or she did not use target language at all and translated most of the words into the mother tongue. 

Concerning the classroom management, the performer, she was not able to make the ADHD student behave. Neither asking, nor ignoring helped to deal with the misbehaved pupil. 

The transition and peace of the lesson was not as smooth as the performer would have liked. 

The performer tried to include pupils with SLD, but it was very difficult.

1.2
Describing of the second lesson

From the teacher trainee’s previous experience, she did not make a detailed lesson plan and decided to “go with the flow”. She prepared two worksheets about the weather, including fill in exercise, joining exercise, the poem, pictures and she also brought colored book with weather pictures in it. On the top of it she brought a set of board games and a puppet Winnie the Pooh. She promised the children that quicker they go through the worksheets, more time they spend on games. She was determined to use as much English as possible. She showered her talking peace, gave simplified instructions and was able for most of the time use target language. The class was cooperating much better, even though there were more special needs children. 

The teacher trainee was much happier about her outcome. She felt more confident and used mother tongue all together four times – when translating the poem, when translating the chunk “ picking up strawberries”, when trying to scare the students of, by describing the length of the essay, they will have to write if they misbehave, and when describing the most difficult task. 

The setting of the class was also different. The worksheets were done as a whole class activity and then the pupils were divided into the three teams to compete. They were told that if T he teacher or the Winnie the Pooh hears any Czech words, the Winnie the Pooh comes and stays with that particular group and this group will write a five  - page essay about the weather. The fighting spirit and the threat worked well and students cooperated very enthusiastically.

Activities – second lesson

Lead in – the Hangman (shortened  version)  There was a word written on the board and the students had to guess what the word was. 

The lead in continued by eliciting what was pupils´ favorite weather. The aim was to motivate children and repeat vocabulary connected with the weather. 

Introduction of the Winnie the Pooh and his friends – the aim of this activity was to have the pupils interested in what was coming later.

Exercise 1 (fill in the gaps) – pupils were filling in the vocabulary connected with the weather. The aim of this exercise was to enlarge the vocabulary. 

Crosswords – pupils were filling in the words connected with the weather. The aim of this activity was to enlarge the vocabulary. 

Whole class discussion – pupils were talking about hat they like doing during the summer.  The aim of this activity was to practice speaking. 

Team games – students were divided into the teams. There were three teams, they played board games. The aim of this activity was to give pupils a treat that the teacher promised, because they worked really well. 

Differences and improvements 

The performer decided a different approach. At the beginning of the lesson she promised games to the pupils when all the work is done. They were much better motivated. The performed used simple language, but used target language as often, as possible, even if describing activities and giving instructions. This lesson was much more improvised. The transition was much more fluent and the peace of the lesson was slower, but steadier. Pupils responded in English and even though there were more pupils with SLD, the performer felt more comfortable in performing. The pupils acquired more knowledge. 

The class was better managed, all the activities finished before the bell rang. Activities in general were more appropriate and pupils enjoyed them better. 

As there was the same mentor teacher in the classroom, she provided the performer with a list of the names of the pupils and their seating arrangement. The performer found this very useful. 

The performer is aware of the fact that she made again some mistakes, but their impact was not as hard as in the first lesson.

1.3
Conclusion
There was a significant change in the performing of the teacher trainee during the first and the second lesson.  They only took place one week apart, but it feels that the teacher trainee matured a bit. The second lesson was much more enjoyable, not only for the teacher, but also fir the pupils. Mainly, because the teacher trainee felt very nervous during the first performance and much more relaxed during the second one.  

The teacher trainee is aware of the fact that she made many pedagogical mistakes, not only in the first lesson, but also in the second one. However, she is grateful for this opportunity, because from one’s mistakes a lot can be learnt. It is an extremely difficult position to stand in the front of the whole class as a novice teacher, even more, when one has pupils with SLD in the class. It takes time and practice to understand the class, so the teacher can help them to achieve their goals and in the same time enjoy what he or she is doing. 
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TAUGHT LESSONS – FEEDBACK IN GRAPHS

1. Our House

6 pupils out of 15 responded which is 40% of pupils

Figure 17: First lesson - feedback
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To the first lesson responded 6 pupils out of 15, which was 40 %. 

28 % liked it very much

29 % liked it

29 % said that it was good

14 % did not like it. 

2. The Weather

Responded 7 out of 11 which is 64% of pupils
Figure 18: Second lesson - feedback
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To the first lesson responded 7 pupils out of 11, which was 64 %. 

57 % liked it very much

29 % liked it

14 % did not knot what to think about the lesson

As we can clearly see from the graphs, not only the teacher trainee, but also the pupils enjoyed the second lesson better.

PRACTICAL PART: PART C

1
INTERVIEWS

The author of this thesis interviewed six teachers. Two were men and novice teachers and four were more or less experienced teachers and women.

The teachers were answering questions according to their questionnaires, so not all of them were answering all the questions The summary of the interviews can be seen in the table:

Figure 19: Teachers answers
	Name
	Do you agree with the integration? 
	Do you differentiate the classification? How? 
	Biggest problem
	Special materials
	Principles used
	Classroom manager

ment
	Did you suffer SLD yourself?

	Mark
	Yes
	Yes, according to the books
	Lesson planning
	More creative tasks
	WA
	Slower peace, assistant would help
	yes

	Pavel
	Yes
	Yes, more time
	Lesson planning
	No special materials altering the whole  class materials
	WA
	WC breaks,

Distributing handouts 
	yes

	Jaroslava
	Yes
	Different groups
	Pupils do not bring tools
	DA
	WA
	WA
	yes

	Blanka
	Yes
	Different groups
	WA
	Her own 
	Individuality
	WA
	WA

	Kateřina
	No, dyslectic classes are better
	Used to shorten the exercise, now more time
	WA
	Bigger print fewer Pictures simplified instructions
	WA
	WA
	WA

	Marie
	No

dyslectic classes are better
	One level better grade than in intact children
	WA
	WA
	WA
	WA
	WA


Commentary on the interviews
As it can be seen from the table different teachers have different ways of dealing with the situations. 

Teachers who teach in the regular classes believe that inclusion is the best for the children with SLD. Teachers who teach in the specialized classes believe that the specialized classes offer better opportunity for the pupils´ education. 

All of the teachers gave some tips, how to differentiate classification, according to their experience and beliefs. For some of the teachers is the biggest problem to lesson plan for the pupils with SLD. 

Teachers, such as Pavel, Mark and Jaroslava, who were diagnosed or self diagnosed with SLD had their way of viewing other pupils with SLD influenced by this fact in a positive way. This could generally mean that teachers who suffered themselves SLD are more positive and tolerant in evaluating other pupils with SLD. 

Pavel includes physical activities and short walks for the SLD students in his lessons. Mark strongly believes that a helper would help a lot, as he experiences himself. Both Mark and Pavel experienced some kind of bullying for their SLD.
Jaroslava and Blanka teach at school where language learners are divided into groups according to their abilities, which both find useful.

Marie and Kateřina both believe that specialized dyslectic classes are better for the students with SLD than regular classes with too many pupils. 

Kateřina gave very specific ideas about how to differentiate instructions: (bigger print, fewer pictures, and simplified instructions). For Blanka the most important principle out of all the principles she works with is individuality. 

Each teacher has his own way how to approach the classroom with SLD learners in it.

PRACTICAL PART: PART D

1
OBSERVATIONS

The author observed lessons of two experienced teachers Jaroslava and Blanka and of two novice teachers Mark and Pavel.

Jaroslava has been teaching for 26 let, Blanka has been teaching for 14 years.

Mark has been teaching for eighteen months, Pavel has been teaching for six months.

All the lessons were very interesting and the teacher trainee benefited very much from attending them. They were all different and there were some specific features that can be seen specifically in the teaching of the novice teachers and the experienced teachers.

Pavel: 

Pavel as a novice teacher struggled the most with classroom management and work peace. 

However, he has chosen a very good lead-in activity (throwing a ball) and deciding whether the word was countable or uncountable by placing it into the correct basket. The author of this thesis found this amusing, however, the learners were not interested. Pavel quite often had to switch to Czech. He asked questions three times and when the learners did not respond, he used Czech.

Sometimes he made a mistake, because of multitasking. He had known the class for over six months, so he knew what to expect. He simplified the language a lot, but the learners did not want to cooperate. Pavel managed to involve pupils with learning difficulties only partially into his lesson.

Mark 

Mark is also a novice teacher. He finds it difficult to find the right materials for the children with SLD. He finds disobedient children very intrusive and feels that they make it difficult for the others to learn. He is a free spirited teacher who is trying to find the best in each learner. As he is a native speaker, his only option is to speak English. He elicits a lot in his lessons, and usually has some extra materials. He is always well prepared for his lessons, but as he has to follow the plans, he feels restricted. 

However, his transformation is quite rigid and he is only seeking his routines.

Mark manages to include pupils with learning difficulties only partially into his lesson.

Jaroslava

Jaroslava is the most experienced teacher in the group. She has her lessons well managed, she is involving all the students in the lesson, she knows her students well and knows what to expect from them, both in terms of knowledge and discipline. Her tasks are appropriate and context orientated. She uses the English language when possible and the Czech language when necessary. For her it is necessary, when she feels that students are not responding to number of repeats and demonstration.

Blanka

Blanka is a very experienced teacher, who has her lessons well managed, she knows her students well, she knows what to expect from them in terms of knowledge and discipline. She has very accurate pronunciation. She has her lessons well prepared but does not rigidly follow the book. In her classes she uses mainly English, and she makes hardly ever noticeable mistakes. She fully involves students with SLD and acts intuitively, protecting students’ individuality.

