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RESUMO ANALITICO

0 presente estudo é um relatdrio final de estagio que se insere no ambito do Mestrado em
Ensino de Inglés no 1.2 Ciclo do Ensino Basico. Este relatdrio centra-se no ensino de Inglés no 12
Ciclo do Ensino Bdsico, com enfoque nainclusao de alunos com dislexia. Este estudo investigou a
eficacia do manual em corresponder as necessidades dos alunos com dificuldades especificas de
aprendizagem, nomeadamente a dislexia. Além disso, pretendeu explorar se 0 manual escolar
estava adaptado para alunos disléxicos e identificar formas de como adaptd-lo de maneira a

torna-lo mais inclusivo. Para realizar este estudo, foi seguido um aluno com dislexia.

Para alcancar respostas e os objetivos propostos, foram realizadas andlises detalhadas
do manual escolar, andlises das planificacdes de aulas, observacao participante registadas no
didrio de bordo, e entrevistas. Estas técnicas de recolha de dados foram posteriormente

interpretadas e analisadas.

Palavras-chave: Ensino de Inglés; Alunos jovens; Dislexia; Manuais Escolares; Adaptacao.



ABSTRACT

The present study is a final internship report developed within the scope of the Master's
Degree in Teaching English in the 1** Cycle of Basic Education. This report focuses on the teaching
of English in the 1* Cycle of Basic Education, with an emphasis on the inclusion of students with
dyslexia. This study investigated the effectiveness of the coursebook in meeting the needs of
students with specific learning challenges, such as dyslexia. Furthermore, it aimed to explore
whether the coursebook was adapted for dyslexic students and to identify ways of adapting it to
make it more inclusive. In order to conduct this study specifically, a student with dyslexia was

followed.

To achieve the answers and objectives proposed, detailed analyses of the coursebook,
lesson plans, participant observation recorded in the logbook, and interviews were conducted.

These data collection techniques were subsequently interpreted and analysed.

Keywords: English teaching; Young learners; Dyslexia; Coursebooks; Adaptation.
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INTRODUCTION

In such a globalised world as the world is nowadays, the ability to communicate in several
languages opens doors to new opportunities in different areas. The teaching of foreign languages,
such as English, in primary school is a common practice, butitis crucial to consider the needs and
singularities of each student in order to achieve effective long-term learning. This report, which is
part of the Supervised Teaching Practice course, aims to explore the early learning of English with
a focus on inclusion of students with dyslexia, in addition to analysing the adaptation of teaching
resources. Pupils with specific learning difficulties, such as dyslexia, face more difficulties in
learning a foreign language, as they have significant difficulties in their mother tongue (Marques,
2015). To overcome these challenges, it is necessary to implement pedagogical adaptations to
ensure that these students achieve the same level of success in English learning. Therefore, it is
essential to analyse the resources used, such as coursebooks, so that they are effective in

meeting the needs of these students.

In the academic year 2023/2024, | had the opportunity to undertake an observation and
intervention internship in a school cluster. During this period, the theme of this report developed
after establishing contact with a dyslexic pupil. This interaction sparked my interest, as | have also
been diagnosed with dyslexia. Therefore, during the short time | spent with this pupil, | wanted to
supportthemin the way that hadn't been helped as a pupil. This was the inspiration for my choice

of topic.

The structure of this report is divided into two parts: Part |, is dedicated to reviewing the
literature on the topic, and Part Il, constitutes the empirical design. Part | consists of four sections.
The first section begins with early foreign language learning, highlighting the importance of early
learning, the Portuguese context, the characteristics and needs of young learners, as well as some
tools and activities that are suited to effectively teach young learners EFL. Within these tools, |
highlight the coursebook, which holds greatimportance in the context of this report. In the second
section, | take a look at inclusion and inclusive education in Portugal, as | decided to provide
context before addressing dyslexia. Following this, | introduce the main focus of this report:

dyslexia. In this section, | provide an overview of dyslexia, including the definition, as well as some



signs and symptoms, the importance of early diagnosis, types of dyslexia and some explanatory

theories. Lastly, | discuss the impact of dyslexia on learning English as a foreign language.

Part Il of this report is made up of two chapters: the first chapter explores the research
methodologies, the questions and objectives, the research instruments and the characterisation
of the context, in which | characterise the student with dyslexia. The second chapter refers to the
analysis and discussion of the data, which includes an analysis of two sections of the coursebook
used, as well as an analysis of the planning done to adapt to the student's needs and interviews
with the cooperating teacher and my trainee colleague. Finally, this report concludes with a
reflection on my performance and the answers to the questions proposed as well as future

suggestions and areas of research.



PART | - THE INCLUSION OF STUDENTS WITH DYSLEXIAIN
LEARNING A FOREIGN LANGUAGE



1. EARLY LANGUAGE LEARNING IN A FOREIGN
LANGUAGE

The ability to master several languages is becoming increasingly vital to facilitate
globalisation. Mastering at least two foreign languages is regarded as an essential skill for anyone.
Learning foreign languages involves more than just learning vocabulary and grammar; it's about
developing new ways of thinking, speaking, and interacting with the world. Those who lack this
linguistic ability face obstacles, since languages open doors to new opportunities and foster
cultural connections. Therefore, an education system that encourages plurilingualismis a valuable

resource for social progress and development (Pereira, 2017).

Although governments often follow the younger the better policies with regard to teaching
children English, there is much debate about the appropriate age to start learning a foreign
language. However, the Critical Period Hypothesis (CPH), proposed by Lenneberg (1967), supports
that there is a crucial period for developing linguistic ability similar to that of a native speaker. The
author defends this period as lasting from the age of two until puberty. During this stage, the brain
shows greater plasticity, which helps to create synaptic connections. However, some experts,
such as Birdsong (2014), disagree with the idea that there is a specific or determined age for
language development. Nevertheless, the CPH states that adults can achieve a high level of
fluencyinasecondlanguage. Youngerlearners, however, tend to find it easier to develop a native-
like pronunciation. This is due to the neuromuscular system, which is honed in on more effectively

during childhood and adolescence (Siahaan, 2022).

McLaughlin (1978) reinforces the idea that childhood is a golden age to learn foreign
languages because the brain has the capacity to store long-term memories accurately. Cherta et
al. (1997) complement this by comparing children to “sponges”, since the younger they are, the
more they absorb information. This retention ability is valuable, as it demonstrates a natural
predisposition towards learning languages (Cherta et al., 1997). This phenomenon is due to the
childhood period, in which children go through a phase of avid learning. Superfine (2002) states
that at this stage, children are in a constant process of discovery, formulating hypotheses, testing
them and acquiring new concepts and skills, driven by their incessant curiosity. Furthermore,
according to Strecht-Ribeiro (1998), children who start learning a new language at an early age

4



develop metacognitive skills that stimulate mental flexibility and creative agility, as well as
creating mechanisms to keep languages separate. These abilities give them greater mental

flexibility compared to monolingual children.

According to Alves (2011),itis essential to integrate the teaching of English in the first cycle
of primary education, as this contributes significantly to the formation of a plurilingual and
pluricultural awareness. As Brewster et al. (2002) point out, this motivation is often driven by
parents, who want their children to learn a foreign language, especially English, in order to
guarantee better economic, cultural and educational opportunities. In addition, early learning of
this language is crucial for the development of citizenship skills, especially considering the
increasing mobility of people within the European Union. In fact, it is indispensable that the
inclusion of foreign language teaching be a priority in the school curriculum from the earliest years

of education.

1.1. THE PORTUGUESE CONTEXT

Governments around the world have decided to introduce English as the foreign language
of choice because of its status as a lingua Franca. Portugal is no different. However, this inclusion
is relatively recent. Considering that my internship took place in Portugal, it is necessary to
mention the introduction of English as a foreign language, henceforth referred to as EFL, in the
Portuguese setting. Between 2005 and 2013, the teaching of English in Portugal was integrated
into Curricular Enrichment Activities (Atividades de Enriquecimento Curricular or AEC) or through
the promulgation of Order no. 14 753/2005, but it was not compulsory for students to participate
in these lessons (Didrio da Repdblica, 2005). AEC began in the 2005/2006 school year with an
initial implementation of the Programme for the Generalisation of English Teaching in the 3rd and
4th grades. With the implementation of this programme, the Ministry of Education took on the
expansion of curriculum enrichment projects and contributed to the concept of “full-time
schooling”. This programme helped families to manage their children's school attendance, offering
an accessible or free alternative to the period previously covered by Free Time Activity Centres,
which were not always accessible, as well as ensuring that the time pupils spend at school was

pedagogically rich and complementary to the learning associated with the acquisition of basic



skills (Fialho et al., 2013). In 2008, Order no.14460/2008, of 26 May, extended the obligation to
offer English in the AEC to the entire 1st Cycle, also modifying Order no.12591/2006, of 16 June.

As a result of Decree-Law 176,/2014, the teaching of English was officially incorporated
into the curriculum of the 1st Cycle of Basic Education from the 2013/2014 school year (Didrio da
Reptiblica, 2014). This decree introduced the compulsory teaching of English from the 3rd year of
schooling onwards, established the qualifications required to teach this subjectin the 1st cycle and
created a new recruitment group, group 120 for this effect. This decree-law also mentions the 1st
cycle English Curricular Goals (Metas Curriculares de Inglés). These curricular goals present and
define objectives for each year of schooling, as well as for each area (Pereira, 2017). However,
these goals began to be seen asrigid, which in some cases limited teachers' pedagogical flexibility
and placed excessive emphasis on specific content rather than the development of broader

competences (Moreira et al., 2021).

In 2017, the “Perfil dos Alunos a Saida da Escolaridade Obrigatdria’ (PASEO) (Martins et
al., 2017) was created, which was organised from a more holistic perspective of the student-
centred teaching and learning process. This document promotes the involvement of students in
building their own knowledge, through values and competences that enable them to empower
themselves as active citizens in society after completing compulsory schooling. After the profile
was created, it became necessary to adjust the school curriculum to be in line with the broader
objectives defined in the PASEQ. Thus, with Order No. 6944-A/2018, the “Aprendizagens
Essenciais” emerged, replacing the curricular goals as the main guide for pedagogical work in
schools (Despacho n.2 6944-A/2018, 2018).This document focuses on the development of
learning competences, including pedagogical differentiation practices. In this context,
“Aprendizagens Essenciais" embodies the component of the curriculum framework which, in
convergence with PASEO, aims to promote greater autonomy in the flexibilisation and
management of curricula by schools and teachers, constituting the basic framework for decisions
regarding the adaptation and contextualisation of the various dimensions of curriculum

development (Costa et al., 2022).

After mentioning the importance of learning a foreign language at an early age and very
briefly summarising the context of the introduction of English in Portugal, | feel it is essential to
explore in greater depth what learning a foreign language at an early age involves. This includes
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analysing the specific characteristics and needs of these students, as well as the resources that

can facilitate this process.

1.2.CHARACTERISTICS AND NEEDS OF YOUNG
LEARNERS

Teaching children s a challenging task for EFL teachers, unless they have the appropriate
knowledge of the target group in question. These children are often referred to as “young
learners”, hereafter referred as YL. According to Rixon (1999), this term applies to children
between the ages of five and twelve, the age range usually associated with this term. However,
other experts, such as Pinter (2017), consider that YL are children who attend primary school. In
this way, this view broadens the definition, since the start and duration of primary education varies
globally. In certain countries, such as Finland, primary school starts later, at the age of seven, and
can last until the age of fourteen. That said, in this study, the term YL will be used to refer to pupils

between the ages of five and fourteen years.

In order to present the required content effectively in the classroom, teachers must
consider various aspects related to YLs, such as their age, interests, level of understanding,
intelligence, available time and the physical conditions of the school environment. As stated by
Cakir (2004), unlike adults, children have unique physical and behavioural characteristics, which
requires different pedagogical approaches that stimulate their imagination and creativity. Also,
mentioned by Uysal & Yavuz (2015), children have an inherent creativity and energy, making it
more effective to use their imagination and vigour in activities such as games, songs, paintings,
drawing pictures or puzzle activities. In addition, Brewster et al. (2002), mention that children have
a short concentration span and are easily distracted, which can cause them to become bored;
therefore, it is essential that the teacher creates activities that do not exceed 5 or 10 minutes, to
avoid YL losing interest. In this way, educators must create a classroom environment that is not
only stimulating, but also flexible and dynamic, capable of maintaining students' interest and

fostering active and engaging learning.

It is also generally accepted that physical activities in a concrete environment should be

used to teach this age group as YL have a lot of energy but minimum concentration (Uysal &



Yavuz, 2015). In this context, a recommended technique for teachers is the Total Physical
Response (TPR) method (Asher, 1977). This method encourages students to listen and respond to
the teacher's verbal commands in the target language. Larsen-Freeman & Anderson (2011)
describe TPR as a language teaching method that integrates speech and action, using physical
activity as a teaching medium. It makes it easier to understand and retain new vocabulary and
linguistic structures, as students can learn through observation as well as through performing the
actions. By involving the body in the learning process, TPR makes learning more dynamic and
engaging, harnessing children's natural energy and increasing their ability to concentrate and
retain information. Another method that can be used in the classroom is the Multisensory Method
or Multisensory Approach. According to Moustafa (1999),a multisensory approach incorporates
the learning styles for visual, auditory, kinesthetic, and tactile learners. This approach suggests
that students learn bestif they use their senses, i.e. if they see, hear and touch resources. By using
TPR and the Multisensory Approach in pedagogical activities, teachers encourage active and
playful learning and create a more effective environment that meets students’ cognitive and

physical needs.

It is also worth remembering that children are emotionally unstable and need a lot of
emotional support. In order to interact with their peers and in the classroom, they need to develop
self-confidence and self-esteem. For this reason, teachers must promote a positive and

welcoming classroom environment, providing comfort for students (Brewster et al., 2002).