There are two tables, both describing the main differences in the novice teachers and experienced teachers. 

The grading is the following: 

One describes that this is not important or easy for the teacher; six explains that it is very difficult, or important to the teacher. We can see the most significant differences in novice teachers and in the experienced teachers.

Figure 20: The questions
	Attributes
	Mark
	Pavel
	Jaroslava
	Blanka

	Focus on LP
	Yes 80%
	Yes 90% 
	No 
	No

	Noticing 
	Hardly anything
	Hardly anything
	Everything
	Almost everything

	Reaction to unexpected events
	Sometimes able to react to his advantage
	Unable to react promptly
	Reacts to her advantage
	Reacts to her advantage

	Ability to improvise
	30% 
	15% 
	90%
	90%

	Use of language
	
	
	
	

	TL x MT
	Only TL
	Mostly Czech  
	60% TL, 40% MT
	Mostly English

	Grading TL 
	Yes, slower peace
	With problems
	Every day 
	Every day

	Language competence
	
	
	
	

	Mistakes
	Yes – multi focusing
	Yes – multi focusing
	No noticeable mistakes
	No noticeable mistakes

	Classroom management
	
	
	
	

	How does the T attend misbehaving children
	Admonish repeatedly
	Admonish repeatedly
	Raise voice, admonish once 
	admonish once

	Setting up activity 
	Quite abrupt
	Quite abrupt
	Fluent
	Fluent

	Instruction
	In English
	In Czech
	Both languages
	In English

	Appropriate activities
	Yes, mostly
	Yes, mostly
	Yes
	Yes

	Transformation
	Quite abrupt
	Quite abrupt
	Fluent
	Fluent

	Preparation before the lesson 
	Yes, partially 
	Yes, partially 
	Yes, fully
	Yes, fully

	SEN Students
	Partially involved
	Partially involved
	involved
	involved


Conclusion

The author comes to realize that every teacher deals differently with learners with SLD.  What helps some, does not necessary help the others. 

It is very difficult to start the professional career as a teacher. There are many factors that the teachers need to be aware of and it is difficult to find the balance between what has to be done and what would please the learner. 

Conclusion
This thesis aimed to describe the specific learning difficulties, the differentiated instructions and the transition of the teacher from his or her very beginnings as a teacher trainee to the expert, with the most stress on the stage of a novice teacher in the theoretical part.

The practical part described the results of the questionnaire survey, two lessons taught by the author of the thesis, the teacher trainee, stressing the most significant mistakes of the beginner teacher, also four observed lessons and the results of the interviews. 

It is difficult to be a novice teacher and it is difficult to teach children with specific learning difficulties. But to be a novice teacher in a classroom with children with specific learning difficulties is overwhelming. This thesis wants to show possible options how to deal with children with specific learning difficulties in the regular classes. Some more experienced teachers gave their advice and the author of this thesis hopes that this work can help some novices that find it difficult to cope with such challenging situation. 
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Attachment 1: TAPESCRIPT ONE – OUR HOUSE. 

Topic: Our House
Me = teacher trainee (me)

S= student

Ss = students

J = Jana (regular teacher)

ADHD = student with ADHD

CD = CD player

J: Dobré ráno. Dneska vás bude učit jiná paní učitelka, která se vám představí sama. Já si sednu dozadu a budu tiše poslouchat. A prosím vás, pojďte blíž.  
Me: Hello my dears, today we have a very special topic, but for you to guess what the topic is, I need you to come closer. O.K, please come here.     
(I pointed to the first desk. Students started bringing their books and bags. Eventually they come closer to me). I let them listen to the song: “Our House” by Madness.

The quality of the recorded song was not as good as I hoped it would be, but eventually the students started to recognize the tune.

S: Oh, To znám.

Ss: Tuhle písničku znám…
Me: OK, so what is today’s topic? Co myslíte, že  … budeme si tady dneska  povídat spolu? 
Ss: Our house… our house

Me: Our house, yes..ok…our house. Now do you all live in a house or in a flat? in a flat? So please raise your hand who live…
Ss: Co to je flat a co to je house?

Me: OK, tak jak to teda je,  jaký je rozdíl mezi house a flat, kdo to ví? 

Ss: Flat je byt a… house je dům.

Me: Skvělý... .teď studenti, kteří žijí v domku, zvedněte ruku. 

Ss: Studenti?

Me: Oh…děti… žáci. A dět- žáci, kteří žijí v…v  bytě. 

S: Co je to byt?

 Me: O.K. Thank you very much. Ehm, ehm. Today we will talk about our house. House have different rooms.

S: Co to je room?

S: Pokoj

Me: Možná můžu vás poprosit, můžete si napsat na lavici svoje jméno, abych nemusela říkat paní v…  

Jana: Možná kdyby dětska měli jmenovky…

ADHD: Mě všichni poznají.

Me: Ehm, nebo 

ADHD: Mě všichni poznají.

J: Stačí takový?

Me: Určite, hm.

J: Ne na lvici, na triko si to nalep

Me: Na lavici to nepřečtu.

Students are writing their names on the piece of paper.

--------------------------------------------------------------------------------------------------- 3:28

Me: A zatímco píšete ta jména zkuste přemýšlet co je to ten room? 

J: Na čelo si to nalep
S: Tak jo

Me: Když  tak hezky píšete jména pro mě, tak já se Vám taky představím. While you are writing your names so nicely I will introduce myself. My name is Katka -Šimarová   a jednou ze mě doufám bude paní učitelka Angličtiny tak si to teď musím vyzkoušet. Tak uvidime, jak se mi to povedlo. Tak a teď už teda opravdu můžeme začít. 

………………………………………………………………………………………………….3:40

Me: Takže Co to teda je ten room ? Adam? 7    

Adam: Pokoj

Me: Bezva. Teď vám budu dávat hádanky. Budu vám popisovat různé pokoje v domě a vy budete hádat, co to je. Takže třeba řeknu:  Hm… This room is usually the biggest; we have a sofa in it…

S: A living room.

Me: Living room…yes! Living room, excellent well done! Brilliant! Another room is not called a room, but usually you prepare food there. 

S: Kitchen.

Me: Kitchen, yes, kitchen, brilliant. Another room is very special, because it is your own room, you live there. 

S: Bedroom- 

Me: Hm, bedroom, yes, any other idea? 

S: Nursery?
Me: Nursery, could be, yeah…
S: Kid’s room

Me: Children’s room, brilliant. 
I gave the two students copy of the materials I was reading from. When one of them tried to give me the copies back I told him: Ne, to si nechte, abyste na to lépe viděli. 
Me: Now, this is my favorite room, you can brush your teeth there, - Adélka. 

Adélka: Bathroom

Me: Bathroom, brilliant….Bathroom excellent. Then, there is a room in which you can eat your food it is a special room… 
ADHD: Jídlo? Mňam, Mňam, to je bezva…------------------------------------------6.28
Me: Yes O.K. It is a special room where you can eat…where you can eat your own food. 
ADHD: Food.

S: Kitchen.

Me: No, no kitchen. 
ADHD: Jak se to řekne?
S: Fridge?

Me: No fridge, but you are close. 
S: Is it dining room?  Dining room.

Me: Dining room, yes. 
ADHD: Příroda, jo já to vím.

Me: Dining room is a special room, because usually Czech houses don´t … do not have it. O.K. Jídelna je  vlastně zvláštní, většina českých domů ji nemá, ale v Anglii  to  opravdu mají oddělené, mají kuchyň zvlášť a jídelnu zvlášť. O.K. brilliant, now…I want you to think, what is your favorite room and why? Think about it and I will… 
ADHD:  Jídelna.

Me: Why? Why is dining room your favorite room? Why? 
ADHD: Kvůli jídlu.

Me: Ehm, in English. 
S: Food.

Me:  Because of food, excellent. Yes? 
S: Computer room

Me: Hm, you have special computer room, like a study room. Hm, ok. 
S: Nursery.

Me: Hm, nursery, children’s room, brilliant. How about here? 
Me: What is your favorite room? What is your favorite room? Jaký je tvůj oblíbený…Jaká je tvoje oblíbená místnost? Všichni si o tom popřemýšlejte a pak mi to řeknete jednoslovně. Jo, zeptám se vás všech, tak ted nepovídejte a přemýšlejte o tom.  
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S: Living room.   …………………………………………………………………10 mins
Me: Living room, brilliant. Ok, so…Who liked the dining room the most? Hands up. Dining room, kdo má nejradši? Ruce nahoru. Výborně. Dining room? Hands up who likes living room? Brilliant.  Kitchen, who likes kitchen?  The most, ok. Výborně. 

Childrens´ room. My own room. It is my favorite room. I like it the most. It is my favorite. 

ADHD: Jo to by mohlo být.

Me: And who likes bath? 

Ss: Co to je?

Ss: Bedroom.

Me: Bathroom. You like bedroom, but who likes bathroom? 
ADHD: Jo. Bathroom.

Noise.

Me: Super. Je tu ještě někej další pokoj, kterej tam najdete? 10

S: Bedroom.

Me: Bedroom. Brilliant. Bedroom. 

Noise.

Me: A jak se řekne taková ta nejmenší místnůstka v domě? 10

S: Spížka

Me: Sorry? 

S: Spížka.

Me: Yes, but I meant a little smaller. 

S: Spížka malá.

S: Toilette.

Me: Toilette. Super. 
ADHD: SPÍŽ

ADHD: SPÍŽ.

Me: O.K. Cool. Well. 
Noise.

Me: No, kdo ví? Jak se řekne spížka? 7

Noise.

S: Já  to vím, já to vím…

S: Toys room.

S: Bathroom…

Me: Hm toys room?…nebo pantry. Hm. O.K. Thank you very much. 

Me: Yes                                                                   11.09

S: Hall.

Me: Hall. Aha. Tak co to je hall? 5

S: Hala. Hala

Me: Přesněji. Hala  třeba. 3

ADHD: Hlavně že ty tam … Jak se řekne lednička?

Ss: Fridge, fridge

Me: K tomu se dostaneme. Zkus se zeptat anglicky. Zkuste používat angličtinu. Tak. 

S: Já to neslyším, já to nslyším…

Me: Brilliant now, any questions? Would anybody like to ask anything? Má tu někdo…?  10  Máte někdo nějakou otázku pánové? 8

S: Ne…

ADHD: Jestě jednou jak se řekne lednička?

Me: Ještě jednou k tomu se dostaneme. 

ADHD: Aha.                                                                              Warm up……… 11.55 mins.

Me: Tak prosím vás, otevřete si vaše ehm…students´ booky? 

Jana: Class book

Me: Class booky. 

Ss: Co, mám to… úča je vzadu. Vypadni. Hlavně ty.

Noise. 

Ss: Co co máme dělat. Je to vzadu. Dej mi to. Classbook classbook. Hahaha.lavně že ty…

CD player: U5 Our house.

Me: O.K. Thank you very much. Tak zkuste mi někdo prosím vás vyjmenovat všechny ty pokoje. A ten rozdíl, který jsme si říkali? Půjdu třeba dozadu. Tak který jsme si teda říkali místnosti v domě? 

S: Bedroom.

Me: Bedroom. 
S: Living room.

Me: Living room. Stačí. Co dál máme za pokoj? 
S: Já  nevím

S: Toilet

Me: Toilet. Další pokoj. No…

ADHD: Ty pokoj…

Me: No…

S: Toilet

Me: Toilet. Tak holky pomožte klukům. 

S: Vola

Me: No 
S: Hall

Me: Kluci, ale já jsem řekla…Pšššš!!!!!!! Tak co dál tam máme? No, co dál máme ještě za různý pokoje v domě? Takže se to budeme učit tak  ať trošku vím o čem budeme číst.

S: Kitchen

ADHD: Lednička.

Me: Tak kdo si myslí, že lednička je pokoj ať zvedne ruku. Tak, a když tak, takže tak. Takže mám pro tebe smutnou zprávu:  lednička není pokoj.

S: On by byl strašně šťastnej, kdyby byla…

Laugh

Me: Tak teď si prosím vás, teď si poslechnete článek, který si spolu přečteme .Tak . 

S: Prosím, paní učitelko…to je v pohodě.

Me: Tady nic není.  tak…ehm,

Jana: Co budeš dělat, výsledky až tak  v tom červeným…dalším…

Me: Tak poslechneme si teď článeček, který si potom spolu přečteme. A ehm…Očima si projíždějte to, co uslyšíte a když vám nějaké slovíčko nebude jasné, tak se k němu dostaneme a přeložíme si to všechno, jo? 

Me: Tady není….víš co? Běž si sednout tam…

ADHD: Jóóóó

CD: Exercise one. Read and listen. Repeat the words in blue.

A hall                        Ss: A hall

A living room           Ss: A living room

A dining room          Ss: A dining room

A kitchen                  Ss:  A kitchen

A toilet                      Ss: A toilet

A cellar                      Ss: A cellar

Bedrooms                  Ss: Bedrooms

A bathroom                Ss: A bathroom

A garden                    Ss: A garden

A garage                     Ss: A garage

Exercise two. Read…. 

Me: Tak co to je garage? 

Ss: Garáž. To je garáž.

Me: Skvělý…O.K. Tak.

CD: …and read. Answer the questions. Downstairs there is a hall, a living room, a…

Me: Tak, našla jsem to.  Prosím vás všichni, tady  čteme tento článek. Prstíkem si budete ukazovat tam, co ona bude říkat.  Budete všechno číst. Výborně. Někdo už i otvírá učebnici, super. Takže. Akorát to je class book. Máte si otvírat učebnici. 

S: Jo, učebnici.

ADHD: CO…No to tak…

Me: Tak prosím vás všichni, je to učebnice, strana padesát čtyři. Page fifty four….tady v tom horním rožku čteme článeček.  Bude tam něco napsáno o domě, takžeto by nám nemělo dělat problem…

CD: Exercise two a Read and listen. Answer the questions.

Downstairs there’s a hall, a living room, a dining room, a kitchen and a toilet. 

There isn’t a cellar. 

The dining room is next to the kitchen. The toilet is under my stairs. 

In this picture, I’m in my bedroom. My brother is in the dining room. 

Our parents are in the kitchen. My dog, Rex, is in the hall.  

Upstairs there are three bedrooms and there’s a bathroom, too. 

Outside there’s a garden and a garage.

Me: Tak, teď si to spolu přečteme a přeložíme. Takže pokud jste něčemu nerozuměli , tak se vůbec nebojte, pěkně si to spolu všechno uděláme. A budeme asi  číst pěkně po lavicích, takže Adam please start. First sentence. 

Adam struggles: Ehm…downstairs free a hall.

Me: There is a house. Hm. 
Adam: … a living room, a dining room, a kitchen and a toilet.

Me: Bezva, trošku víc nahlas. Tak Marek, zkus to přeložit. 

Marek: long pause – v domě je  to...hala, potom je pohovka…nebo…

Me: Tak víte co, přeložíme si to celé spolu já to přečtu, vy to po mně zopakujete a přeložíme si to spolu. Kdybyste ta slovíčka neznali, tak si je tam to… můžete napsat. Tužkou. Slabě. Takže já čtu, vy budete opakovat.Takže dávejte pozor , ať víte, kde čteme. 

Downstairs there’s a hall, a living room, a dining room, a kitchen and a toilet. Všichni. 
Ss: Downstairs there’s a hall, a living room, a dining room, a kitchen and a toilet. 

Me: Bezva, tak…je tady někdo, kdo té větě rozumí, kdo by nám to přeložil? Bezva.

 S: Jasně, tak…V domě dole je hala, obývák…

Me: Jasně. 

S: Jídelna

Me: Skvělý. 

S: A záchod.

Me: A záchod. Super. 

Věta dvě, všichni pozor.There isn’t a cellar. ……………………………20 minutes
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Ss: There isn’t a cellar. 

Me: Tak někdo statečný, kdo by si to troufnul přeložit? Není zde co? 

S: Celer.

S: Není zde sklep.

Me: Sklep, výb - , výborně. Cellar je sklep. Tak. The dining room is next to the kitchen. Tři, dva, jedna. 

Ss: The dining room is next to the kitchen.

Excellent. The toilet… . Jo, špatně, přeložit. Tak Terezko, zkus.

Rerezka: Jídelna je vedle kuchyně. 

Me: Skvělý… The toilet is under my stairs.
Ss: The toilet is under my stairs. 

Tak, zkusí přeložit někdo…Dane, troufáš si? 

Dan: Jo…Toalety jsou nahoře.

Me: Toalety tam  jsou, skvělý. Zkusí třeba Adélka.

Adélka: Toalety jsou pod mými schody.

Me: Skvělý… In this picture, I’m in my bedroom. Ready, Steady, go.
Ss: In this picture, I’m in my bedroom. 

Me: Tak přeloží třeba tady. Jo.

ADHD: Tadá, tadá, tadá……

S: Obrázek je v mém pokoji…………………………………………………..21:43

Me: Na obrázku jsem v mém pokoji. Nevadí. Jdeme dál. My brother is in the dining room.
SS: My bro…

 Me: Ready. Steady. Go.

Ss: My brother is in the dining room.  

Me: Skvělý. Zkusí to přeložit třeba…Marianko, zkus to.

ADHD: To je…

Ss:  hahaha…

Marianka: Můj bratr…

Me: Hm…tak…

Marianka: Můj bratr  je…vůbec nevím…je v jídelně.

Me: Skvělý…teď si dáme malou přestávku………………………………….22:25

Me: Everybody stand up. Noise.

O.K. We will play a game Simon says. Hooray. Yes.

Simon says: “Jump”. Jump, jump, junp junp, jump.

Students are jumping.

Me: Stop.
Me: Simon says: “Clap your hands.”

Students are clapping their hands. 

Me: Simon says: “Stamp your feet.”

Students are stamping their feet.

Me: Simon says:” Run.”

Students are running on the spot.

ADHD: Bůůůůůůůů…Aaaaaaa, grrrrrrrrrrrrrr.

Me: O.K. Stop. Kluci. Simon says: “Jump on one leg.”

Me: Stop.
Me: Simon says:” Sit down.”
Students are sitting down.

Me:  Simon says:” Stand up.”
Students are standing up.

Me: Simon says:” Touch your nose.”
Students are touching their noses.

ADHD: Co to je?

Me: “Simon says touch your ears. “

ADHD: Co je to?

Students are touching their ears.

Me: Sit down. A- O. K. Everybody Sit down please. Sit down. Excellent. Everybody sit down. Sit down. Sit down, please.

Ss: Hahaha.

Students are sitting down and calming down.

Me: O.K. Our parents are in the kitchen. Ready! Steady! Go! 
Ss:  Our parents are in the kitchen.

ADHD: Ready, ku….doma.

Me: Tak kdo přeloží? Zkusíme Adame?

Adam: Mí rodi..ehm…naši rodiče jsou v kuchyni. 

Me: Výborně. My dog, Rex, is in the hall.  Ready! Steady! Go! 
Ss: My dog, Rex, is in the hall.  

Me: Excellent. Zkusí třeba Adélka.

Adélka: Můj pes Rex je… v předsíni.