1.3.LEARNING TOOLS AND ACTIVITIES FOR YOUNG
LEARNERS

Moon (2005) emphasizes that children who are learning a language need a practical and
experiential approach, which contains multisensory features and includes playful and fun
elements. To explore and strengthen the four language skills - listening, speaking, reading and
writing- itis essential that the teacher uses a variety of activities and learning tools. This approach
should be geared towards socialisation, incorporating age-appropriate language awareness

activities to facilitate comprehension and language learning.



Among the various activities that teachers can employ in the classroom, | will highlight
activities such as storytelling and games, as these are two activities that | find very engaging and
effective. Storytelling is the art of telling stories in an engaging way to convey ideas, emotions or
messages. According to Dujmovi¢ (2006), storytelling develops children's listening and
concentration through visual clues, prior knowledge of how language works and their general
knowledge. It is recognised as one of the most natural and effective ways of introducing children
to continuous and coherent oral discourse (Domingues, 2019). Educational games are activities
that students are highly interested in, since games stimulate curiosity and increase motivation to
learn. According to Chen (2005), games are learner-centred, in other words, the student is the
focus of the activity. In addition, according to the same author, games create meaningful contexts
for using language and integrate language skills when playing them. In short, Hang (2017) states
that these activities help students to learn more effectively, but above all, they fuel motivation as

this resource allows students to have fun while learning simultaneously.

Regarding teaching tools, puppets or class mascots and flashcards are especially
effective. According to Scott & Ytreberg (1995), the use of puppets in the classroomis an excellent
way to introduce new content and a foreign language to young learners. Especially if the puppetis
a class mascot, it can help create a more relaxed and welcoming classroom environment by
offering “someone” familiar to the students. Additionally, Kroflin (2012) points out that using a
puppet in language teaching enriches the development of speech and communication, engaging
children in a playful and motivating way that enhances their learning experience. Flashcards,
according to Kusumawardhani (2020), are one of the simplest and most effective tools for
teaching English to young learners, as they contain colourful images that are especially attractive
to this audience. As they combine pictorial and textual elements, it allows students to easily recall
and memorise words, thereby increasing their long-term retention of vocabulary (Astuti et al.,
2022). Flashcards promote the development of visualisation, helping to expand imagination,

curiosity, the ability to concentrate and focus on specific objects (Kusumawardhani, 2020).

These activities and tools are featured in the coursebook, which will be discussed in the

following section.



1.4.THE COURSEBOOK AND ENGLISH LANGUAGE
TEACHING

One of the most effective tools for developing the four language skills is undoubtedly the
coursebook. Although it is considered a traditional tool, having been the most widely used tool
since the 19th century, and digital media are considered for many the teaching tools of the future,
the coursebook remains afundamental part of language learning for anumber of reasons (Horsley

& Sikorova, 2014). This valuable resource is free and accessible to all students.

According to the Basic Law of the Education System (1986) (Lei de Bases do Sistema
Educativo), the school coursebook is seen as the first of the educational resources and Law
47/2006 in Article 3(b) defines it as animportant resource in teaching, although not the only one,
anditis made for each year or cycle of study. It helps students to work independently, contributing
to the development of the competences and learning provided for in the national curriculum for
primary and secondary education. It contains the essential contents of the programmes, as well
as suggestions for activities and ways of assessing learning. It can also include guidelines for

teachers (Didrio da Reptiblica, 2006).

Nowadays, the coursebook is no longer just the traditional student or teacher book. With the
evolution of teaching comes the concept of the “modern coursebook”, accompanied by a “course
package”, which usually includes a variety of resources, such as videos, photocopiable activities,
online components, teacher guides (with suggestions for tasks, extensions and projects), apps,
workbooks, e-books, interactive presentation tools, and web-based supplementary materials,
among others. In addition, modern coursebooks are increasingly seen as flexible sets of resources
that teachers can use as they are, adapt or supplement with other materials, and are no longer
merely coursebooks (Hughes, 2019). These supplementary materials that accompany
coursebooks are of great value, as they often contain dynamic and interesting material that can

cater for the characteristics and needs of YL.

The use of coursebooks in the classroom is controversial. On the one hand there are authors
that argue in favour of the coursebook and on the other hand authors that argue against it. | will

briefly present the advantages and disadvantages. Starting with the advantages. Coursebooks
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provide significant benefits for both students and teachers. From the students' perspective,
coursebooks often evoke a strong sense of positivity and security. These educational resources
allow students to access content effectively, making it easier to prepare for future lessons and
revise content already studied (Harmer, 2007). In addition, Halliwell (1992) emphasises that
coursebooks promote a certain degree of independence among students, since they function as a
reliable source of information and exercises. Thus, the coherent structure of coursebooks
supports both the learning process and the development of self-confidence. Amorim (2012)
shares the same perspective, emphasising that with the content and exercises provided in
coursebooks, students can develop a sense of responsibility for their learning, which in turn
increases their ability to manage their academic progress. This empowerment not only supports

immediate educational goals, but also fosters the development of lifelong learning competences.

From the teachers' perspective, coursebooks offer a wide range of materials that go beyond what
any teacher might be able to compile on their own (Halliwell, 1992). These resources encompass
diverse content and activities, which improves the teaching process and ensures comprehensive
coverage of the subject. Teachers can cater for the diverse learning needs and preferences in their
classrooms by taking advantage of the range and depth of coursebooks and their accompanying
resources. In addition, the teacher's handbook, which usually comes with coursebooks, should
also be considered a valuable guide that provides professional advice and suggestions for
practical situations. It is crucial, however, to approach the coursebook not as a rigid set of
instructions, but as an adaptable tool that supports and reinforces teachers' creativity and

pedagogical strategies (Loukotkova, 2009).

On the other hand, for Amorim (2012), considers that the coursebook as a discursive text
presents itself as a “support for the exclusion of other possibilities”, i.e., it doesn't give the teacher
many options to choose from and the student has no alternative but to accept whatis given there.
It is also essential to emphasise that the teacher must adapt the coursebook according to the
needs of the students. Whenever the coursebook'’s activities do not meet the students' needs or
the teacher's teaching objectives, these activities should be changed to improve the language
learning environment (Saraiva, 2017). Coursebooks are generally designed for a wide population
of students and are not specifically adapted to meet individual learning needs (Diyanti, 2010).
Consequently, students with more difficulties or cognitive and physical problems may find it

harder to keep up if the material is not adapted. Itis therefore essential that educators personalise

n



the content of coursebooks to ensure that all students have equal access to learning opportunities
thereby implementing an inclusive approach to learning. Throughout this report, | will discuss

dyslexia and analyse whether the adopted coursebook is duly adapted for this learning need.

In summary, early foreign language learning lays a strong foundation for young learners,
satisfying their curiosity and capacity for language learning. To teach them, it is crucial to
recognise their unique characteristics and needs, while using a variety of learning tools and
activities that improves their language skills and keeps them motivated. In addition, the careful
adaptation of coursebooks ensures that all students can access the curriculum effectively,
allowing for a more inclusive and supportive learning environment. Together, these elements
contribute to a rich and effective foreign language learning experience for YL. Moving forward,
the next chapter will focus oninclusive education, in particular, dyslexia as | worked with a student

with this learning difficulty during my internship.
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2. INCLUSIVE EDUCATION

Before moving on to dyslexia, it is relevant to discuss the concept of inclusive education
as dyslexia is an aspect of inclusive education. According to Francis et al. (2021), regardless of
student’s specific needs, inclusive education is an educational approach that aims to ensure that
all students have equal access to high-quality education. This includes students who have

learning challenges, such as dyslexia.

The Salamanca Statement, known as the Salamanca Statement on Principles, Policy and
Practice in the field of Special Needs, is a document developed in 1994 during the World
Conference on Special Needs Education, organised by UNESCO in Salamanca, Spain. This
document has become a reference in setting solid foundations for the defence and advancement
of inclusive education at a global level, representing a historic turning point for inclusion and equal
access to education. According to this declaration, inclusive education is “the most effective way

of combating discriminatory attitudes” (UNESCO, 1994).

According to the General Directorate of Education (Dire¢cdo-Geral da Educacao or DGE),
when we discuss inclusive education, we are referring a school that opens its doors to everyone
(Pedroso et al., 2018). In other words, we are talking about a school that welcomes everyone and
ensures that, at the end of their journey, everyone has the opportunity of experiencing a
humanistic approach to their educational path, developing values and skills that prepare them for
citizenship (Pedroso et al., 2018). According to Ballard (1997), all students have the same right to
access a valuable, full-time cultural curriculum as members of a school class and according to

their age.

Carneiro (2012) notes that, in the past, individuals with special learning needs were placed
in institutions and kept away from society, often being educated in special schools or classes
created according to their specific learning challenges. The mainidea was that they would only be
able to join ordinary environments after a process of normalisation. Today, however, equal
educational rights are recognised, almost everywhere, and there is a fight for equal education for

all.
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2.1. INCLUSIVE EDUCATION IN PORTUGAL

The journey of inclusive education in Portugal is characterised by a remarkable search for
an educationally more equitable and just society. According to Pedroso et al. (2018), in Portugal,
we can observe a transformation from a segregated school, throughout most of the 20th century,
to a school that integrates everyone, with various examples of inclusion. In these institutions,
there’s agrowing focus on adapting curricula to accommodate the diverse needs of students from

different backgrounds and with different abilities and learning challenges.

The movement in favour of inclusion gained strength over the last few decades of the
20th century. Decree-Law 538/79, which was published in 1979, ensured that children in special
education had the same right to education as other pupils. This decree stated that basic education
was universal, compulsory and free, as well as guaranteeing the fulfilment of compulsory
schooling for children with special needs, through the careful identification of these children, the
expansion of special basic education and support for the respective schools, as well as
intensifying the training of the corresponding teachers and technical staff (Didrio da Republica,
1979).

In 1986, the promulgation of the Basic Law of the Education System, n246/86, enacted
on 14 October, outlined the essential principles governing the education system in Portugal, with
the reinforcement of Special Education in Portugal, emphasising the importance of ensuring equal
opportunities for all students. This legislation was designed to support students with unique
educational needs, resulting from mental and physical disabilities, in their recovery and socio-
educational integration. This includes activities aimed at students, as well as families, educators
and communities (Didrio da Republica, 1986). This legislation marked a significant advance in the

promotion of inclusion, although its effective implementation has faced obstacles over time.

With the Portuguese Decree-Law no. 319/91, dated 23 August 1991, regulations were
established for the inclusion of children with disabilities in mainstream schools (Diario da
Reptiblica, 1991). This legislation emphasised the role of the pedagogical model, the concept of
Special Educational Needs and the growing commitment to the education of children with special
educational needs. According with this decree, the school should attempt to take on students with

special educational needs as part of its “schools for all” philosophy.
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Order n2 105/97, released on 1 July 1997, represents a shift in Portugal's approach to inclusive
education. This document replaced the term “integration”, which referred to the incorporation of
students with special needs into mainstream educational environments in a more passive way,
with the term “inclusion”. With Decree-Law No. 3/2008, enacted on 7 January, this transition
became even more prominent as a result of promoting educational equity and supporting the

concept of aninclusive school.

Decree-Law 54/2018 has established the current legislative framework for inclusive
education in Portugal. This decree implements measures that guarantee equal access to
educational opportunities for all students with the aim of integrating them into society, regardless
of their needs (Diario da Republica, 2018). This decree repeals Decree-Law no. 3/2008 of 7
January, altered by Law no. 21/2008 of 12 May. According to Pedroso et al. (2018), schools are
responsible for setting goals that promote an inclusive culture, providing opportunities for all
students to reach their full potential during compulsory schooling. To achieve these goals, the
government has implemented a set of measures focused on the curriculum and learning,

categorised as universal, selective and additional, shown in Figure 1.

Figure1

Measures to support learning and inclusion. Levels of intervention.
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Responses aimed at overcoming significant and
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— interaction cognition or leaming that require
specialised resources to support learming and
o

Adapted from Pedroso et al. (2018)
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Analysing figure 1, we can observe that universal measures are applied to all students and do not
depend on the identification of specificintervention needs. While selective measures are intended
to correct possible shortcomings in the application of universal measures, adjusting to individual
needs and specific groups who may be at increased risk of school failure or who show
complementary support needs (Pedroso et al., 2018). Finally, additional measures are designed to
solve proven and persistent challenges that have not been overcome by universal and selective
measures. They are based on assessments and data that prove the persistence of educational
ohstacles for certain students, thereby providing additional support and specific strategies to deal

with these challenges (Diario da Reptiblica, 2018).

To determine whether students need selective or additional measures, a Technical-
Pedagogical Report is prepared. This report is requested by the school director, who asks the
multidisciplinary inclusive education support team to assess the students' needs and prepare the
report. Once the needs have been identified, this report must be signed by the parents. After this
signature, and ideally also that of the student, the appropriate measures are implemented
(Pedroso et al., 2018). In addition, it is important to mention the creation of the Individual
Educational Programme, a document for the operationalisation of significant curricular
adaptations. This document establishes and substantiates the specific educational responses
and forms of assessment for each student (Pedroso et al., 2018). In figure 2, it is possible to see

the foundations of this programme.

16



Figure 2

The Individual Educational Programme

Identification of factors related to leaming progress and development.

Identification of the competences and learning to be developed by students, with reference to the Profile of
students leaving compulsory school, the Essential Learning and other curricular documents.

Identification and ways of operationalising significant curricular adaptations

|dentification of other measures to support leaming and inclusion

Identification of the teaching strategies to be adopted

Identification of adaptations in the evaluation process

Identification of the necessary support products and a brief description of the advantages of using them to
access the curriculum and to increasing levels of participation in the various learning contexts

Indication of strategies for transition between education and teaching cycles

Time distribution of planned activities

Identification of the professionals responsible for implementing measures to support learning and inclusion

Adapted from (Pedroso etal,, 2018)

In the case of dyslexia, this learning challenge can be included in the selective or additional

measures, depending on the type of dyslexia and its level. But to understand this better, I'll explain

dyslexia in the following next section of this report.
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3. DYSLEXIA

In the context of inclusive education, I'd like to focus on a specific learning challenge that
is of personal interest to me: Dyslexia. This learning challenge is very significant for me, since |
was diagnosed with this condition when | was about eleven years old. Furthermore, during my
internship, | had the opportunity to work closely with a dyslexic student. This helped me realise
that the student in question was experiencing many of the same challenges that | myself had
faced when | was at school. Consequently, | felt obliged to try to help the student in question as |
would have liked to be helped when | was a student myself. In addition, | wanted to see if there
have been any changes over time in the approaches and support for dyslexia, particularly with
regards to coursebooks and how these cater for dyslexic students with learning challenges. | will

now move on to defining what dyslexiais.

3.1.WHAT IS DYSLEXIA?

According to Hettiarachchi (2021), there are various explanations for the learning challenge
that is dyslexia, but there is still no universally accepted definition. According to this author, the
etymology of dyslexia comes from the Greek words dys (inadequate or poor) and /exis (language
or words), which could suggest a problem related to speech or diction. However, nowadays,

dyslexia is understood as a difficulty that mainly affects reading and writing (Sierra, 2023).

According to the International Dyslexia Association (IDA), dyslexia is a specific learning
difficulty with neurobiological origins that mainly affects the skills involved in accurate and fluent
word recognition, spelling and decoding. These difficulties generally result from a deficit in the
phonological component of language that is often unexpected in relation to other cognitive

abilities (I. D. Association, 2017).

However, according to the British Dyslexia Association (BDA), dyslexia does not only affect
reading and writing skills. People with dyslexia may face difficulties remembering information
that they hear or see, and this can affect other areas (T. B. D. Association, n.d.). The Portuguese
Dyslexia Association (Associacdo Portuguesa da Dislexia or APD), reinforces this perspective by

pointing out that dyslexia commonly occurs alongside other conditions, such as specific language



disorder - a constant challenge in the acquisition and development of speech and language -;
dyscalculia - a specific learning difficulty in mathematics, namely with numerical concepts,
essential functions and symbols -; spelling difficulties; lack of motor coordination; attention deficit
with or without hyperactivity; changes in behaviour; mood disorders; oppositional behaviour and
decreased self-esteem. This highlights the complexity of dyslexia and explains why a universally

accepted definition for this particular learning challenge is yet to be found.

Silva & Gomes (2017) point out that this learning difficulty is not related to do with pedagogy
or teaching. Furthermore, according to APD, this disorder is not related to one’s intellectual level,
socio-cultural opportunities or sensory alterations (Dyslexia, n.d.). In other words, dyslexia is not
related to flaws in teaching methods or pedagogical approaches, intelligence, opportunities or
sensory alterations, but rather to a neurobiological condition that impacts the way the brain

processes information.

The American Psychiatric Association (2022) states that this chronic difficulty has a genetic
influence as the ability to read and difficulties in alphabetic and non-alphabetic languages show a
strong hereditary component, as with most learning abilities and difficulties. This means that
dyslexia runs in families. If a parent or sibling has dyslexia, the likelihood that their child will also

develop the condition increases by 50% (I. D. Association, 2017).

Dyslexia is considered to be the most common of all neuro-cognitive disorders, affecting
around 10 per cent of the world's population (Dyslexia, n.d.). Itis therefore very likely that there will
be students with dyslexiaina class anditis important to be aware of the signs in order to diagnose

this learning challenge and better cater for students’ needs.

3.2. SIGNS AND SYMPTOMS

According to the American Psychiatric Association (2022), the symptoms of this learning
difficulty often co-occur. In other words, they are related to or manifestin areas other than reading

and writing. Dyslexia can also present behavioural and emotional challenges (Dyslexia, n.d.).
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Dyslexia has a deep impact on the four language skills. Although the difficulties are more
evident in reading and writing, they also have an impact on listening and speaking. Table 3 will

outline the most common challenges students with dyslexia encounter in developing these skills.

Table1

Signs and symptoms regarding the four language skills

Language Skills Signs and Symptoms
Reading Skill — Word reversals;
—  Word substitution;
—  Skipping of words;

— Slow reading speed;

— Avoidance reading aloud;

— Lack of enjoyment in reading;

— Reads and re-reads to understand the meaning;

Writing Skill — Frequent spelling and syntax errors;

— Omission or addition of letters and syllables;
— Lack of punctuation rules;

— Restricted vocabulary;

— Poor handwriting;

Listening Skill — Difficulties with auditory memorisation;

—  Problems capturing and integrating sounds;

— Problems with perception and auditory imitation;
— Difficulties following directions and instructions;

Speaking Skill — Mispronunciation of long, unfamiliar or complicated words;
— Pausing or hesitating when speaking;
— Restricted vocabulary;

During my internship, | observed some of the most common challenges present in the
table. At the time, | came into contact with a 4th year student who had dyslexia, who will hereafter
be coded as student X. Regarding reading skills, this student had significant difficulties
interpreting statements and understanding texts. | used to sit next to the student in question
during lessons to provide support. When it came to reading the instructions, | made sure | read
them together with student X, repeating the process when necessary, and clearly explaining the
instructions for the exercises. During evaluation times, my co-operating teacher used to read the

instructions to the class slowly, making sure that everyone understood the tasks to be carried out.
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However, in the specific case of student X, | sat next to the student in question to help understand
what was being asked. Regarding writing skills, | noticed that student X often made spelling and
punctuation mistakes. Another aspect | noticed was that even when copying from the board,
student X made mistakes by omitting or scrambling letters. With regard to listening skills, student
X had some difficulties with “Listen and repeat” exercises. The teacher used to do this exercise in
chorus with the class and, as | was sitting next to pupil X, I noticed that the student often pretended
to say the word due to difficulty understanding the sounds. Lastly, with regard to speaking skills,
the student had difficulty expressing ideas and therefore spoke with many pauses, accompanied

by “uhm”.

As I mentioned previously, dyslexia also has animpact on aspects other than language. As
faras behaviour is concerned, some of these signs include students taking along time to complete
the exercises, as a result of difficulties in understanding and carrying out the tasks. In addition,
dyslexic students show inhibited behaviour when it is necessary to expose themselves, often
associated with the fear of making mistakes. Itis also common for pupils to be easily distracted,
associated with having shorter attention spans than the average students, which can negatively
affect their school performance (Dyslexia, n.d.). According to the American Psychiatric

Association (2022), individuals with dyslexia usually have attention deficit hyperactivity disorder.

As well as manifestations in the academic and behavioural domains, it also affects
emotions. Among the most common emotional signs is anxiety, which manifests itself especially
attimes of assessment or in activities involving reading and writing, highlighting the pressure that
these situations can generate (Dyslexia, n.d.). According to Schultz (2013), many people don't
recognise the nature of their learning difficulties, and they often blame themselves for their own
difficulties. Years of self-recrimination affect a person'’s self-esteem, making them more stressed
and anxious (Schultz, 2013). Gouveia (2021) points out that pupils with dyslexia often have low
self-esteem and, as a result, feel frustrated and demotivated when carrying out tasks that
become an obstacle. These negative thoughts, the anxiety, stress and low self-esteem can lead

to depression (1. D. Association, 2017).

Feeling ashamed of failing at schoolis another emotional aspect to consider. Difficulty in achieving
the desired results can lead to feelings of embarrassment and discomfort in front of peers and
teachers (Dyslexia, n.d.). This was a behavioural indicator that I noticed in student X and which had
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an emotional impact on me: when asked to answer, the student always expressed themselves in
a low voice and with great shyness, revealing an obvious fear of giving an incorrect answer. |
particularly remember an occasion during a “Show and Tell” activity when the student went to the
front of the class, but never looked directly at anyone. Instead, they kept their gaze on the floor,

and once again communicated in a low tone.

Given these signs, Burden (2008) argues that it is crucial for the dyslexic individual to feel
understood, especially in the early stages of learning. It is therefore essential to consider the
possibility of dyslexia and seek specialised assessment and support. Early diagnosis of these
symptoms not only facilitates access to specialised interventions, but also makes it possible to
implement more effective support strategies. This proactive approach can play a crucial role in

fostering a more positive educational development adapted to individual needs.

3.3. EARLY DIAGNOSIS

According to Hettiarachchi (2021), the recognition of dyslexia begins in the early years of
schooling, since the formal teaching of reading and writing begins when children enter primary
school and it is during this process that students' difficulties can be identified (Borges, 2018).
However, if this learning challenge is not identified early on and the appropriate methods applied
to overcome it are not taken, it can lead to school failure, affect communication, career and mental
health (Hettiarachchi, 2021). Therefore, it is important that educators identify this condition as

soon as possible.

According to the APD guidelines, when a child shows signs of learning difficulties, it is
suggested that they undergo a psychology and/or special education appointment with an
experienced professional. During this session, a psycho-pedagogical assessment s carried out to
determine whether the child has challenges related to dyslexia (Dyslexia, n.d.). As emphasised by
Cogan (2002), the diagnosis of dyslexia is a process in which school psychologists use different

approaches to detect and assess possible difficulties in literacy and numeracy.

The diagnosis of dyslexia, according to the American Psychiatric Association (2022),
requires the fulfilment of four criteria, which must be contemplated by clinical analysis, school
reports and individual psycho-educational assessment. Criterion A refers to difficulties in key
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academic skills, such as slow and strained reading; difficulty in reading comprehension exercises
and activities; difficulty in spelling correctly; difficulty in written expression, and difficulty in
mathematical reasoning involving numbers and calculations. Criterion B states that the student's
academic abilities must be below those expected for their age and interfere with their
performance. Furthermore, these should be duly documented by standardised tests and clinical
evidence. Regarding criterion C, learning difficulties may only manifest themselves when
academic demands exceed the individual's abilities. Lastly, criterion B indicates that learning
difficulties cannot be justified by intellectual disability, mental problems, psychosocial adversity,
inadequate instruction or lack of language proficiency (American Psychiatric Association, 2022,

pp. 78-80).

Once children have been diagnosed with dyslexia, they are guaranteed the right to additional
support in class and evaluation, and can also be referred to a specialist, thus benefiting from
qualified assistance. In addition, a personalised learning plan needs to be developed for these
pupils, including the benefits to which they are entitled. According to the IDA, a personalised
intervention plan should be created for each profile of reader with dyslexia. This plan should
include appropriate adjustments, such as additional time in tests (I. D. Association, 2017). The
assessment can be carried out by external collaborators, such as psychologists or therapists, or
qualified school professionals. In addition, it should be shared among health professionals, family

members and teachers to ensure collaborative efforts to cater for the child’s needs (Dyslexia, n.d.).

In figure 3 below, it is possible to see the adaptations that should be implemented in the
assessment process, with the respective levels of dyslexia - mild, moderate or severe. These
adaptations can include reading tests or exam papers, extra time to do tests, consulting a
dictionary, etc. In more severe cases, more adaptations need to be applied due to the severity of

the condition (Romano et al., 2024).
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Figure 3

Adaptations to be authorised for situations of dyslexia or PEL (Perturbagdo especifica da linguagem - Specific language disorder)

Adaptations Mild Moderate Severe
Dyslexia/PEL | Dyslexia/PEL | Dyslexia/PEL

Application of Sheet A in tests and X X X
frequency equivalence tests

Application of extra time (30 min), in X X X
addition to the test time, in frequency

equivalence tests

Application of extra time (30 min) on top - - X

of the test time + tolerance, in final exams
and national final exams.

Adapted tests - statements in digital - X X
format with pictures

Reading test and exam papers X X X
Tests and exams are held in separate X X X
room

Computer use (secondary) - X X
Portuguese  language  dictionary X X X
consultation

Adapted from Romano et al. (2024)

As | mentioned, there are different levels of dyslexia: mild dyslexia, which doesn't require as
much support; moderate dyslexia, which requires more support from the school and family; and,
finally, severe dyslexia, which needs constant support and monitoring, as well as more measures
to be taken. However, in order to better understand differences regarding the range of support

required, itis necessary to look at the types of dyslexia, which | will explore next.

3.4. TYPES OF DYSLEXIA

Dyslexia is a complex condition that presents itself in various forms, giving rise to different
types of this specific learning difficulties. Among these types, Citoler (1996) highlights Acquired

Dyslexia and Evolutionary Dyslexia, also known as Developmental Dyslexia.
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Acquired dyslexia refers to cases in which reading difficulties develop as a result of a brain
injury, trauma or other events, such as a cerebrovascular injury, which directly affects the areas of
the brain responsible for language processing (Guimaraes, 2004). This type of dyslexia is less
common and can appear inindividuals who previously had no problems with reading but who, due
toaninjury, begintoface challengesin this area. On the other hand, Evolutionary or Developmental
Dyslexia is more prevalent and is usually identified during childhood. According to Citoler (1996),
evolutionary dyslexia is associated with reading and writing difficulties that emerge at the

beginning of the learning process and are not the result of brain injury or trauma.

It is important to recognise that the types of dyslexia are not limited to these two
categories. Within Acquired Dyslexia and Evolutionary Dyslexia, it is possible to identify three
subtypes that reflect the different manifestations of this condition. These subtypes are related to
the effects of specific brain lesions: the phonological, superficial and profound subtype (Citoler,
1996). Regarding Evolutionary Dyslexia, there are also three subtypes related to phonological,
visual-perceptual or neurobiological problems: the phonological, superficial and mixed subtypes.