Me: Hm… Upstairs there are three bedrooms and there’s a bathroom, too. Ready! Steady! Go!

Ss: Upstairs there are three bedrooms and there’s a bathroom, too. 

Me: Super, Marek, zkus to přeložit.

Marek: Nahoře…tam jsou…jsou…tři ložnice a jedna….hmmm koupelna.

Me: Ehm…Tři ložnice a koupelna.  Excellent. Outside there’s a garden and a ger…garage. Ready! Steady! Go!
Ss: Outside there’s a garden and a garage.

Me: Tak přeloží nám to Dan. Poslední větu.

Dan: Jo…poslední věta…Nejdřív musím vědět ale co je to “outside.”

Me: Tak kdo mu poradí co je to “outside”? “Outside”. 

S: Prosím já…

Me: Tak to někdo řekněte.

S: Venku.

Me: Venku, tak…venku.

Adam: Venku.je zahrada a garáž. ………………………………………………………………….26:02

Me: Bezva. Thank you. Well done. Tak prosím vás v tom článečku se velmi často vyskytují takové dvě vazby: “there is” a “there are”. Má někdo z vás ponětí, co to znamená? 

S: Tady je…

Me: Výborně…tak docela hodně hm…hodně lidí to ví…Tak zkusí Adélka to říct.

Adélka:” Tady je “ a “tady jsou”.

Me: ”Tady je “, “tady jsou”. A kdy se to používá to” tady je” a” tady jsou”? Zkusí Terezka.

Terezka: No takže je to..právě  kde co je…

Me: Jasně…takže, když popisujeme, že někde něco je, tak musíme použít there is a there are. Takzvané existenční vazby. Tak.

ADHD: ….to by šlo…ty seš debil ale

Me: Takže…prosím vás všichni se podívejte na stránku padesát čryři cvičení čtyři, máme tam takovou tabulku, něco si do ní doplníme…

Me: Takže- 

ADHD: Grrrrrrrrrrrrrrrrrrrrrr

Me: Dan nám přečte zadání..

Tom: Copy and “complete” the table.

Me: Excellent. Thank you E.T…………………………………………………27: 22

Me: Tak. Co bude…co bude v tom prvním..ehm…co bude v té první vynechávce, když je tam: a bathroom. Bude tam “there is” anebo “there are”?

S: “There is a bathroom”.

Me: “There is”, je to jednotné číslo. Takže prosím vás, všichni si dopište tady k tomu- 

S: No jo, ale… Ale my nesmíme..

S: Ale my nesmíme psát do…

Me: Tak si otevřte prosím  sešity a přepište si tabulku.

ADHD: No pište, pište…

J: A ty taky…Honzo

Me: Vy nemáte žádný malý sešit na procvičování?

ADHD: No tak to jóóóóóó´. Tak to jóóóó.

………………………………………………………………………….28

Me: Proím vás, otevřete si nějaký sešit, do kterého můžete psát. Ideálně pokud to má něco společného s angličtinou.ten sešit.

J: Máme exercise booky…Klid. Petro, nepovídejte si.

ADHD:  Sakra.

Me: Tak, a přepíšeme si tam tu tabulku. Takže .Super. There is a bathroom upstairs.
A poprosím , aby nám to přišel  Dan napsat na tabuli. There is a bathroom upstairs. Tak.

ADHD:  Jů. Můžu já?

Me: Potom Třeba taky…Tak. There is a bathroom upstairs. Tak.  Vem si křídu a piš.

ADHD: Jů, já jsem se napil. Ha.

ADHD: Tak. There is…tak. There is.
S: Jak se to píše?

S: Jak se to píše?

Me: No…Jak se to píše?...........................................................................30 minutes
ADHD:  Potom. To je průšvih.

Me: Nejde to?  Tak Já ti budu hláskovat, jo? T – H

ADHD: Ty neumíš abecedu…

Me: Tak já to napíšu a ty si to běž opsat.

J: Dane, ale abecedu umíme.

Dan: Ale já ne.

J: Žádný ale.

Me: Tak první tam budete mít doplňěno there is. 

Me: Když je v druhém řádku There a potom three  ehm bedrooms .Tak tam bude co? Zkusí Terezka.

Terezka: There are

Me: There are. Ano…Skvělý. Skvělý. Tak skvělý.  Za Terezkou sedí Kristýnka. Tak Kristýnka zkusí třetí řádek.

Kristýnka: There is a cellar.

Me: There is a cellar.  Tak a teď pozor. Když je to zápor tak je to buďto are not a nebo is not a spojuje se to… Ehm aren´t a nebo isn´t  Tak máte to všichni přepsané? Jé ty už máš otevřený sešit. To je úžasný.

S: Haha

Me: Kontroluj, tak…přepiš si tam. Tak. Úplně všechno. Tak brilliant. Tak prosím vás, chcete se někdo na něco zeptat? Ohledně té vazby? Je vám to jasný? Tak máte to všich…Kdo ještě píše prosím vás? Tak ještě chvilku pište, jo?

J: Kde máš sešit?

S: Do prd…já jsem ho…

S: Máme už napsáno?

Me: Tak super. Chcete se někdo na něco zeptat? Nebo je vám všechno jasné?  Brilliant. Tak super a můžeme  začit cvičením pět. So exercise five please a poprosím, aby nám Eliška přečetla zadání.

Eliška: Look at the picture of…

Hluk.

Eliška: Look at the picture of Amy´s

Me: ŠŠŠŠŠŠŠ!!!!!!!!!!!

Eliška: Look at the picture of Amy’s house again. Complete the sentences. 

Me: Tak a zkusí nám to přeložit třeba….

S: Já, Lukyne, nech toho…Chcete se bavit, nebo radši ne.

Hluk

Me: Cvičení 5

Lukáš: Zady je televise a …

Me: Ne počkej, já myslím, jenom zadání

Lukáš: O.K. Podívej se na obrázek hej…

Ss: Haha, obrázek…

Ss: Špatnej dobrázek…

 Lukáš: Ejminýho domu. Dopiš věty

Me: Super tak. Tak oni nám to ješrě trochu ulehčili to cvičení. Máme tam začáteční písmenka vždycky doplněná, takže si to doplníme. Pište si to kdyžtak do sešitku třeba, Jo, když si nemůžete psát do učebnice.

S1: Děkuju

S2: Prosim…

Me: Můžeme pěkně po…ehm lavicích. Tak. Prosím ,aby začal Dan.

Dan: There is a television in the living room.

Me: Livingroom, bezva, napište si livingroom. A zkus to i pro nás přeložit… Dane. 

Dan: Televize je v tom…living room, já nevím, jak se to řekne…ehm…kluci…

Me: Living room. Poradíte mu někdo?

S: Obejvák.

Me: Obývák. Jasně. Tak holky pokračujte prosím, dvojku..Tak bude to asi začínat tou existenční vazbou, že jo? Tak máme tam four rooms. Tak, Co tam bude za tu existenční vazbu? Bude tam there is nebo there are? Když je to…množné číslo?  No, co tam bude, jak to tam bude?

S: There are.

Me: There are, jasně, there are. Tak a copak to u, co bude to u? Zkusí sousedka. Tak bude to upstairs, nebo downstairs?

Ss: Upstairs.

Me: Upstairs, jasně.

S: There is

Me: There is. Bezva. Další řádek. To je trojka. Takže there is…

S: A bathroom downstairs.

Me: Lovely…a bathroom downstairs. Tak super, tak. Tak. Three….Tak. A ještě co teda budete dělat s tou čtverkou. A tak někdo je unavený…Tak jo, tak everybody stand up, again…O.K. Put your hands up . And down. And up and down, and turn around. And turn around. As many times as you manage. Tolikrát, kolikrát to zvládneš. Sit down. Sit down, sit down please.  SIT DOWN PLEASE! 

S: To je…

Me: Tak co bude v té čtverce? Co bude ve čtverce? Poprosím…

S: Zkus si to…

S: Ne…

Me: Co bude čtverka? Co tam bude, když je tam three? 

S: There are

S: Bezva. There are. 

S: There are three bedrooms.

Me: Jasně bedrooms. Bezva. Tak three bedrooms. Tak co bude pětka? Kolega, poprosím…

S: Haha, kolego…

S: Pane kolego , čti…

S: Pane kolego, pane kolego…

Me: Tak co bude v páté větě?

S: Proč zrovna já?

Me: Tak…tam bude… a toilet under the 

S: Stairs (I didn’t hear).

Me: Co tam bude, když je tam toilet?

S: Stairs

S: There is

Me: There is….takže do té pětky si prosím  dopište there is…Ostatní už mají otevřený sešit a píšou. (Towards the ADHD student)

ADHD: Oni taky ne. Ona taky ne……………………………………………40 minutes

Me: V pětce bude there is a toilet under the …co tam bude?

Zkusí Adélka.

Adélka: Stairs

Me: Staies. Mám to psát, nebo už si to budete psát sami? Sami. Skvělý. Úžasní jste. Tak…když je tam two people in the k, tak tam bude co? Zkusí Terezka?¨

Terezka: There are two people in the kitchen.

Me: Two people in the kitchen.
Me: Proč si nepíšeš?

ADHD: Já nevím co. 

Me: Co si diktujeme.

ADHD: Já jsem neposlouchal. No…Oni si tady vykládali, tak já jsem to neto…

Me: Ostatní už píšou pátou a šestou větu. Tak…Tak když je tam two people, tak tam bude co? 

ADHD: There are.

Me: There are. Jasně. Two people. In the a k bude?
S: Kitchen.