These subtypes are illustrated in the following table.
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Table 2

Types and subtypes of Dyslexia

Acquired Dyslexia Evolutionary Dyslexia

Subtypes Subtypes

Phonological: difficulty in the sublexic Phonological: difficulty in acquiring the
procedure due to brain damage sublexic procedure due to phonological,
visual-preceptual or neurobiological problems

Superficial: difficulty with lexical procedures Superficial: difficulty in acquiring the lexical
due to brain damage procedure due to phonological, visual-
preceptual or neurobiological problems

Profound: difficulty functioning in both Mixed: difficulty in acquiring both procedures

procedures (sublexic and lexical) (sublexic and lexical) due to phonological,
visual-preceptual or neurobiological
problems.

Adapted from Citoler (1996)

In addition to these types and subtypes of dyslexia, there are also different profiles or
types of dyslexics, each with particular characteristics. Boder (1973) states that there are three
types of dyslexics: dysphonetic, diseidetic and mixed. Dysphonetic dyslexics are a group of
individuals who face challenges in associating letters and sounds, which translates into difficulties
decoding words effectively when reading. However, they are able to read words they are familiar
with, due to visual memorisation, but are unable to read words they encounter for the first time
(Marques, 2015). The Diseidetics dyslexics, on the other hand, read slowly but correctly, based on
phonetic decoding. However, they have difficulties with irreqular words (Pestun et al., 2002).
Mixed dyslexics, on the other hand, represent a combination of difficulties of both types, i.e. both

phonetic and visual, which translates into an inability to read (Gouveia, 2021).

After mentioning the types and subtypes of dyslexia, as well as the different dyslexic
profiles, it is important to discuss some explanatory theories about this learning need. These

theories provide a basis for understanding the underlying causes and mechanisms of dyslexia.
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3.5. EXPLANATORY THEORIES OF DYSLEXIA

The origin of dyslexia is a complex issue, and although the genetic component plays an
important role, there are other reasons that contribute to the development of this condition.
According to Outén (2004), the origin of this learning difficulty has been studied from different
theoretical positions, and research has been carried out from biomedical, psychometric,
behavioural and cognitive perspectives, among others, in an attempt to understand the causes
that explain dyslexia. Among the various theories proposed, | will highlight the three most
significant theories supported by research: the phonological theory, the automatisation deficit

theory and the magnocellular theory.

The phonological theory is related to difficulties in storing, representing or retrieving
phonemes (Borges, 2018).Therefore, there is a difficulty in connecting letters and specific sounds.
According to Saraiva & Ferreira (2012), students with dyslexia have problems detecting and
processing the sound of letters, which limits their ability to decipher and decode written words,
which in turn limits their ability to read. In order to read, students need to understand that spoken
words can be segmented into phonemes and that written words represent these sounds (Gouveia,
2021). Teles (2004) reinforces the fact that in order to master the art of reading itis crucial to have
a solid phonological awareness, i.e. to understand that language is made up of words, words of
syllables, syllables of phonemes and that the characters of the alphabet represent these
phonemes. Within this context, it is clear that the complexity of the relationship between
phonology and reading is a determining factor in the specific difficulties that dyslexics face in this
fundamental learning process. In addition, this theory also addresses the neurological level,
suggesting that this difficulty may result from a lesion or congenital dysfunction in the perisylvian
region of the left hemisphere of the brain, which is responsible for phonological representations or

the link between these and orthographic representations (Saraiva & Ferreira, 2012).

According to Borges (2018), the automatisation deficit theory suggests that dyslexics'
difficulties, especially in aspects related to phonology, may be the result of a generalised difficulty
in automatising certain skills. The author adds that neuroimaging studies show alterations in the
cerebellum of dyslexics, which affect both speech articulation and the automatisation of tasks.

These alterations impair the learning of the correspondence between letters and sounds.
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Additionally, Gouveia (2021) states that in order to read, the brain needs to establish complex
connections between words, involving aspects such as spelling, phonology and semantics. In
dyslexics, the difficulty in automatising the decoding of words results in less fluent and
comprehensive reading. This theory therefore emphasises the urgent need for specific

interventions aimed at strengthening the automatisation of reading skills.

The Magnocellular theory, on the other hand, is related to the magnocellular cells of the
visual system. According to Teles (2004), the magnocellular theory proposes that dyslexiaresults
from a specific failure in the transmission of sensory information from the eyes to the primary
regions of the cerebral cortex. Gouveia (2021) argues that individuals with dyslexia are less
sensitive to stimuli with low contrast, low spatial frequencies or high temporal frequencies. This
causes difficulties in processing letters and words in a text (Saraiva & Ferreira, 2012). According
to the same study, the authors observed that these individuals complained that the small letters
seemed blurred and, when they tried to read, they seemed to move (Saraiva & Ferreira, 2012).
These symptoms highlight the particular visual difficulties faced by people with dyslexia during
reading, contributing to an understanding of the relationship between magnocellular cells and the
specific visual complaints associated with dyslexia. However, this theory has been highly

contested, as the results are not reproducible (Teles, 2004).

Combined, these theories provide a comprehensive overview of the possible causes of
dyslexia, demonstrating the complexity of this condition. Although there are different theories
explaining these difficulties, they all point to the importance of specific interventions to help

improve the reading skills of individuals with dyslexia.

After a brief overview of dyslexia, | will discuss the impact of this learning challenge on the
English language learning, since the focus of my internship was precisely dyslexia in the context

of teaching English.
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4. THE IMPACT OF DYSLEXIA AND LEARNING ENGLISH
AS A FOREIGN LANGUAGE

For dyslexic students, acquiring reading and writing skills in their mother tongue is already
challenging (Marques, 2015). In this context, for learning a foreign language adds additional layers
of challenges. According to Marques (2015), students with dyslexia face more difficulties than
others with regards to learning a foreign language, as learning a foreign language requires skills
affected by this condition, such as sequencing, phonological processing, and short- and long-term

memory.

Learning a foreign language is, therefore, an even more intricate and demanding process
for dyslexic students. Teaching EFL is complicated in the early years of education. Leite (2014)
explains that problems in learning a foreign language are related to the verbal and writing skills
that the student shows in their native language, soitis normal for a dyslexic student to experience
more problems with pronunciation, internalising syntactic and grammatical structures, as well as

grapheme-phoneme correspondences.

As I've already mentioned, dyslexiais a result of a deficit in phonological processing, which
leads to problems with grapheme-phoneme association. Bearing this in mind, it can be said that
dyslexia varies between different languages, since the way orthography represents phonology
also varies (Leite, 2014). There are more transparent languages and opaque languages, i.e. in a
transparent language the grapheme-phoneme correspondence is more regular, while in an
opaque language, there are more irregularities in this correspondence (Gouveia, 2021). English is
an opaque language, meaning that the phoneme-grapheme correspondence is complex, since
one phoneme can be represented by several graphemes and one grapheme can take on several
phonemes (Marques, 2015). According to Leite (2014), in opaque languages, such as English,

children have more difficulty in the literacy process.

According to Libera (2016), the main difficulties that dyslexic students face when learning
English as a foreign language are the result of different language structures such as the fact that
vowel pairs can be pronounced in different ways, such as “pool/foot”; silent letters that are written

but not pronounced: b, d, I, g, gh, h, k, n, p, s, t, as in the word “know” where the letter k is not
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pronounced; some letters are pronounced differently depending on their position within a word,
for example: /y/ at the end of the first syllable of a word becomes /ai/ as in shy and by; among
others. In addition, according to Sierra (2023), in many cases, spelling of English does not
correspond to the pronunciation of a word, which leads to more spelling errors. Zorzi & Ciasca
(2009) point out that, in English spelling, factors such as the length of words and the way letters
are combined have been pointed out as aspects that increase spelling and reading difficulties.
Pérez (2018) also notes that some English words have the same sound but a different meaning,
such as “see” and “sea”, which can confuse and make it difficult for a person with dyslexia to

understand.

Besides the difficulties mentioned above, Bogdanowicz (2006) also identifies some
typical problems in learning English as a foreign language for dyslexic students, with focus on
vocabulary and the four skills. Dyslexic students struggle with vocabulary due to their reduced
short-term and working memory, and problems memorising sequences such as the months of the
year/days of the week. Regarding the four skills, dyslexic students often have difficulties in all of
them. Regarding listening skills, they face difficulties because this skill requires concentration,
memorisation, perception and auditory processing. In terms of the development of reading skills,
visual and auditory perception and processing skills are required, as well as accurate and fluent
word recognition. In terms of speaking, the author says that difficulty is less common, but it s still
present due to problems in automatisation, memorisation and the construction of complex
sentences. Finally, when developing writing skills, dyslexic students encounter challenges due to
the semantic, morphological, and syntactic aspects of the language. The author also emphasises,
and | cannot fail to mention, the interference of the mother tongue in English language learning

(Bogdanowicz, 2006).

Given these challenges, it is crucial to implement personalised teaching strategies that
recognise and address dyslexic students' specific difficulties in learning English as a foreign
language (Garcia et al., 2018). In the second part of my report, | plan to discuss how | tried to help

overcome these challenges.
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5. CONCLUSION

Concluding the theoretical analysis, it can be observed that the early learning of a foreign
language, in this case, English, plays an essential role in children's cognitive and social
development. Young learners have a natural predisposition to learn languages. In addition,
integrating the teaching of English into primary school contributes to the formation of a

plurilingual and pluricultural society from an early age.

Teaching methodologies, especially those adapted for young learners that | mentioned,
are crucial for maintaining interest and improving information retention. Activities and teaching
tools should be applied according to the characteristics and needs of the students. To do this, the
teacher must recognise the class and their students and decide which activities, tools and
strategies to use. In addition, it was noted that, although coursebooks are widely used and valued
as a structural and support tool for teaching, itis vital that these resources are adapted to respect

the diversity of students' abilities.

In the context of inclusive education, as is the case with students with dyslexia,
adaptations to teaching materials are crucial to create an accessible and stimulating learning
environment for everyone. Dyslexiais acommon learning disability. For this reason, there is a high
probability that a teacher will teach a dyslexic pupil while in the profession. In this way, the
coursebook deserves to be highlighted, as it is full of materials and is the only tool used in common
by all teachers, while other adaptations are at the discretion of each teacher. Having said that, |
would like to analyse whether it is or can be adapted to the needs of these students, which is the

prime objective of the second part of this report

Upon finalising the literature review, we now move on to the second section of this Final
Internship Report. The purpose of the methodological framework is, firstly, to clarify the research
methods applied throughout the internship to address the research questions and objectives, and

then to present the results achieved through these same methods.
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PART Il - THE CHALLENGES AND RESPONSES OF
INCLUDING STUDENTS WITH DYSLEXIA IN LEARNING
ENGLISH
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1. EMPIRICAL DESIGN

This first chapter of the second part of this final internship reportis divided into four parts.
The first section explores the research methodologies used in this study. Following this, the
questions and objectives that motivated the research are presented, as well as the instruments
used for data collection. Lastly, the context of the internship is presented, including a
characterisation of the school and the classes involved, as well as a characterisation of student X,

a participant with a central role in this research.

1.1. RESEARCH METHODOLOGIES

The research presented in this final internship report is based on a case study, using
qualitative research methods. In order to better understand this methodological option, it is

necessary to clarify the definitions of case study and qualitative research.

A case study is an empirical and detailed study that investigates and collects data over a
period of time within a particular context. Heale & Twycross (2018) define a case study as an
intensive study of a person, group of people, or community, in which the researcher examines the
data collected in detail. According to Yin (2009), the case study is used to contribute to our
knowledge about individuals, groups, organisations, politics, and other related phenomena. Case
studies are most commonly used in areas such as psychology, sociology, political science,
anthropology, economics and education, the last of which is focus of this report. In addition, case
studies can be used to understand everyday practices and their meaning for the people involved

(Hartley, 2004).

A variety of methods can be used to collect data, such as participant observation, direct
ohservation, ethnography, interviews, focus groups, document analysis and even questionnaires
(Hartley, 2004). Within this approach, the research methods that can be used are qualitative or
guantitative (Feagin et al., 1991). However, both methods can be used, resulting in a mixture of
approaches (Hartley, 2004). In the context of this report, only the qualitative method was
selected, as the data collected focuses on descriptive and interpretive insights, rather than

numerical analysis which is associated with quantitative methods.
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Qualitative research is characterised by its descriptive, detail-rich, and inductive nature
(Bogdan & Biklen, 1998). It is based on an intense and detailed analysis of the reality studied.
According to Vishnevsky & Beanlands (2004), this research follows a naturalistic paradigm and is
carried out in its natural environment, in a subjective and contextualised way. According to the
same author, reality is constructed by people. As stated by Maxwell (2009), qualitative research
is bestused to study a small number of individuals or situations, allowing a more in-depth analysis.
In this research, the researchers are in direct contact with the object of study, thus giving
importance tointeraction. Qualitative research aims to understand the particular context in which
the subject moves and how this influences their actions. Therefore, to understand the object of
study, itis important to collect data through methods such as interviews, direct field observation

and notes, documentary analysis, or focus group discussions (Hennink et al., 2020) (Yin, 2015).

The selection of qualitative methodology is justified by the observation and direct contact
| had with student X during my internship. This observation was essential to understand the
challenges faced by dyslexic pupils, as well as the strategies that could be applied in the
educational context. In addition to observation and direct contact, | used other data collection
methods, which will be explored later in subsection 1.3. However, | will first explore the research
questions and the objectives outlined, and then | will discuss the methods | used to obtain the

answers.
1.2.RESEARCH QUESTIONS AND OBIJECTIVES

The qualitative research begins with the formulation of research questions and study
objectives. The questions raised by qualitative research are questions of “how” and “why”
(Hennink et al., 2020). Therefore, this was taken into account in the formulation of the research

questions.

As part of this internship, it was necessary to gather and reflect on a set of questions that
served as a starting point for the development of this study. As I've already mentioned, my interest
in the research topic arose during this internship when | came into contact with student X, as well
as for personal reasons. As a future teacher, | tried to understand what | could do to include the

student in the proposed activities, considering the regular use of the coursebook, in a way that
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would lead to academic success. Having said that, | present the research questions and objectives

of the present study in table 3.

Table 3

Research questions and objectives

Research Questions Objectives

Do coursebooks cater for students with | To analyse whether coursebooks are
dyslexia? structured to support and meet the needs of

students with dyslexia in the EFL classroom.

How can educators adapt the coursebook to | To explore how the coursebook can be
meet these students’ needs? adapted, using different strategies, to meet
the needs of students with dyslexiain the EFL

classroom.

These questions will be answered in section 2, butin order to be able to answer them, data
was collected during the internship period. To collect the data, the instruments are outlined in

subsection 1.3.

1.3.RESEARCH INSTRUMENTS

Research questions are answered through data collection (Hennink et al., 2020).
Considering the research questions and objectives, a selection of data collection tools was made.
The instruments employed were: 1) participant observation, recorded in a logbook; 2) analysis of
the coursebook used in the school cluster, as well as lesson plans; 3) an interview with the

cooperating teacher and with the trainee colleague.

The participant observation documented in the logbook allowed for various observations

and notes on the lessons | observed, the lessons | taught, the feedback provided by the students,
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from the cooperating teacher, and the supervising teacher. Data was also recorded on the
students, but mainly on student X. These records enabled reflection on the dynamics of the
lessons, as well as understanding how student X responded to the proposed activities. Regarding
the analysis of the coursebook and, consequently, the lesson plans, these methods proved to be
fundamental to this study, as they contributed greatly to answering the questions and objectives
proposed. Subsequently, aninterview was held with the co-operating teacher and with the trainee
colleague to get their thoughts on the coursebook and the adaptations | made to the lesson plans

| taught.

After presenting the instruments used to collect the data, | will now describe the context

in which this internship took place, where the data collection and research was carried out.

1.4.CHARACTERIZATION OF THE INTERNSHIP CONTEXT

The educational intervention in the context of the Supervised Teaching Practice (Pratica
de Ensino Supervisionada or PES) was carried out in three schools which will be named as School
A, hereafter referred as SA, School B, referred as SB, and C. In addition to the schools mentioned,
the school cluster includes two more schools. These institutions were located in the Porto
Metropolitan Area. These institutions belong to the public education network and cater for pre-

school and primary school children.

As an English teacher, the cooperating teacher made it possible to carry out the PES in
three schools, which made it possible to organise lessons with five classes. At SA contact was
made with 3rd and 4th graders, at SB also with 3rd and 4th graders, and at school C with 4th
graders. However, | interacted less with the 4th grade in school C, as my time with them often
coincided with holidays or internship meetings. | will therefore focus on the SA and SB classes,
which linteracted with two days a week. Fortunately, these two days always coincided with the
same classes, which facilitated the development of a closer relationship, which was beneficial in

the context of the internship.

The schools where the internship was conducted were old, but in a reasonable state of
repair, with a few exceptions. Both schools have three kindergarten classrooms, a library, two
after-school areas, a teacher's room, a canteen and a multipurpose room; in the SA, the
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multipurpose room also functions as a canteen. SB has eight classrooms for the 1st Cycle (see
Annex 1), while the SA has only five. In addition, SB has two floors, while the SA has only one. As
for outdoor space, SB has a large playground for students to use during break times. In contrast,
SA has little outdoor space for recess and no multi-purpose hall for physical activities, limiting
leisure opportunities for the pupils. Both schools need their entrances roofed to better
accommodate children, pupils and carers. Another weakness in these schools is the lack of
accessibility for people with motor disabilities. Due to the age of the buildings, there are
architectural barriers that make access to the upper floor difficult. This situation needs to be

improved, as school infrastructures should always reflect a commitment to inclusion.

At SA, the 3rd and 4th grade classrooms were very similar, both equipped with an
interactive whiteboard and a blackboard. These classrooms were the largest and, in contrast, SB
had smaller classrooms. This school stands out because it doesn't have an interactive whiteboard
and is only equipped with a video projector. A significant limitation of this classroom is the use of

the blackboard, which makes it difficult to project the coursebook.

At SA, the 3rd grade consisted of 24 students, 14 girls and 10 boys, representing a

composition of 58.3% girls and 41.7% boys, as can be seen in Graphic 1below:

Graphic1

Graphic representing the 3 class from SA

M Boys [ Girls

Boys
41.7%

Girls
58.3%

This was a large and restless class. The pupils with the most learning challenges sat at the front,
with the exception of one pupil who was at the front due to her disruptive behaviour, so that the
teacher could provide additional help to these pupils. Regarding the layout of the tables, some

were organised in squares with 4/6 students, which generally caused more distraction and
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conversation between pupils. As time went by, | began to see more than just a restless class. |
began to see a participative class that loved interacting with the teacher, but with well-defined

limits to maintain focus. In Annex 2, are some notes | took during my firstinteraction with the class.

Also at the SA, the 4th grade class also consisted of 24 students, 14 boys and 10 girls,

representing a composition of 58.3% boys and 41.7% girls, as can be seen in Graphic 2 below:

Graphic 2

Graphic representing the 4"class from SA

M Boys [ Girls

Girls
41.7%

Boys
58.3%

This was also a large class, but it was calm. The students were active, respectful of the classroom
rules and the teacher. The students with the most learning difficulties were sitting at the front, one
of them had dyslexia - student X - and another possibly had Asperger's syndrome (it was flagged
up, but not officially diagnosed). There was also a student who, although he didn't have learning
difficulties, was also at the front, but somewhat isolated due to his behaviour, as he was able to
destabilise the class. The desks were arranged in a “U” shape, with the exception of the desk for

students with difficulties and the desk for the student with behavioural problems (Annex 3).

At SB, the 3rd grade class had 16 students. However, during the year, one girl joined, but
she ended up leaving. Towards the end of my internship, two twin brothers joined. That said, the
3rd grade class had 18 pupils, made up of 12 boys and 6 girls, representing a composition of 66.7%

boys and 33.3% girls, as can be seen in Graph 3 below:

Graphic 3

Graphic representing the 3"class from SB
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[ Boys [ Girls

This class was small but participative. It was a good class to carry out more interactive activities,
but it was a little agitated and required firm management. They responded well to the command
“One, two, three, eyes on me”. Two students were in constant conflict. One student may be colour
blind and another has a stutter. This class became even more agitated with the arrival of the two
new pupils, as they had behavioural problems that required more monitoring. Still, it was a very

dynamic class and good to work with (Annex 4).

Lastly, at SB, the 4th grade class was made up of 17 students, 10 girls and 7 boys,

representing a composition of 58.8% girls and 41.2% boys, as can be seen in Graph 4:

Graphic 4

Graphic representing the 4"class from SB

B Boys [ Girls

Boys
41.2%

Girls
58.8%

The class was small and quite calm. The students were participative, but it was clear that there
were different learning rhythms. While some learnt more quickly, others needed closer
monitoring. One student had motorisation problems and therefore required more support from the
teacher at times. Another student didn't have a notebook or a coursebook, so they also needed
more attention from the teacher, as the subject was lost since they didn't have anything to consult.
There was another this pupil was in 4th grade, but should have been in 5th grade, yet they were

still learning 1°* grade material in their mother tongue. Instead of being at the front, they were at
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the back of the class on their own. During my internship, | was always sitting next to them. Overall,

it was also a good class to work with, but it required more attention from the teacher (Annex 4).

The PES took place from October 2nd 2023 to January 18th 2024, totalling 100 hours.
During this period, 12 hours were dedicated to teaching and evaluating the trainee teacher, under
the supervision of the cooperating teacher and the supervising teacher. The process focused
mainly on observing the pedagogical and didactic practices of the cooperating teacher, as well as
conducting English lessons for these classes, one of which included a student with dyslexia. My
involvement with the research topic gradually grew throughout the process, as | explored and
analysed the data. This interest developed especially because, as | mentioned earlier, | share the
same condition. This personal experience allowed me to identify similarities between my journey

as a student and that of other students with whom linteracted and got to know closely.

1.5.CHARACTERIZATION OF STUDENT X

Considering that the subject of this research was motivated by a pupil with dyslexia with
whom | had contact during my internship, the characterisation of this student is pertinent for the
present study. The participantin this case study is pupil X, whois 9 years old and attends 4th grade
at SA. This student has been diagnosed with dyslexia and hyperactivity, and their hyperactivity is
controlled with medication. Student X has difficulties with orientation, memory, attention and
phonological awareness. They learnt to read and write using the 28-Word Method, but still has
major difficulties in writing and reading. This student is accompanied by a psychologist at school,
with a project developed by the school cluster to improve their reading and writing skills in order

to overcome their difficulties in the subject of Portuguese.

In the Annex 6, there are some notes that | registered during my time with this student.

However, I'm going to summarise them to make it easier for the reader to understand:

e Pupil gets distracted very easily;

¢ Difficulties forming sentences and compositions;

e Reading and writing difficulties;

¢ Difficulties in ordering;

o Difficulties with exercises involving numbers, such as hingo;
¢ Difficulties describing images;
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¢ Difficulties with word-forming exercises such as word search and crossword puzzles;
o Difficulty interpreting and following instructions;

o Difficulties standing in front of the class, avoiding staring at the students and teacher;
e When required to express ideas out loud, student gets shy and speaks quietly;

e Makes several spelling mistakes, changes and omits letters;

e Does not follow punctuation rules;

e Shows laziness in writing.

These were some of the characteristics | observed during my internship. Nevertheless, it's
necessary to point out that this is a superficial and limited characterisation, as | don't have enough
data on this pupil, because the parents did not authorise the collection of additional information.
Furthermore, the internship | did only lasted 100 hours, and | didn't have access to reports or more

detailed information about this student.

Now that all the sections of this initial chapter have been covered, the data analysis will be

presented in the next chapter.
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2. ANALYSIS AND DISCUSSION OF DATA

This chapter presents a detailed analysis of the data collected through the following
methods: analysis of sections of the coursebook, analysis of lesson plans taught by the trainee
teacher, and interviews with the cooperating teacher and her trainee colleague. The loghook,
which was used to record key moments during this internship and which played a reflective role
on practices, dynamics, pupils and areas for improvement, and has been referenced at certain
moments throughout this report. Therefore, the analysis will focus solely on the remaining
methods. The first section is dedicated to analysing the coursebook and lesson plans, while the

second sectionis dedicated to analysing the interviews.

2.1. ANALYSIS OF THE COURSEBOOK AND THE LESSON
PLANS

A coursebook is one of the most widely used tools in the classroom, both for teaching and
learning. During my internship, it was used in around 90% of the lessons. Therefore, | decided to
analyse the coursebook to see if it is, in fact, inclusive and capable of meeting the need of all
students. Given the limitations of this report, it is not possible to explore the entire coursebook.
Consequently, I'm going to analyse the pages in the coursebook corresponding to two lessons
taught to the class and student contemplated by my case study, explaining their objectives and
the skills they aim to develop. After an initial analysis, | will proceed to analyse the lesson plan |
developed. Thereafter, | will analyse another page from a different unit of the coursebook and,
consequently, another lesson plan. The lesson plans are very important for this research, as it is
through them that | can analyse how | have adapted the coursebook and whether what I have done

has successfully met the learning needs of students with dyslexia or not.

The coursebook used at the school cluster | attended was “Easy-Peasy English”. In this
section, I'm going to analyse two extracts from the coursebook “Easy-Peasy English 4" grade”
(Abreu & Esteves, 2023). This coursebook package includes physical and digital resources that
can be accessed digitally via the “Escola Virtual” platform. This coursebook package has versions
for teachers and students. The teacher's version includes: Interactive Coursebook, the Interactive
Workbook, the Teacher's File, the Very Easy-Peasy (an adapted coursebook for students with
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learning challenges), Worksheets for Mixed Classes for 3rd and 4th grades, the Non-fiction
Library, 3rd Year Revision Worksheets, the Super Easy-Peasy Extensive Reader, and the Picture
Dictionary. The Teacher's File includes, in addition to the materials mentioned, Planning and
Evaluation Grids, Extra Worksheets, Worksheets for Fast-finishers, and Go Beyond Worksheets,
for Inclusive Learning and for Cross-curricular Learning. It also includes Picture Book Activities,
Arts and Crafts, Film Activities, Preparation for the End of the School Year, End-of-the-year Song
Suggestions, and a Model of Significant and Non-Significant Adaptations. In addition to these
materials, there are extras, such as Audios, Songs, PowerPoints, and Games, which are only
available online. However, there are also physical materials, such as the Puppet (Mr. Tricky),
Posters, Word Cards, Flashcards, a Picture Book and Pocket Dice Cards. Students only have
access to the Coursebook, Workbook, Super Easy-Peasy Extensive Reader, Picture Dictionary,

and a name folder.

In order to become more familiar with organising lesson plans before the cooperating
teacher observed us, my colleague and | organised a 3rd grade lesson on colours and shapes. No
adaptation for dyslexia was necessary in the two classes we organised. Additionally, | developed
lesson plans for 3rd year classes (Annexes 7 & 8), which are not the focus of this report, as the
focus was on the 4th year student with dyslexia. Having said that, | will now analyse two lesson
plans | developed for this student's class from the first two units from the coursebook: Unit 1: My
Body and | and Unit 2: Numbers, dates and time as these were the lessons that | was allocated to

teach.