Me: Kitchen. Skvělý…

Me: One person in the d, tak tam bude? Někdo jinej než Adélka, chudinka furt odpovídá… 

S: Dining room,

 Me: Dining room, výborně. Tak. Osmičku zkusí kluci vzadu. Tak. Osmička prosím. 

S: Jasně. Stačí říct. There is a computer in the dining room.

Me: Hm. Výborně. Může to být dining room. Deset.

S: There are..ne   there is garage…ne garage…in the garden.

S: Hm

Bell rings.

S: YES!!!!

Me: Let us finish the last sentence.…two bikes in the g… Když je tam two bikes, tak tam bude co? 

S: There are two bikes in the garage.

Me: Garage. Fine. Any questions? Máte nějaké otázky?  Thank you very much for today. Mějte se moc hezky . Přeju hodně štěstí a teď bych vás ještě chtěla o něco poprosit…Prosím prosím. Mohli byste mi prosím na kousek papíru napsat, jak se vám líbilo, že jsem tady byla…nebo nelíbilo. Můžete to prosím pro mě udělat a paní učitelka by si to vybrala

J: Po matematice.

Me: Tak jo, Děkuju mockrát. Nashledanou. …………….. ………………………..6 minutes

Attachment 2:TAPESCRIPT TWO – THE WEATHER. 

Lesson: The Weather
There was a word written on the board.

Me: O.K. Hello.  Beautiful morning. This is today’s topic. My name is Katka Šimarová and today I will be your teacher. O.K. This is our topic. I want you to guess what the word is.

S: Winter.

Me: No, but a good guess. Not winter, though. O.K. Give me some letters.

S: “Withr.” 

Me: No “wíthr” no. O.K. Give me some letters

S: WEATHER.

Me: Yes. Weather.

S: To jsem měl na mysli.

Me: Weather, yes.

Me: What is your favorite weather? So what is your favorite kind of weather? 

S: My favorite weather is a cloud?

Me: Cloud?

S: Cloud

Me: It’s cloudy. O.K.

Me: My favorite weather is snow.

Me: Snowy O.K.

S: My favorite weather is in the month when it is sunny and sun.

Me: Fantastic. Thank you very much.

Me: My favorite weather is sun.

Me: Sunny. Hm.

S: My favorite weather is sunny.

Me: Sun. Hm

S: My favorite weather is sun.

Me: Beautiful, thank you very much. Wonderful. I prepared…hmm…I prepared time sheet for you. We will do this and then we will play games O.K?  Quicker we do this, more time for games we have. O.K. So let’s do that quickly. Before we do that what is your favorite game? What is your favorite game? What games do you like? Do you like chess?

S: No, no…

Me: Do you like memory games?

S: No

Me: Do you like cards?

S: Letter games…

Me: Letter games? O.K I will see what I can do about that. O.K. Does every body have a sheet of A Sunny Day and then a crossword?

S: Oba dva?

Me: Oh, sorry, there you go. O.K.

S: Kde to vidíš? Yes, yes , aha.
Me: This is that. It is O. K. No problem…That is O.K. And ladies and gentleman I would like you to meet my very good friend…

S: Medvídek Pú.

Me: In English, who is it in English?

S: Winnie the Pooh. Winnie the Pooh. Winnie the Pooh.

Me: Do you know …Do you know his friends? Do you know who is ….who are his friends?

S: Bunny

S: Prasátko

S: Pig

Me: Piglet Then...

S: Sova

Me: Owl Then… Who else?

S: Klokan 

Me: Kangaroo Thank you

S: Tigr- Tiger. Hm.

S: Penguin. Ne ten ne…
Me: Penguin? I am not sure.

Me: O.K. This is a magical Winnie the Pooh. When I hear Czech words I …..will give you the Winnie the Pooh and who will have him at the end of the lesson will have very difficult homework. O.K? ………………………………………………………….5:50

Me: So A Sunny day. O.K. We have one, two three four, five pictures. So number one is done for us, so what will be number two please Jirka?

Jirka: It’s raining.

Me: It’s raining. OK. What picture? Anyone?

S: E.

Me: E. Excellent!  So two is E. O.K.

Me: Number three, please.

S: It is cold.

Me: It is cold. What picture, anyone?

S: C

Me: C yes, very good. So three is C.  Number four please.

S: It is raining.

Me: Yes. 

S: A

Me: A. Brilliant. Yes. And number five.

S: It is snowing.

Me: Hm

S: B

Me: B, beautiful. Any questions? No questions, beautiful. Let’s move to exercise two. 

O. K. We have one, two, three, four, five, six pictures. So… and we have two people, so we will read it and find the picture. O.K. So it’s raining. I’ve got an umbrella. What picture number it’s going to be? Ehm picture letter yeah?

S: C

Me: C, beautiful. One is C.

S: Co máme dělat?

S: Já nevim…

Me: Tady…

S: Opatrně…

S: It´s hot.

Me: Hm

S: We can go….to the park

Me: We can… To the park, hm…and what picture?

S: D

S: We can go to the park.

S: B

Me: B. Yes, because there is the door and they are going out, so two is B.  Can we try three? 

S: It is sunny.

Me: Beautiful

S: We can play outside…

Me: Hm, and it will be picture number? Ehm picture letter. Sšššš

S: B.

Me: almost Perfect. It’s sunny, we can play outside. Sunny…

S: D

Me: D Thank you very much. So three is D.

S: I said D

Me: Oh, sorry, sorry, I am sorry…I didn’t hear you well. I am sorry. Well done. I am sorry. Thank you very much. Number four.

Nock on the door.

T: Dobrý den…

Noise. 

Me: No prolem.

T: Čtvrtá B. Mají kroužek…Nějaké malé holčičky…No, no…asi první A.

Me: O.K. No problem. Number four Please. 

S: It’s windy….We can play with a “Kate.”

Me: Kite. Kite. 

S: E?

Me: Beautiful. So what is it a kite? What is it? 

S: Drak.
Me: Yes. Drak. Right….hm…number five?

S: Number five?

Me: Hm. number five. Here.

S: It’s snowing. We have got coats. …F.

Me: F. Beautiful. So five is F.  And last one. O.K.

S: It’s cold…we’ve got hats. 

Me: Hats. It is…

S: A

Me: So let’s check it. Number one is?

S: D

Me: Number two?

S: B

Me: Number three?

S: D

Me: Number…excuse me, number four.

S: E

Me: Beautiful. Number five?

S: F

Me: Yes, number six?

S: A.

Me: Wonderful. Excellent. Well done. Good Job. Now we have got…Yes, what is it?

S: Křížovka.

Me: Yes, a crossword. 

Me: Beautiful. So…Across means this way.  And down is this way. O.K. So ..Number one across will be? The wind is blowing. It is here already done for us. Hm.

S: I am just finished it.

Me: Yours is finished?  You have finished already? Beautiful, but hold on, hold on please. So number three, let’s have a look. O.K. Very…very, very good workers. So number three is?  What would be number three? Anyone, please? 

S: Raining.

Me: Yes, raining. Raining. Number three is raining. Number four?

S: Sunny

Me: Yes, sunny. Number five.

S: Cold.

Me: Beautiful. Excellent. Now, let’s go down, number two?

S: Windy.

Me: Windy, beautiful. Number four?

Ss: Snowy.

Me: Yes. Snowy. O.K. yes, and there is a poem that I prepared I would like you to read it with me. I will read it first and then you will read. So, It’s raining, it’s pouring, the old man is snoring, Can everybody see it? I will go over here. Right. It’s raining , it’s pouring, the old man is snoring.  He went to bed, and banged his head and couldn’t get up in the morning. Now, we will try to read it all together as one. Ready, steady go.

Ss: It’s raining, it’s pouring, the old man is snoring. He went to bed; he banged his head and couldn’t get up in the morning. 

Me: Excellent. It’s something right. Prší, prší, starý muž chrápe. Šel do postele, uhodil se do hlavy a nemohl ráno vstát. O.K. Now I would like you….

 S: Já sem si to vybarvil…

Me: Brilliant. Excellent. I would like you to think and tell me, to think and tell me, what do you usually do during summer holiday. What do you like doing? 

S: I like swimming.

Me: You like swimming. O.K.  anybody else?

S: I like cyklistika.
Me: Sorry?

S: Cyklistika.

Me: Oh. Cycling. O.K. Brilliant.

S: I like ….

Me: You like what?

S: I like play computer games.

Me: You like playing computer games. Come on. The weather is nice! 

S: I like holidays.

Me: O.K.

S: I like 

Me: You like what?

S: Jako že my uděláme oheň na ohništi.

Me: O.K You like fire. And you like evening. So did you?

S: I like fire.

Me: O.K. 

S: I like collect strawberries. 

Me: Oh…you like picking up strawberries. Rozumíme všichni? Sbírání jahod se řekne picking up strawberries. 

S: I like hockey.

Me: Hm. You like hockey in summer. O.K. No problem. 

S: I like swimming.

Me: Swimming. 

S: To je dobrý, to je dobrý…

Me: Swimming. Swimming …and you boys?

Ss: My už jsme řekli.

Me: O.K. Wonderful. Thank you very much. Now we have….pššš we have three teams. Team A, Team B and team C. And I have got some…Yes, well, some teams are bigger than the others, but no problems. O. K.  Now, before I start the game activity I would like you to show me what do you usually do at Christmas, how do you celebrate Christmas? Hm…

S: Ohňostroj…

Me: A Firework…at Christmas?

S: Yes.

Me: O.K.

S: Firework

Me: Firework. O.K.

S1: Vy taky? Nebo to můžete mít…? 

Me: How do you celebrate Christmas? No idea? O.K. Come on.

S: No idea…

Me: There is a carp and potato salad. No? Do you eat carp and potato salad? O.K. O.K.  How do you celebrate?