The firstlesson was in Unit 1: My Body and I. The main objective of this unitis to introduce
the vocabulary of parts of the body. The lesson which | taught was linked to pages 16 and 17 of the
coursebook, which is presented in Figure 6 below and which | will now present and analyse.
Following this, | will provide a brief discussion of the adaptations | made to meet the learning

needs of student X.
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Figure 4

Easy-Peasy English 4, pp. 16-17
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The main aim of these pages is to introduce and practice vocabulary related to the parts of
the body, using acombination of listening, speaking, reading and writing activities, so as to develop
these skills. The structure of these pages is divided into different parts, each with an individual
objective and with the aim of developing a particular language skill. Part 1 targets the introduction
of the target vocabulary; Part 2: is dedicated to developing controlled speaking practice with the
target vocabulary; Part 3: aims to apply the target vocabulary in context in a listening
comprehension exercise: Part 4: goes a step further and develops students’ production skills with
the target language by presenting a controlled writing practice- a model for students to follow;
followed by Part 5 which allows students to personalise the writing model they were previously

exposed to in Exercise 5. Each part will now be analysed in further detail.

Part 1: Vocabulary introduction. The learning objective of this part is to introduce the
vocabulary about the body parts through visual and auditory stimulation. Exercise 1begins with a
“Listen, Point, Repeat and Stick” activity, in which students will be introduced to the vocabulary
they will be exploring throughout the lesson. The exercise consists of listening to a recording,
pointing to the parts, repeating the words, and sticking the matching sticker. These scaffolding
steps - listen, point, repeat and stick — can cater for students’ short attention spans as they have
to be active in every step. Stickers are very valuable in this task, as they add interest on the part of

the students, since they are interactive elements that capture students' attention and motivate
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them, creating a playful and enjoyable learning environment. This exercise not only develops
listening skills, but also speaking skills, since this is focused on developing their pronunciation to
ensure that they learn to pronounce the words correctly from the very beginning. This isimportant
because students should first learn to pronounce words correctly before tackling their spelling in

order to avoid making unnecessary pronunciation mistakes which are then difficult to relearn.

Part 2: Controlled vocabulary practice. The learning objective of this partis to reinforce the
target vocabulary through TPR, involving movement and gestures, to make learning more
memorable so that students can better retain the information. In exercise 2, Inthe “Mr Tricky says”
game, listening skills are being developed, as the students have to listen and follow the verbal
commands given by the teacher, or, in this case Mr Tricky, to touch or point to different parts of the
body. By using Mr. Tricky, students are even more engaged and motivated in class, as it is familiar
figure (mascot) that students are always excited to see. By listening to each command and having
a physical response, they are reinforcing learning through kinaesthetic learning. Additionally, the
game provides an opportunity for students to learn through play in a safe learning environment,
allowing weaker students further exposure to the target language without putting them on the

spot.

Part 3: Applying Target Vocabulary in Context. The learning objective is to be able to
identify the vocabulary learnt in a broader context. In exercise 3, students have to listen to an
audio description of robots and match them to their owners. This is a problem-solving task, as the
students have to match the robots to the respective owner. To do this, they have to be attentive.
The way that the exercise is structured is motivating because it not only develops language skills
butis also cognitively challenging. This exercise once again develops listening comprehension, as

itis by listening to the audio that they are able to identify the correct answers.

Part 4: Controlled writing practice. In the following exercise, students have to read the text
and fill in the blank with the information in the picture. In this exercise, the coursebook provides
formulated sentences with simple sentence structures and basic descriptive language, which
exposes students to a familiar language model. By practising descriptions, the coursebook
prepares students for real-life situations where they can describe people, objects, or animals.

Here, the main focus is on students developing their writing skills.
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Part 5: Personalise. The last activity encourages students to draw their own robot and
describe it, by personalising the model provided in the previous exercise. This activity allows
students to express their creativity and apply what they've learnt to the personal description of
their robots. By using language in a free activity, students tend to retain vocabulary and sentence
structures better because they engage with the material in a more meaningful and personal way.
In this activity, they are developing their writing skills, while forming sentences using the target

vocabulary and structures.

The pages analysed were structured to support the initial development of this target
vocabulary, involving three language skills (listening, speaking and writing). At the end of these
activities, students should be able to name and identify at an oral and written level the body parts
they have learnt. Although this material is suitable for students in general, | feel that it is not
completely adapted for a student with dyslexia, as | can identify some parts where these students
would have more difficulties. The exercises that can cause the most difficulties among students
with dyslexia are exercises 3,4 and 5. In exercise 3, students with dyslexia experience difficulties
with phonological processing and, in descriptions such as these, where students need to retain
information, the level of difficulty increases as students with dyslexia have difficulties with
auditory memorisation. In exercise 4, which involves reading and filling in blanks, the challenges
present are in decoding words, comprehension and writing. Finally, exercise 5 requires students
to write a description, which can be challenging as dyslexic students have difficulties in writing
and organising ideas in a coherent way. Therefore, when planning the lesson with student X, |

made the following adaptations.

The first plan | designed for observation lesson O was aimed at the 4th grade class which
the student with dyslexia is part of (Annex 9). Since this class was a little behind in the curriculum,
| had the opportunity to introduce the theme of the parts of the body from Unit 1: My body and I.
This plan was developed considering the specific needs of student X. Therefore, | tried to adapt
the coursebook as best | could at every step to ensure accessibility. In this lesson plan, pages 16
and 17 of the coursebook were used as a basis for introducing the vocabulary. However, to
complement this, | added other activities with extra interactive elements to introduce the topic in
a more engaging way. In addition, the exercises in the coursebook were adapted to meet the

needs of student X. All the materials created were written using the dyslexia-friendly font, in this
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case Arial. The lesson plan is divided into six parts: the same parts mentioned in the coursebook,

and an extra part for a warm-up and brainstorming session, used to revise the vocabulary.

Before using the coursebook, and as a way of brainstorming, | established a “bridge”
between the previously learnt vocabulary —parts of the face — and the new vocabulary. For this,
in the first activity, to help student X better retain the target vocabulary, | prepared colour-coded
word cards. Students with dyslexia often face challenges with vocabulary retention due to their
short- and long-term memory, as mentioned in Part |: section 4. | used different colours to create
a visual association that would reinforce vocabulary retention. In addition, these cards were
created to provide additional support, and to make student X feel more confident when going to
the board, as this is a difficulty described in the student’s characterisation. These cards used can

be seenin the following figure:

Figure5

Word cards: parts of the face

‘ Eyes

Mouth

Nose

Ears

Hair

Regarding the presentation of the target vocabulary, students proceeded to do exercise 1
of page 16 of the coursebook. Upon analysing this exercise, | decided to adapt it as follows: the
audio was played twice for the entire class, and | changed the playback speed to a slower speed,
to make it easier to hear the words and distinguish their sounds. This was possible because in the
digital coursebook, the teacher can choose the speed of the audios to better cater for their
students’ needs. This adaptation was designed primarily to support student X, who had difficulties
with exercises of this type, as mentioned in the student's characterisation. Furthermore, as
mentioned in Part I: subsection 3.2, students with dyslexia often face difficulties with auditory

memorisation and problems capturing and integrating sounds. Following the audio, | helped
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student X stick the stickers in their respective places and the student used colour coding to
reinforce the association between the parts of the body and their location. Each word was circled
or underlined in a specific colour, as was the corresponding arrow or area. The colours used were
those that are found in the last exercise the student did, mentioned later. The aim of this

adaptation was to help the student follow along visually and make connections more easily.

Afterwards, | chose to use flashcards to reinforce the introduction of vocabulary, as |
believed that a listening exercise alone was not enough. In addition, flashcards, as | stated in Part
|l: subsection 1.3, allows students to memorise words easily, as they combine pictorial and textual
elements, thus increasing their long-term retention of vocabulary. As | showed the flashcards, |
pronounced the words, and the students had to repeat them. This exercise was repeated twice.
Afterthis, | drew therest of the body on the board for the volunteer students to identify, and invited
them to play the game: Fly swatter. The flashcards were spread on the wall next to the board and
two volunteers were given fly swatters. As soon as | said the word out loud, the students had to
“run” to swat the correct card. The student who got it right first was able to stick the flashcard on
the corresponding body part. Regarding the adaptation, if student X volunteered, the student
would have the opportunity to review the body parts before the game, with the trainee colleague,
to ensure that the student felt more familiar with the vocabulary and confident to participate.

These flashcards were created using the dyslexia-friendly font Arial.

As for the controlled vocabulary practice, | decided to give all the students the opportunity
to take part in another game and did exercise 2 on page 16: Mr. Tricky Says. As the game involved
a TPR activity, mentioned in Part I: subsection 1.2, it was a strategy that facilitated students'
understanding and retention of new vocabulary, as students could learn through observation as
well as through performing the actions. In addition, this exercise involved the use of a puppet (Mr.
Tricky), which is an excellent teaching tool for introducing new vocabulary, as previously
mentioned in Part |: subsection 1.3. In this exercise, | didn't make any adaptations, other than
letting student X use the coursebook to have additional support. With this visual reference,

student X could follow the game more easily, which contributes to their commitment to the game.

As for the applying target vocabulary in context, exercise 3 can be challenging for students
with dyslexia, as it requires a high level of concentration, which is something that these students
have more difficulties with when compared to other students, as mentioned in Part I: subsection

48



3.2. In addition, this activity required a good understanding of the descriptions. In the case of
students with dyslexia, who have problems with memorisation, perception and auditory
processing - mentioned in Part I: section 4 - the challenge increases. Having said that, | decided
that instead of the student listening to the audio and trying to make the connections, | would write
the description of the robots next to the names of the owners. By listening to the audio while
having access to this information, the student could make the connection to the respective robots.
Figure 6 shows the description | recorded in my logbook to write in the student's book. | am not
able to provide an image to exemplify this as | did not take a photo of the student's book at the

time.

Figure 6

Description of the robots
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After this exercise, the students had to do exercise 4, the controlled writing practice, on
page 17. Due to the great difficulties related to reading and comprehension in dyslexia associated
with dyslexia, as mentioned throughout Part |, | decided to sit next to the student to provide
additional support. I read the sentences slowly, underlining the key words, but paused before the
blank space so that the student could think. If the student continued to have difficulties, | would
underline the body parts that corresponded to the blank space and the student would have to put

them in the correct places.

In the last exercise on page 17, exercise 5, students had to draw their robot and describe it.
However, this was another exercise that could be complicated for students with dyslexia, as they
make many spelling mistakes, as mentioned in Part I: subsection 3.2. In addition, student X had

difficulties forming sentences and compositions, as noted in the characterisation. That said, |

49



decided to print out page 9 of the book “Very Easy-Peasy” so that the student could do exercise
4, shown in figure 7. This exercise was more appropriate for the student, as it focuses on
reinforcing key concepts through tracing and colouring, reducing the student's cognitive load. In
addition, the colours in this exercise are the same colours that the student used to circle the words

in the coursebook. In this way, the student was learning in a way that would lead to success.

Figure 7

Adaptation: Exercise 4 from “Very Easy-Peasy”p.9

Read,  trace and _  colour.

e T
[ORC)]

My robot has got:
a green head;

three blue arm
— and two

This lesson was the first | developed for a class with a student with dyslexia. It was a
lesson that involved a lot of research to adapt the coursebook for the class and, above all, for
student X. My aim in this lesson was for all students, regardless of their needs, to be able to fulfil
their potential and | feel | was able to adapt the coursebook to achieve this. However, | feel that |
could have implemented more adaptations to meet the student's needs. In the case of student X,

| believe that | managed to capture their attention throughout the lesson (see Annex 10).

The second lesson was in Unit 2: Numbers, dates and time. The lesson which | taught was
linked to page 34 of the coursebook, which is presented in Figure 8 below and which | will now
present and analyse. It should be noted that only one page has been analysed as my objective in

this lesson was to introduce ordinal numbers in more depth.
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Figure 8

Easy-Peasy English 4, pp. 34

)

The main aim of this page is to introduce ordinal numbers and practise them in the context
of dates. The context provided is birthdays. In this way, this page establishes a basis for students
to learn the vocabulary and apply it in everyday situations. The page is organised according to 4

complementary parts, which | will now proceed to discuss.

Part1: Vocabulary introduction. This page begins with a “Look and Read” exercise with the
aim of modelling the use of ordinal numbers in a birthday context. Introducing the vocabulary with
a real-life example provides context for the students. The sentences, “It's the tenth of October
today. It's my birthday!” emphasises the use of ordinal numbers in dates. Simple sentences like
this avoid overloading students and focus on the main objective, which is to introduce vocabulary
in a meaningful way. In this introductory context exercise, the language skill developed is reading,

as students are encouraged to read and understand the sentence.

Part 2: Controlled Vocabulary Practice. Exercise 2 is a “Listen, Point, Stick and Repeat”
exercise with the ordinal numbers 1st to 31st. Students will listen to the audio, point to the
numbers, stick the corresponding stickers and repeat the numbers. This exercise aims to
introduce the numbers and correct spelling/pronouncing the words correctly. This multisensory

approach caters for various learning styles of the students. In this exercise, students are mainly
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developing listening skills, because they are exposed to an audio, but also speaking skills are also

present, as students practise pronunciation.

Part 3: Controlled speaking practice. The next exercise is arole-play in which the aimiis for
students to practise, in a real-life context, questions and answers related to birthdays using
ordinal numbers. In this exercise, there is a dialogue between students, in which one student asks
the question, “When's your birthday?” and another answers, “It's on the (day) of (month). And
yours?”. Role-play activities are motivating for students as they provide examples of real-life
interactions. In this activity, the students are drilling the language structure and developing their

speaking skills, as they will be practising speaking.

Part 4: Personalise. In the last activity, the question “When's your birthday?” comes up
again, and students must answer it according to their own bhirthdays. The aim of this exercise is to
encourage students to answer the question autonomously and thus practise the vocabulary they
have learntin a meaningful context they can relate to. This type of task is motivating for students
because it is a personal activity. By constructing sentences about themselves, students feel a
sense of fulfilment and empowerment, as only they can answer the question, thereby taking
control of the activity. The language skill developed is writing, as students have to write down their

answers.

The primary objective of the page | analysed, as I've already mentioned, is to introduce
ordinal numbers and practise them in the context of dates. However, | only used one exercise on
this page, as | decided to explore ordinal numbers in greater depth. | believe that this page is more
suited for applying the ordinal numbers inreal situations, such as the birthday scenario, rather than
exploring the concept with more depth. Therefore, | decided to adapt the content to deepen the
pupils’ understanding of ordinal numbers. This lesson plan | organised was for observation lesson

1(Annex 11), with the same 4th grade class. | will now proceed to analyse the plan | developed.

This lesson plan is divided into four parts: warm-up and brainstorming, vocabulary
introduction with three activities, vocabulary practice with two activities and, finally, writing
practice. The students were beginning unit 2 and, in previous lessons, they had learned the
cardinal numbers up to 100. In this lesson, students would be introduced to a new topic: ordinal

numbers. Therefore, instead of telling the students what they were going to do, | challenged them
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to try to come up with the theme. To do this, the class was organised into 6 groups of 4 students.
Once the groups were organised, | handed out a set of two cards: one with the cardinal number
(which they already knew) and the other with the corresponding ordinal number. The cards
provided contained both cardinal and ordinal numbers in full. In terms of adaptation, the group that
student X was in received the cards with the ordinal number’s suffixes highlighted to ensure that
student X participated actively. From there, students discussed patterns they noticed and tried to

deduce the topic of the lesson.

Figure 9

Set of two cards

ST
,I_ ,I
—) —)

ONE FIRST

Set of two cards: adapted

SIX SIXTH

Next, | made a short PowerPoint presentation to explain, in a very simplified way, the use
of ordinal numbers: describing positions and used in dates. This PowerPoint contained sentences
with context, so that students could see practical examples of how ordinal numbers were used. In
this PowerPoint, the numbers within the example sentences were highlighted in bold, making
them easy to identify. This presentation also contained images that clarified the concept and
meaning of the sentence. Regarding the adaptation, to provide additional support, | printed out the
relevant pages (the usage pages and the sentences) with some modifications. The phrases that

indicated the position were colour-coded to match the colours of the respective cars. This helped
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the student to make the connection between the positions indicated by the sentences and the
corresponding numbers more visible and clearer. On the other slide, the adaptation | made was to

put the number next to the boy and the girl. In the Annex 11, these modifications can be compared.

Following the PowerPoint, students were instructed to open their coursebooks on page
34 to complete exercise 2, a listen, point, and stick exercise featuring ordinal numbers up to 31st.
To adapt this exercise, | repeated the audio twice and changed the audio speed again. Next, |
helped student X to stick the stickers on the respective place, and instead of pointing to the
numbers in the book, the student used his fingers to draw the numbers in the air. In this way, the
exercise became more interactive and accessible, allowing to use the multisensory approach
mentioned in Part |: subsection 1.2, even though this student wasn't directly touching something,
but rather moving. Also, bearing in mind that students with dyslexia often have problems with
numbers, a condition known as dyscalculia, as mentioned in Part I: subsection 3.1, and that student
X has difficulties with numbers, by adapting the exercise in this way, | feel it reinforced their

understanding and memorisation of numbers.

Following the auditory exercise, | created flashcards with the numbers up to 31. | started
by explaining that the numbers end with “th”, but there are exceptions. In these exceptions, |
encouraged students to use a pirate voice to say the numbers out aloud. Subsequently, the
students were prompted to repeat the numbers after me. For student X to take partin the same
activity, the flashcards | created had the ordinal number with the suffix highlighted in different
colours to make it easier for the student to understand. It was in different colours to demonstrate
how the endings change depending on the number. Having said that, | underlined the numbers that
end with the suffix -st (1st and 21st) in red: in blue  underlined the numbers that end with -nd (2nd
and 22nd) ; in orange were those that end with -rd (3rd and 23rd); in green, | underlined the most
common numbers, namely those that end with -th (4th and 10th); lastly, in pink | underlined
numbers with letters that change when forming an ordinal number, such as twenty which
becomes twentieth. Additionally, a step-by-step guidance was provided, ensuring that Student X

felt confident in engaging with the activity and could follow along at their own pace.

After practicing vocabulary, | proposed a new activity using realia. | selected student X as
my helper and asked for volunteers to take part in this activity. For this activity, | had a bag with
objects that the students were familiar with. Student X was asked to organise them in a line of
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choice. Once they have been organised, | asked the following question: “Which object is in the 1st
position?”. The volunteers had to pick up an object and identify it. The students had to speak, listen
and answer in English, practising pronunciation and sentence construction. As a form of
adaptation, by asking student X to organise the objects, this student was able to participate in the
activity while being exposed to the target language. This way, the student had more time to learn

the target vocabulary without being put in a difficult position.

After the activity was finished, | distributed 24 flashcards (the number of students in the
class) around the room. | had the students' names written on pieces of paper and randomly pulled
out a name. Subsequently, | asked the selected student to find a specific number, such as saying,
“Student Y, please find the number fifteenth.”. “Hot" and “cold” clues were given if the students
were having difficulties. After finding the numbers, the students had to organise themselves into
rows and, indoing so, they worked as a team. Bearing in mind that all the students had to take part,
when student X was selected, | gave them a card with the ordinal numbers, which helped guide

them due to their great difficulties with numeracy, as outlined in their characterization.

Finally, to practise at home, | suggested doing exercise 1 on page 18, where the students
had to associate the numbers (e.g. 25) with the full written numbers (twenty-five). However, for
student X, I chose to print out page 13 of the book “Very Easy-Peasy”, with the ordinal numbers
and an exercise involving tracing the words and associating them with the numbers. In this way,

student X can practise ordinal numbers at a pace and level of complexity that suits their needs.

Thislesson was a challenge to plan, as | only chose to use an exercise from the coursebook
to introduce the topic. The coursebook was intended to introduce the numbers and then use them
in context, in this case, on dates such as birthdays. Although children learn better with context, |
felt that ordinal numbers should have been explained in more depth than with just a listen, repeat,
point and stick exercise. | realise that this theme will be explored in more detail in the following
school years, but | felt that something was missing. In addition, numbers are a more complicated
subject, especially for students with dyslexia, as I've already mentioned. Therefore, | planned the
lesson with more emphasis on teaching ordinal numbers and not so much on the context used,

since it was a topic that could be covered in the next lesson.
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The lesson feedback was positive (Annex 12), but when | analyse these two lesson plans,
| feel that they were a bit similar and that I could have used other tools/strategies and activities.
One of the activities | could have used in this lesson was storytelling, | could have introduced the
book “10 Little Rubber Ducks” by Eric Carle. | feel it would have been a different strategy from the
ones I've used and an interesting one, given that it is recognised as one of the most natural and
effective ways of introducing children to continuous and coherent oral discourse, as mentioned in
Part I: subsection 1.3. By doing so, | would also have been forced to step out of my comfort zone,
so | believe it would have been beneficial for both the students and myself. The student showed
interest and actively participated in the proposed activities, a point further supported by the

feedback in the interviews, which will be explored in section 2.2.

From my experience in the internship, | feel that planning each lesson according to the
needs of each student requires a lot of extra work on the teacher’s part, because it involves
personalising content, strategies and activities to meet the individual needs of each student. As
well as extra work, it also entails monetary costs if the teacher chooses to bring resources from
home, i.e. to create resources. | consider this particular coursebook to be very complete and with
several extra resources, which | used at various moments in the lesson. | found it helpful when
preparing lesson plans. However, | tried to use resources other than the coursebook, as it is a
coursebook designed for general students’ needs and not for specific learning challenges, such as
dyslexia. In addition, | think that using other materials in the classroom is an asset, as it makes the

lesson more dynamic and engaging.

2.2. INTERVIEWS WITH THE CO-OPERATING TEACHER
AND THE TRAINEE COLLEAGUE

A likert scale interview (Annex 13) was conducted with the cooperating teacher (see
Annex 14) and the trainee colleague (see Annex 15) about the coursebook used and the lesson
plans | developed. This interview aimed to better understand their opinions on the effectiveness
of the coursebook in meeting the needs of students with dyslexiain English learning. Furthermore,
it also aimed to collect the feedback on the lesson plans | developed for student X. In other words,
| wanted to understand whether the plans | created were, in fact, sufficient to meet this student's

needs and whether the learning objectives were achieved. lintended to carry out a third interview

56



with student X, as their perspective on the lessons, on the English learning, their difficulties, and
on the coursebook, would have been an asset to this study. However, for personal reasons, the
parents did not allow this interview to take place. With that being said, | will now analyse the

interview with the cooperating teacher and the trainee colleague.

This questionnaire consists of 16 questions, organised into two sections. The first section,
dedicated to the coursebook, includes four questions: two to select a score and the remaining two
to justify if a score below 5 is given. The second section is about the lesson plans created and
includes 12 questions: four to assign scores, two to justify and suggestimprovements, two related

to observations about student X, and two yes/no questions about student participation.

In the first question about the effectiveness of the coursebook in meeting the needs of
students with dyslexia, on a scale of 1 (not effective) to 5 (very effective), the cooperating teacher
and trainee colleague selected a rating of 4, which indicates that the coursebook is effective, but
not completely effective. In the justification, the trainee colleague said that the coursebook
provides accessible layouts, visual resources, multisensory activities, as well as adapted
exercises and supplementary materials to personalise lessons and support dyslexic students as

can he seen below:

The coursebook offers clear, simple layouts with large fonts and ample spacing, making the content accessible. The visual aids, such as
pictures reinforce understanding, while multisensory activities engage students through auditory, visual, and kinesthetic methods.
Additionally, adapted exercises and supplementary worksheets, provide extra support (..) personalizing lessons and supporting dyslexic

students in their learning journey.

The cooperating teacher mentioned that the effectiveness of the coursebook depends on
the design and structure of the materials, but identified a limitation in the teachers' guide,

suggesting that there should be more strategies to support students with dyslexia:

The effectiveness of a coursebook for students with dyslexia largely depends onits design, structure and the resources it provides. In my

opinion, it's missing a better teacher guidance that provides strategies for teachers on how to support students with dyslexia.

To the second question, about the Easy-Peasy English 4 coursebook being an inclusive
coursebook in which all students can learn English, from 1(not adapted) to 5 (completely adapted),
the cooperating teacher and the trainee colleague again selected a 4. The cooperating teacher

emphasised that the coursebook has a good font, layout and structure, as well as the digital format
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which has options that can be beneficial for students with dyslexia, such as adjusting the audio

speed.

Easy Peasy 4th has got a good font and layout. A clearlayout helps in reducing visual stress; the structure is also good. The digital format

or customizable display options can be particularly beneficial for students with dyslexia. The playback speed is also an important tool.

Both the teacher and the trainee colleague highlighted the availability of supplementary
materials, such as glossaries, to promote inclusive learning. However, the cooperating teacher
points out that the introductory pages can be difficult for students with dyslexia to understand

their meaning.
Although, the engaging opening pages are great for students but to those who has dyslexia they are a little bit difficult.

In relation to the third question, namely how effective the first lesson plan was in meeting
the needs of students with dyslexia. There was a discrepancy in the answers, as on a scale of 1
(not effective) to 5 (very effective), the cooperating teacher selected a 3 and the trainee colleague
a 4. The trainee colleague's score indicates that the plan was effective, but that there is room for
improvement. In justifying this, she mentioned that the lesson plan included multisensory
techniques, such as flashcards and interactive games, and collaborative activities, which promote
the inclusion and motivation of these students. As a suggestion, she noted that it could have

added more practice exercises and activities to develop reading.

The lesson plan effectively supports learning through multisensory techniques like flashcards, and interactive games, while clear
instructions and repeated guidance help make tasks easier to understand. The collaborative and engaging activities promote inclusion

and motivation. One area for improvement would be to incorporate more opportunities for reading practice (...

On the other hand, the cooperating teacher's rating indicates that it was moderately
effective, with positive aspects and aspects that needed improvement. Among the positive
aspects, the teacher highlighted the use of different colours, the audio modification, and

interactive activities such as the "Mr. Tricky Says" game.

It was a good option drawing the parts of the face with different colours and write the words with the same colour as the cards. The audio

playing twice and slower. The game “Mr Tricky says".

However, regarding aspects for improvement, the teacher emphasised that it was an

ambitious planfor just one lesson, and that time should have been better managed. She suggested
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workingin pairs and also suggested creating an activity in which the students were given a picture

to label and student X was given the words.

This lesson plan is too ambitious. IT is for more than one lesson. You could give students a picture to label and give the words to Student

X; Time management;They could work in pairs.

Both the cooperating teacher and the trainee colleague agreed on the use of multisensory
and interactive resources as positive points of this plan, but their opinions differed on the

improvements needed.

In section 2 of the questionnaire, they were asked whether the adaptations made to plan
1, in relation to the content of the coursebook, scaffold student X's learning. Again, there was a
discrepancy in the ratings. On a scale of 1 (didn't contribute) to 5 (contributed significantly), the
cooperating teacher selected a 3, indicating that they contributed moderately, and the trainee
colleague selected a 5, indicating that they contributed significantly. In the justification, the
teacher commented that the adaptations were limited and suggested that student X could have
carried out the same activity as the other students, drawing the robot, but instead of writing the

description, just naming the parts of the body.