S: We eat fish…

Me: Hm…fish…fish and chips? No, fish and potato salad. Hm…O.K Do you eat potato salad and fish? O.K.

S: We eat fish…

Me: Pššš So, do you get lots of presents?

Ss: Yes, oh, yes, yeah…

Me: O.K. So what everybody… So what do you have at Christmas? Pššš so, how do you celebrate?

S: I play computer games.

Me: O.K Compute games. Winter and summer…

Ss: Diablo…

Me: O.K. 

S: I get my own computer.

S: I play with friends.

Me: With friends…Thank you very much for computer games, anyway…thank you very much now. I team one, team two , team three, or  team A, team B, team C, we will state with cards. It is Winnie the Pooh cards. I give you…I give you…please turn around. You will play a game. It is...in Czech it is Černý Petr. So I am sure you know how to play it. Listen…you remind me… You must not use any Czech word. O.K. only English. I know it is hard. And the winner…He will tell me who the winner is. 

I hold a puppet Winnie the Pooh.

Me: O.K. Team B. Team B…I would like you to…Could you turn around please? Pššš. Could you please turn around?  Turn around. Turn around, turn around…Thank you. Pššš there are no…there are no numbers, but colors, and when you get a color I want you to say that, O.K.? You can choose your color.

And…you (tem C)…

S: Hello.

Me: hello…you have a memory game. 

S: Pexeso!!!

Me: in Czech it is pexeso. In English it is a memory game. When you pick a card, then I want you to say it.  And I am…if you need me, I am behind you. No, no Czech words, only English. All the time. All right, I will tell you their names. This is Winnie the Pooh, and this is IO, this is owl, this is…

S:  Tiger

S: To je Tajgr…

Me:  Tiger and his name is Tygr…  and  this is Piglet. O.K. We will start now, but 

Students are shouting.

Me: …hej…hej, listen, listen to me please… We will start and I will come and listen if you only use English language and the winner will have their heavy homework done by others. Takže, já si vás budu poslouchat, abych se ujistila, že používáte jenom angličtinu, budeme vás s medvídkem Pú sledovat a  vítězové budou mít naproti sobě,  budou mít vítěz každého druřstva se utká s vítězem každého druřstva. So, Are you ready? Ready, steady go! 

Scream

S: Kdo začná?

S: Třeba já

Me: I.O

Me: O. K. 

S: Tři, dva, jedna teď…

S: Je to moc dlouhý,

S:  Je…Piglet.

S: Ticho

S: IO…Musíš počkat, 

Me: Oh, I can hear Czech. Bad, bad, boy, Czech word. 

A whole class buzzing

Me: I told you about only using English…

Me: Oh, I can hear another Czech word. What are you doung…

S: Piglet…Jo…
S: Já mám Winnie…jo…
S: Io

S: Io

S: I have piglet…

Me: O.K. I…O.K. . Bye, bye, No English, you will have extra English…

Oh…another bad word.

S: Vypadni I.O.

Me: O.K. Extra homework will be five pages of weather essay. Tak prosím vás, abyste věděli, co vás čeká….jo, tak…ten ten extra domací úkol bude pět stránek o počasí. Weather essay. Jo kdo ho bude mít u sebe až zazvoní, tak…tak bude psát pět stránek o počaasí. Je to jasný…Right. 

Me: All right, all right…

S: Změna…

S: Ahh.

Me: Five pages essay…pět stránek essay…
S: Já ho nechci. Pigleta…

Me: Takže Piglet…Bye, bye…

S: Winnie the Pooh…

S: Owl. 

Me: IO

Me: So how was it…No Czech.

Me: Winnie…We have first winner…

S: Hej, pučte nám ho.

 Me: O.K. About three minutes left.

S:  My ho nechcem. 

S: English

S: Paní učitelko, dejte nám toho…

Me: English.

S: Pět stránek o počasí. 

Me: O.K. English.

S: English.

Me: O.K….Well…

Me: English. Ready…

S: Nee, neee…Rainbow…Tohle je rainbow… Jo, to sem věděl.

S: Raining…

Me: Tiger…hm…

Me: O.K. Please finish your game. Finish your game please. O.K. So …tak…excuse me…

S: So much fun.

Me: All right. So…now, excuse me. So….who is the winner?  Listen, listen to me. 

Bára has won in this…in this group. So Bára is this group’s winner.

S: Já jsem taky vyhrál. Já, já, já…

O.K. Adam 

O.K. And the winner here...is…what is your name? 

S: Ota. 

Me: And Ota in here.

So Well done. 

Clapping. Cheering.

Me: Please go back to your table…oh…. and before we finish, listen to me, listen to me…So who will write the special essay about weather? I think we have seen you working so well, there is no looser, only the winners. Thank you very much. It was beautiful. Before we finish, could you please…I will give you a piece of paper could you please write down how you liked this lesson? O.K. Thank you very much.

S: Co máme napsat? 

Me: Thank you very much. I wish you a beautiful summer holiday, and may be, I will see you sometime again. Thank you.

S: Co máme psát? 
Attachment 3:FIGURES
Figure 1 

Picture explaining difference between the singular and plural in the noun “CAT”  and  the use of the indefinite article “a”
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Figure 2 Picture explaining difference between the singular and plural in the noun “OWL”  and  the use of the indefinite article “a”
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Figure 3 Contracted forms and full forms of the verb “to be“ and personal pronouns  “I “ and “they“ 
[image: image19.jpg]i TR~




[image: image20.jpg]



Figure 4:  Contracted forms and full forms of the verb “to be“ and personal pronouns and “they“ 
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Figure 5: Vocabulary drill using picture, spelling, phonetic symbols and Czech translation. Color coded.
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Figure 7: Dice drilling verbs and colors
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Figure 8 Word drilling, using picture and word itself 
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Figure 9 Word drilling using colors and pictures.

[image: image29.jpg]



[image: image30.jpg]



Figure 10. Word snake drilling the word “thank” 
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Figure 11 Drilling of the visual differentiation
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Figure 12 – way of drilling words with the help of picture and both type of writng (capital and small letters) 
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Figure 13 Winnie the Pooh used in the Weather lesson (MedvidekPu. http://www.raj-plysaku.cz/nanasek-medvidek-pu-20cm.html. Seen 17/04/ 2014. web.)



Attachment 4:LIST OF INTERVIEWS

1. Jaroslava

J………Jaroslava

K……..Kateřina

K: Tak dneska jsem tady s paní Jaroslavou a moje první otázka je , jestli souhlasíte s tím, že děti se specifickými výukovými potřebami jsou vzdělávány spolu s dětmi intaktními v běžných třídách.

J: Ano, já souhlasím s tím, že děti se specifickými poruchami učení jsou vzdělávány s ostatními dětmi, protože je to motivuje jsou mezi vrstevníky, mají určité cíle před sebou, které se v rámci možností snaží dosáhnout.

K: Děkuji. Moje druhá otázka: Jakým způsobem hodnotíte studenty se specifickými výukovými obtížemi?

J: Především si prostuduji doporučení z pedagogicko – psychologické poradny, a tak sama vidím, jak ty děti pracují, co zvládnou, co jim činí potíže, takže pokud se jedná například o dysgrafii, jsem tolerantní ke grafickému projevu, nehodnotím, nemůžu jim hodnotit úpravu, psaní i slov, dysortografie a vidím, co ty děti zvládnou a potřebuji, aby ke mně měly také důvěru, takže oni zkouší pracovat tak jako ostatní děti, s tím, že je ubezpečím, že se není čeho bát, že je můžu přezkoušet i ústně, pokud se jim to nepodaří a snažím se odhadnout jejich limity a pracovat s nimi podle toho. Samozřejmě, pokud například slovíčka nezvládá ani ústně, prostě se je nenaučil, tam už není jiné řešení, než prostě tak jak o ostatní, nenaučil se, tak nedostatečná., ale když vidím snahu, tak vždycky v rámci možností je možné mírnější ohodnocení a přihlížet k těm specifickým poruchám učení.

K.: Děkuji mockrát. Další otázka:  Trpěla jste vy sama nějakou specifickou poruchou učení?

J.: Zřejmě ano. Zřejmě v tělesné výchově, protože jsem byla strašně nešikovná, ale myslím si, že také můj manžel. Můj manžel byl typický dysgrafik a dysortografik, ale před mnoha lety se tady ke specifickým poruchám učení  nepřihlíželo, takže i když byl na základní škole hodnocen třeba z českého jazyka čtyřkou, tak vystudoval vysokou školu.

K.: Děkuji mockrát. Další otázka: Jakým způsobem zvládáte třídu s dětmi , které mají specifické poruchy učení 

J: Zcela běžná výuka probíhá v takových třídách, kde jsou zařazeny děti ze specifickými poruchami učení. V rámci angličtiny na naší škole máme děti rozděleny vlastně podle schopností, podle pokročilosti do skupin, většinou se tedy děti s poruchami učení objevují ve skupinách, kde se postupuje pomalejším tempem a soustředíme se na základní učivo a  s přihlédnutím k doporučení z pedagogiko – psychologické poradny a možnostem se dá výuka velice dobře organizovat. Samozřejmě musí být snaha. Pokud je motivace vlastní, nebo z rodiny, rodiče spolupracují, tak nevidím nebo nemám žádný problém.  

K.: Děkuji a moje poslední otázka: Co je pro vás nejobtížnější, když si plánujete hodinu ve které máte děti se specifickými poruchami učení.

J.: Mě nenapadá, co by bylo pro mě nejobtížnější. Mně činí největší potíže, když se mají děti na hodinu připravit, naučit nebo vypracovat úkol, a já s tím už v plánování hodiny počítám, a potom zjistím, že polovina dětí ten úkol vůbec nemá, do angličtiny se nepřipravila a musím se k tomu učivu vrátit a ztrácím čas. 

K: Děkuji Vám mockrát to je vše. Děkuji Vám za Váš čas. Nashledanou.

J.: Nashledanou.

2. Blanka

Blanka is a very lively teacher of English language who teaches at Laštůvkova primary school classes 6 – 9. She has got beautiful pronunciation and her life motto is: Jen zapálení mohou zapálit ostatní.

B……Blanka

K……Kateřina

K: So my first question for you Blanka is: Did you have to change materials for students with specific learning differences? And if so, how did you change it?

B.: It is not about changing particular materials I usually do my own materials for them so I use computer I write specific task I need them to complete an I give them worksheets just to be done and because I have so many people I use colors, colored pencils, some kind of markers which highlight the part of the text that is important for them.

K.: Thank you very much. My second question is. What principles of working with children with specific learning differences do you incorporate into your classes? 

B.:   Tak samozřejmě dodržuji doporučení s SPC, jenomže mi připadá, že jsou dělaná přes kopírák. Protože, co mám děti s dys poruchami tak v zásadě všichni mají ty závěry s SPC stejné. To znamená, že pokud je někde třeba doporučeno ústní zkoušení , tak  stejně pokud ten dotyčný je velký introvert a dělá mu ještě větší problémy to ústní zkoušení tak se vlastně zase vracíme zpět k tomu, klasickému písemnému zkoušení.

K.: Takže vlastně všechno záleží na individualitě žáka.

B.: Na individualitě. Ano. Takže jediný princip pro mě je individualita studenta.

K.: Dobře. Děkuji Vám moc.

B.: Není zač.

B.: Well, of course, I follow the recommendations of the SPC, but it seems to me that they are made ​​through the carbon. Because the children with dys -  disabilities I have got, they all have the same results form SPC. This means that if somebody is recommended to have oral exam, then if that person is an introvert and has even bigger problems with oral examination, we go back to the classical written test.   K. So it really all depends on the individuality of the pupil. 
B.: On the individuality. Yes. So the only principle for me is the individuality of the pupil. 
K.: Good. Thank you very much. 
B.: You're welcome.

                                                      Translated by Kateřina Šimarová
3. Kateřina K.

K.K …Kateřina K.

K…….Kateřina 

ZŠ Bosonožská, Brno, length of teaching practice 5 years

K.: A teď tady mám paní Kateřinu a chtěla bych se zeptat jakým způsobem odlišujete nebo upravujete zadávání instrukcí pro žáky speciálními vzdělávacími potřebami?

K.K. : Tak používám větší písmo, než pro běžné děti, větší odsazení nebo řádkování, méně obrázků, které by mohly děti rozptylovat, jenom ty stěžejní a jednodušší věty, ne žádná dlouhá souvětí, aby si to ty děti dobře přečetly.

K: A ještě bych se chtěla zeptat, jestli si myslíte, že je lepší žáka s SPU integrovat a nebo ho dát do dyslektické třídy?
K.K.: Nemám na to vyhraněný názor, myslím si, že každému  vyhovuje něco jiného, nicméně práce v té dyslektické třídě je daleko náročnější, než v té běžné, co se týká příprav, co se týká práce v hodinách, ty děti potřebují neustále někoho nad sebou, motivovat, povzbuzovat, nabádat znovu k činnosti, když jim odběhne pozornost. Většinou tam není nějaký velký tahoun, který by tu třídu táhl, naopak jsem se setkala s tím, že někteří mají tendenci jakoby upadat, než se táhnout dopředu, ale zase dokážu si představit dítě, kterému ta dyslektická třída vyhovuje. Ale vždycky záleží mna tom, jak se sejde ta třída, jaké jsou tam děti. Někdy to je fakt super, dá se pracovat v pohodě, děti se snaží, někdy to je kontraproduktivní – dětí je tam hodně, mají těžší poruchy a tam je to třeba i na asistenta.

K: Dobře. Děkuji mockrát.

K. Děkuji moc.  A moje poslední  otázka: Jakým způsobem odlišujete nebo upravujete hodnocení u žáků se speciálními vzdělávacími potřebami?

K.K.: Tak dříve jsme to hodnocení měli mírnější, to znamená, že třeba za větší počet chyb měli žáci lepší známku, nebo nebyli hodnoceni tak přísně, nicméně se nám to moc nevyplatilo, protože ty děti pak začínaly stagnovat, začínaly toho zneužívat…až některé, takže jsme praxí dospěli k tomu, že je lepší těm dětem dát nějaké  kompenzační pomůcky, nebo časovou toleranci nebo zkrácená cvičení, třeba nepíší dvacet jevů, ale patnáct nebo deset nebo doplňovačku místo diktátu občas, a pak to vlastně hodnotíme stejně jak u těch dětí intaktních. 

K.: Dobře. Děkuji mockrát.

4. Marie

Marie….Marie

Kateřina…K. 

Marie G., ZŠ Bosonožská 9, Brno. Dyslectic class, number of students 14

Length of teaching practice: 4 years

Marie G. was teaching for few years before going to maternity leave. After 10 years of maternity leave (she has got three children) she is bask in an educational system as a teacher since January 2014 and is very, very unhappy about the system and mostly about the legislation. 

She was complaining about the lack of money for teaching aids, and books, but mainly about the inclusion of children with ADHD in common classes, she feels hopeless, the children are behaving very badly all lesson long just disturbing, shouting, running around, throwing things and swearing.

K.: I would like to ask Mrs. G. whether you think that it is better to integrate the children with SLD into common classes or to teach them in dyslectic classes.

Marie : I think that there are better conditions in dyslectic classes because of reduced number of pupils. Children will get on well with each other. 

K. : Thank you very much. My second question: Do you have to, in any way, differentiate evaluation in pupils with SLD? 

Marie: I would say that it is one grade better in these pupils. I am trying to grade them according to oral examination. We are simplifying the questions or explaining again. They have better conditions when being evaluated than intact pupils.

K.: Now I would like to ask whether you think that situation of children with SLD is sufficiently addressed in the current legislation.

Marie: I think that it is not addressed sufficiently. No.

K.: My next question: What is in your opinion missing in current legislation? What would you need the most to change? What do you see as the most pressing question?

Marie: As the most pressing question I see the classification and the cooperation of the educational consultancies and teachers.

 K.: Do you think that you as a teacher have enough competencies to identify and then  to constructively help the pupils with SLD?

Marie: Yes I think I do.

K.: Thank you very much.

Marie: You are welcome. 

5. Mark – native speaker, novice teacher under 2 years teaching

M…Mark

K…Katka

K.: Hello. I have got Mark here and my first question for you is: Do you agree with pupils with learning difficulties being educated in an average classes?

M.: It depends on the level of disability. If they have got minor disability, then yes, no problem if their disability is heavy, where it will affect standard children, average child, then I feel they should be separated. 

K.: And would you consider dyslexia and dysgraphia as a minor problem or a profound problem?

M.: Dyslexics see things in a different way they tend to be more creative, so the more creative the lesson, they can possibly tag along quite happily. Normally. Dysgraphia I do not know anything about. 

K.: O.K. Thank you very much.

K.: My second question is: for you as a novice teacher what is the most difficult in connection with pupils with dyslexia?

M.: As I said before, dyslexics tend to be more creative, so if you can make the lesson more creative, they should be in theory o.k. There is a slowing learning program, because they need to be more visual. My youngest sister is dyslexic, and she used to go to a dyslexic university once a month for extra training. And she is now a teacher and a second in command of a kindergarten. Because she got the help she is now very successful. 

K.: O.K. Thank you very much. And what about grading children, how do you differ grading in an average child and children with specific learning difficulties? 

M.: I find this difficult to grade, however I go with standard tests that are provided in the books and I use their grading system to judge what sort of grade these students are. With my lack of experience I rely heavily on books and other teachers’ advice.

K.: Thank you very much. Did you yourself experience any kind of learning difficulties as a child?

M.: I am self diagnosed dyslexic through doing dyslexic computer programs. 

K.: Thank you very much

K.: What do you think is the most difficult for you as a novice teacher in connection to lesson planning?  What is difficult about lesson planning for children with specific learning difficulties?

M.: You prepare your standard lesson for the average children you look upon who your students are, you get to know their strengths and weaknesses you adapt or tweet the lesson try to suit their needs to guide them to help them where possible.

K.: Thank you. Thank you very much. How do you usually manage class when it has pupils with specific learning difficulties?

M.: It can be extremely difficult and a slow lesson. You are caught up in between. If you dedicate all your time to the child that needs the special help then the ordinary kid loose education. If you target the ordinary kids then the child that needs the extra attention could loose out. And the teacher has to make that decision whether to go for the ordinary or go for the one. So I find myself being dragged into doing going for the greater good which I tend to teach the greater which is the ordinary child. And I feel guilty for not being able to help the individual that needs more help. 

K.: O.K. Thank you very much. So do you think that it would help you if the children with the specific learning difficulties had some helpers next to them?

M.: Definitely. Or in my own case I was provided with a teacher once a week. One morning, where it was just to one to one tuition, to help me to catch up for my head injury that I had. This was great, because I was able to catch up with a majority of my education.

Because I had problems learning I was bullied because of it. So having a child that needs help with the ordinary, the ordinary kids get fed up, or bully, or the person with the special needs either becomes the bully or the victim. That is what I have seen and experienced myself first hand. 

K.: And do you see any way out of the situation?

M.: It is hard to teach children, because children can be very cruel without realizing it until they are adults. This is something that only time and education will help. Understanding. We do not live in a perfect world. So it is just the matter of the teachers doing their best under these circumstances or the equipment they have to move on.

Thank you very much. Thank you very much for your time.  

6. Pavel: Novice teacher 7 month teaching

P…Pavel

K…Katka

K.: O.K Pavel, my first question is do you agree with the fact that students wilt learning difficulties are being educated in an average class?

Souhlasíte s tím, že děti se specifickými potížemi jsou vzdělávány v běžných třídách?

P.: I agree. My point is….

O.K. Můžete česky…

P.: Já s tím souhlasím a ten důvod je, že dostanou tu samou možnost jako ostatní děti. Že  nejsou znevýhodňováni řekněme nálepkou ze školy, která se specializuje jenom na tyhle děti, ale  v podstatě… možná by jim třeba pomohla, ale do určité míry je omezuje v jejich dalším vývoji.

K.: Děkuji moc. Druhá otázka: Co je pro vás, jako začínajícího učitele nejtěžší ve vztahu k dětem se specifickými poruchami učení?

P.: Jsou to přípravy, protože já v podstatě…tak různě hledám a snažím se přizpůsobovat těm dětem, protože v některých třídách bych si netroufl donést speciální přípravy pro děti bez potíží a děti z potížemi. Tak musím ty přípravy dělat jednotné a to je hodně náročné na čas a na hledání způsobu jak ty přípravy dát dohromady, aby to fungovalo.

K.: A co se týká hodnocení dětí, zohledňujete nějakým způsobem děti s SPU?

P.: Samozřejmě. Musím, musím zohledňovat a jednak by měli dostat delší čas. Ono to není vždycky možné na zpracování nějakých testů nebo úkolu,  a proto se to zohledňuje tím, že třeba nemusejí dělat všechno a nebo jsou zvýhodněni tím, že dostanou vyšší známku nezávisle  na množství správných odpovědí. 

K.: Děkuji. Vy sám měl jste nějaké specifické výukové potíže, když jste byl malý? 

P.: Ano měl. Já jsem jednak ambidextr a s tím, že převažovala levá, kterou ně tolerovala učitelka v první třídě. Ve druhé třídě mě předělali na praváka a do dneška to vidím poměrně jako handicap, protože mně trvá déle, než se zorientuji, která je levá a která je pravá strana. Pak je vysoce pravděpodobné, že jsem dysgrafik, ale protože tenkrát se to nediagnostikovalo, tak vlastně dnes jenom vím, že má ruka píše něco (to by souviselo s tím předěláváním z jedné ruky na druhou),… naprosto jiného, než to co já chci, aby napsala. Což je problém jak na papíře tak na tabuli, ale na obou místech se to dá řešit. 

K.: Myslíte si, že tyto vaše zkušenosti můžou mít i vliv na to , jak teď sám přistupujete k dětem?

P.: Ano, jsem tolerantní. Jsem tolerantnější k neúhlednému písmu, jsem tolerantnější k chybám, rozhodně se nesnažím pokrýt papír červenýma značkami, že je někde něco špatně . Naopak. Pokud ta chyba nějak neovlivňuje význam toho slova, a já jsem schopen uhodnout co to dítě chtělo napsat, tak to nechávám být. Jenom to opravuji, ale nezapočítávám to jako chybu.  Takže  spelingové chyby nejsou nic na čem bych ujížděl. 

K.: Děkuji. Ještě jednou se vrátím k tomu, co je pro vás nejtěžší, jako pro učitele nováčka, když musíte plánovat hodinu. Když máte plánovat hodinu pro děti se specifickými poruchami učení.

P.: Já si udělám nějakou přípravu, nachystám si to a teď tomu musím dát nějakou formu. Musí to nějakým způsobem vypadat, a teď teprve musím přemýšlet, jestli se mi  do toho dostanou všichni a jestli na tom náhodou nebude někdo bitý. Já jsem slíbil, že pošlu nějaké přípravy, ale vždycky se snažím, aby tam byla ta, protože se bavíme o korelaci k angličtině, tak aby tam ta…

Například procházím testy, jestli se to hledané slovo někde v testu neobjevuje. A vždycky se snažím žáky s tadyhle těmi potížemi, protože oni nejsou handicapovaní, že by nechápali, tam je problém někde jinde, vždycky se jim snažím vysvětlit:  to že si nemůžete vzpomenout momentálně na to slovo… třeba ho někde v průběhu toho textu najdete. I tady tímhle tím se jim snažím pomoci, aby uspěli. Aby měli ten pocit úspěchu, ale je to těžké…ano. Časově.

K.: Děkuji moc.

K.: A co se týká class managementu, tak jakým způsobem  vlastně  zvládáte hodinu, když v ní máte studenty se specifickými poruchami učení?

P.: Vy jste mě viděla v té hodině, kdy my jsme nebyli ani ve své třídě, ani jsem nevěděl co mě čeká, kde je zásuvka…ale jinak se snažím, pokud jsou to menší děti, tak zařadit nějakou pohybovou aktivitu, aby se odreagovali, a pokud jsou to starší děti, tak tyto děti patří mezi ty, kteří rozdávají handouty, přenášejí třídní knihy, aby byli v pohybu a aby si nějakým způsobem … Pak je tam ještě, že nejsem nějak striktní, že nesmějí chodit na toaletu, protože vím, i to je součást toho, že oni se prostě potřebují odreagovat. Protože vím, že oni ani na tu toaletu nedojdou, ale že se prostě jenom proběhnou a zase jsou zpátky.
Děkuji vám mockrát a děkuji za Váš čas.

Attachment 5: Dotazník pro začínající učitele

Vážení kolegové,

velice ráda bych Vás požádala o vyplnění tohoto dotazníku, který nám pomůže odhalit jak můžeme pomoci začínajícím učitelům učícím děti se speciálními vzdělávacími potřebami (SVP) v jejich třídách. 

SVP jsou pro potřeby tohoto dotazníkového šetření dyslexie, dysgrafie, dysortografie, dyskalkulie a ostatní  SPU, dále ADHD, ADD a poruchy autistického spektra.

Pokud se ve Vaší třídě vyskytuje žák/žáci s jinými speciálními vzdělávacími potřebami, prosím specifikujte tyto potřeby.

Prosím, buďte tak laskaví a vyplňte tento dotazník.

Jméno:

Věk:

Počet let/ měsíců které učíte:

Třídy, které jste učil/učila:

Počet studentů:

Počet studentů se speciálními vzdělávacími potřebami:

O jaký druh speciální vzdělávací potřeby se jedná:

1. Jak vytváříte materiály pro žáky se speciálními vzdělávacími potřebami:

2. Jakým způsobem odlišujete (upravujete) zadávání instrukcí pro žáky se speciálními. vzdělávacími potřebami:

3. Jakým způsobem odlišujete (upravujete) hodnocení u žáků se speciálními vzdělávacími potřebami:

4. Jak hodnotíte tyto žáky:

5. Jaký předmět/ předměty učíte:

6. Domníváte se, že máte dostatek informací  o speciálních vzdělávacích potřebách Vašich žáků:

Ano

Ne

7. Pokud nevíte jakým způsobem jednat se žáky se speciálními vzdělávacími potřebami,  kde a jak se snažíte nalézt informace:

a) sebebevzděláváním

b) od výchovného poradce

c) z pedagogicko – psychologické poradny

d) jinak – prosím specifikujte:

8. Jste obeznámen/obeznámena se základními principy práce se žáky se speciálními vzdělávacími potřebami:

Ano

Ne

9. S jakými principy pracujete:

10. Co je podle Vás nejobtížnější na práci se žáky se speciálními vzdělávacími potřebami:

a) příprava speciálních učebních materiálů

b) rozdílná klasifikace

c) problémy v chování

d) spolupráce s asistentem/asistentkou

e) potřeba speciálních výukových pomůcek

f) vedení (management) třídy

g) jiné – prosím specifikujte:

11. Co by Vám, podle Vašeho názoru, pomohlo učit ve Vaší třídě žáky se speciálními vzdělávacími potřebami efektivněji:

Jiné připomínky:

Děkuji Vám  velmi pěkně za Váš čas!
� For more inforrmation please see  Bartoňová Miroslava, Kapitoly ze specifických poruch učení I.p.20-21.


� For more information about FZS Otokar Chlup please read: http://www.fzs-chlupa.cz/o-skole/. Seen 18/11/2013.


� Zdeněk Matějček.www.rodina.cz/rubrika/matejcek. Seen 26/2/2013. web.


� All About Learning Press. http://www.allaboutlearningpress.com/what-is-dyslexia. Seen 20/03/13. Web.


� There are many questionnaires available to distinguish learner’s learning style. For more information please see: Learning styles in English. http://moodlinka.ped.muni.cz/course/view.php?id=1811. Seen 10/01/2014 or Oxford: Strategy Inventory (SILL) . http://moodlinka.ped.muni.cz/course/view.php?id=1811. Seen 10/01/2014 or 


VARK. Guide to learning styles. http://moodlinka.ped.muni.cz/course/view.php?id=1811. Seen 10/01/2014


� Sample lesson plan. Heacox, Diane. Differentiating Instruction in the Regular classroom. p 75. Print.


� The strengths and weaknesses in learners can be revealed by many questionnaires (see Interest Inventory  or Projects, Presentations, Performances. Heacox, Diane. Differentiating Instruction in the Regular classroom. p. 32 – 35).


� Bloom´s Taxonomy. http://www.bloomstaxonomy.org/Blooms%20Taxonomy%20questions.pdf. Seen: 11/01/2014. Web.
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