The only adaptation was circle the words with different colours and the audio played twice and slowly. | think that student X could do the

same activity as the other students — drawing a robot and, instead of describing it, he could label the parts of the body

On the other hand, the trainee colleague's score indicates that the adaptations in this plan
were effective and made a significant contribution to the student's learning. No comments were

made, as only justifications below 5 were requested.

Stillin relation to lesson plan 1, they were asked what they had observed of the studentin
this lesson, in which the trainee colleague said that student X had shown confidence and
involvement, with an emphasis on the adaptations of the coloured cards and the audio activity

about robots.

During the lesson, the student X seemed to be feeling confident and engaged. The adaptations made, such as using color-coded word

cards and offering slower-paced audio, allowed the student to follow the activities comfortably.

59



On the other hand, the teacher pointed out that student X showed some motivation, but
had difficulties understanding the vocabulary. Also, when asked if the student had been able to

participate more actively, the teacher said no, while the trainee colleague said yes.
I think the student showed some level of motivation but struggled to understand the vocabulary.

Regarding lesson plan 2, the same questions were asked about the previous planin order
to make this analysis more coherent. Therefore, they were asked how effective the second lesson
plan had been in meeting the needs of pupils with dyslexia. On a scale of 1 (not effective) to 5 (very
effective), they both selected a 4, which indicates that it was effective, but that there is room for
improvement to make it more effective. The teacher emphasised the use of underlined suffix

cards, markers to underline words, the student as the helper and adjusting the audio.

The cards provided contain both cardinal and ordinal numbers in full, with the ordinal number’s suffixes highlighted. Using the highlighters

to mark words. Be the helper. The audio should be played twice and more slowly

In her comments, the teacher suggested that the PowerPoint could be the same for all the

students and that the font could be larger.
The PPT could be the same for all students will be colour-coded to match the colours of the respective cars. The fonts could be bigger.

On the other hand, the colleague emphasised that the activities proposed, such as visual
materials, multisensory strategies, repetition, step-by-step guidance and additional time ensured

active participation and inclusion. However, there were no suggestions forimprovement.

This lesson plan was effective in meeting the needs of dyslexic students by incorporating multisensory strategies, such as visual aids,
repetition, and interactive activities. (...) slower audio and repetition allowed more time for processing. Specific adaptations for Student X,

such as step-hy-step guidance and additional time, ensured an active participation.

Following this, they were asked whether the adaptations made to lesson plan 2, in relation
to the content of the coursebook, scaffolded student X's learning. On a scale of 1 (did not
contribute) to 5 (contributed significantly), both selected a 4. The trainee's colleague again
emphasised the same activities, which allowed the student to follow at their own pace, as well as
the individualised support during the activities, reinforced learning in a positive way. However, no

suggestions forimprovement were made.
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The step-by-step guidance allowed student X to follow along at his own pace. The repetition of key activities, such as listening and
sticking stickers, and slower-paced audio ensured the student could process information more easily. Additionally, one-on-one support

during activities, like the realia activity and flashcard game, provided individualized guidance, reinforcing learning in a supportive way.

The cooperating teacher, on the other hand, emphasised the activity in the book "Very
Easy-Peasy". As an improvement, she suggested that the student could have written the

numbers in the notebook using the same colours.

The worksheet in “Very Easy-Peasy Book” was a good option. Student X could write the numbers in the Notebook with the same colours

Regarding the student's performance, the trainee colleague mentioned that the proposed

activities allowed the student to participate more and helped their confidence.

The activities offered opportunities for active participation, fostering a sense of inclusion and boosting the student's confidence.

The cooperating teacher said that student X was confident and engaged in the lesson.

Finally, when asked if the student had been able to participate more actively, both said yes.

He was motivated and engaged in the process.

In conclusion, both the cooperating teacher and the trainee colleague agree that the
coursebook is effective in meeting the needs of students with dyslexia and that it is an inclusive
coursebook in which all students can learn English. However, by not selecting a score of 5, they
suggest that there are improvements that can be made to achieve 100%. In relation to plan 1, they
shared different opinions. The trainee colleague focused more on the positive side and the
potential of this plan, while the cooperating teacher focused more on the practical side of it. Both
praised the use of multisensory resources and interactive activities and made suggestions. The
colleague focused on reading practice, while the teacher focused on practical issues such as time
and more adapted activities. Regarding the adaptations, the teacher highlighted the limitations
and suggested more inclusive activities, while the trainee colleague felt that the adaptations were
effective. Regarding participation, the colleague said that the student was confident and engaged,
while the teacher noted difficulties with vocabulary and therefore did not participate actively. In
relation to plan 2, both selected a 4, considering that the plan was effective in meeting the
student's needs, but with future improvements to be made so as to make the lesson even more

inclusive for student X.
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Taking this participation into account, and reflecting on the two lesson plans | created, |
think I could have done more research into specific strategies for students with dyslexia. Although
some decisions were effective, | recognise that there was room for improvement due to my
inexperience as a teacher. Overall, it was clear that more practical knowledge about strategies to
meet the needs of students with dyslexia would have enriched these plans and the student

experience. Still, | think | tried to create an inclusive and dynamic environment.

This concludes the second part of this work. The next section is the conclusion, which is
dedicated to a reflection of this report, considering the research questions of this study, its

objectives, strengths and limitations, as well as the future ahead.
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CONCLUSION

Now that we have reached the final stage of this report, it is essential to reflect on the main
conclusion of the research conducted regarding the two research questions, the limitations of this

research, as well as to reflect on my overall performance and the future ahead.

Firstly, I'd like to mention the duration of the PES intervention, was only 100 hours, 12 of
which were teaching and assessment periods. However, during this period, | had the opportunity
to observe and interact with different learning styles and teaching methods, which was very
enriching. However, | feel that this period was somewhat limited for conducting research of this
nature. Considering that the aim of this report came from the interaction I had with student X, | feel
that I needed more time with this student to truly understand their needs and determine the best
strategies for them. In addition, | only developed two lesson plans for this student, as the
supervising teacher didn't have the opportunity to accompany this class and due to my own
limitations as a student-worker. Thus, in itself had significant limitations on the findings of the

present study.

Secondly, | would like to emphasise the restriction on the number of pages in this report,
as | don't believe | had enough space to fully explore both the literature review and the empirical
design. The themes | have mentioned are complex and involve an extensive research and careful
description. Early foreign language learning involves many aspects, such as those | mentioned in
Part |: section 1, subsections 1.1; 1.2; 1.3 and 1.4, covering a wide range of theories and practices.
However, as this was not the main focus of the report, | had to limit a lot of the information | found.
Another aspect | mentioned was inclusive education and, once again, there is no denying that it's
a complex topic and should consequently have been explored in more detail. Dyslexia, being the
central theme of this report, deserved a more detailed study, both in terms of the literature review
and in terms of the actual analysis. | would have liked to explore more about the extent of this
learning difficulty and everything it implies, as it is a theme of great interest to me. However, due
to the limited number of pages, it was not possible to do so. Therefore, | decided to focus on what
| considered to be the most pertinent. As for the empirical study, the limited number of pages also
somewhat restricted the depth of the analysis presented. The strategies and adaptations

implemented would have benefitted from a more detailed discussion.
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Thirdly, Imust stress the absence of student X's testimony. Their direct participationin the
present study would have significantly enriched this research, as it would have allowed for a more
in-depth and authentic perspective on their experiences in learning English as a foreign language.
In addition, their detailed point of view on the strategies implemented and the adaptations would
have been essential for aricher, student-centred analysis. However, as | have already mentioned,

for personal reasons, the parents did not authorise their direct participation.

We will now move on to answering the research questions of this study:

1. Do coursebooks cater for students with dyslexia?

2. How can educators adapt the coursebook to meet these students’ needs?

Regarding the first question, and based on the data collected, namely the analysis of the
coursebook and the interviews, it is possible to conclude that, in general, coursebooks are unable
to meet the needs of students with dyslexia. | believe that the coursebook itself is not fully
adapted. Furthermore, the coursebook is a teacher's resource, and it is the teacher's job to adapt
it to meet the needs of the students, as mentioned in Part I: subsection 1.4. For the coursebook to
meet these students' needs, teachers must use the supplementary materials which can be
included in the coursebook package and, more importantly, incorporate other resources/activities
that are specifically adapted for each students’ particular learning challenges. Therefore, | agree
with the cooperating teacher's suggestion that coursebooks should include guides on strategies
to implement for students with dyslexia and those facing other conditions. The coursebook
shouldn'tbe seen as a strictresource that the teacher has to follow, but rather as an adaptable tool

(Loukotkovd, 2009).

At the beginning of writing this report, | suspected that coursebooks were completely inadequate
for students with dyslexia. However, after further analysis, | realised that modern coursebooks,
when used alongside their supplementary resources, can provide significant support for these
students. Nevertheless, the coursebook alone remains insufficient to meet the needs of these
students. The effectiveness of the coursebook in supporting students with dyslexia depends very

much on how teachers adapt and implement the content.
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Concerning the second question, answering this question proved to be more complicated,
as | found it difficult to come to a conclusion about specific strategies for this condition. However,
considering the specific needs of dyslexic students, which were already mentioned throughout
this report, especially in Part |, and based on the data collected and analysed, | can propose the

following suggestions.

Students with dyslexia need additional time to complete tasks, as well as for assessments.
Therefore, | consider it essential to provide these students with extra time to complete tasks in
the coursebook and other planned activities. Moreover, itis essential to provide additional support
during the lesson, with step-by-step guidance on the coursebook activities, as students with
dyslexia have difficulties understanding and following instructions, as mentioned in Part I:
subsection 3.2. Another aspect to consider is the adaptation of auditory materials in listening
activities to facilitate the understanding of these students, since they often have difficulties
capturing and integrating sounds, as well as auditory perception and imitation, as mentioned in
Part I: subsection 3.2. To complement and adapt the coursebook, it is essential to use extra
materials available. In the case of the adopted coursebook, the coursebook package provides
teachers with a “Very Easy-Peasy” book with activities that are more appropriate for students
with learning difficulties, thus creating a more inclusive learning path. In addition, it is essential to
incorporate strategies such as realia, TPR, adapted educational games, and to employ
multisensory approaches to engage young learners. These approaches, referred to in Part I:
subsections 1.2 and 1.3, facilitate understanding and retention of knowledge effectively and make
learning more inclusive and meaningful. Additionally, the use of visual materials, such as colour
coding, proved to be a useful adaptation of the coursebook, as already mentioned in the analysis
of the plans and in the interviews. Finally, the structure of the coursebook should be simple, with
a clear and organised layout, and large fonts with ample spacing, to make it easier to read and

understand.

Inthe lesson plans, | have adopted these strategies to adapt the coursebook to support student X.
However, | admit that | still have a lot to learn about this learning challenge in order to propose

even more effective strategies that are truly inclusive and meet the needs of these students.

Regarding my performance during this period, | have identified several areas for
improvement. This research has been both challenging and rewarding. | acknowledge that the
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strategies and activities | implemented could have been different, and additional time could have
been dedicated to researching them. However, at the time, these strategies seemed effective for
student X, but they might not have been effective for other students with the same condition.
Furthermore, data collection was limited. Looking back, | think | could have used additional
research methods, such as carrying out a questionnaire survey of various teachers regarding
dyslexia and the adaptation of coursebooks. In addition, | acknowledge that my training on

dyslexia and how to meet the needs of these students is still insufficient.

In the future, to address the gaps in my study, it would be necessary to conduct a
longitudinal study. In my case, it wasn't possible to do this as the internship had a limited duration,
so a cross-sectional study was conducted. However, future researchers should consider a
longitudinal study, as it makes it possible to observe and monitor pupils with dyslexia over an
extended period, understanding their needs and progress. Unlike cross-sectional studies, which
collect data at a single pointin time or over a very short period of time, longitudinal studies offer a
more in-depth perspective over time (Kim, 2021). In addition, it is essential that teachers receive
continuous training in inclusive teaching strategies and specific difficulties such as dyslexia.
Therefore, in the future, | intend to deepen my knowledge of this condition, as well as other
learning challenges related to special needs | may encounter as a teacher. | aim to conduct further
research in this area and am also planning to attend a course to better prepare myself. In this way,
| will feel more fulfilled as a teacher and, above all, be able to support students more effectively,

ensuring that everyone is engaged to learn and reaches their full potential in the context of an

inclusive classroom and approach to learning.

66



BIBLIOGRAPHY

Abreu, C.R., & Esteves, V. R. (2023). Easy-Peasy English - Inglés - 4.° Ano (Porto Editora).

Alves, S. A. G. (2011). Supervisao do Ensino de Inglés no 1 Ciclo do Ensino Bésico: Um estudo de

caso. Retrieved from: https://hdl.handle.net/1822/18601

American Psychiatric Association. (2022). Diagnostic and Statistical Manual of Mental Disorders

(Fifth Edition). American Psychiatric Association Publishing.

Amorim, M. I. S. (2012). Autoavaliagcdo nas préticas pedagdgicas e nos manuais escolares de
Inglés: representacdes e percecdes de professores, alunos e autores de manuais escolares
[Universidade  do  Minho:  Instituto de  Educacdo].  Retrieved  from:

https://hdl.handle.net/1822/23689

Association, I. D. (2017). Dyslexia in the Classroom: What Every Teacher Needs to Know.
Retrieved from: https://dyslexiaida.org/wp-content/uploads/2015/01/DITC-
Handbook.pdf

Association, T. B. D. (n.d.). What is dyslexia?

Astuti, W., Kunci, K., & Erniwati. (2022). Using Flashcards to Increase Students’ Vocabulary.
Journal of ELTS |, 10(2), 105-117. Doi: https://doi.org/10.22487/elts.v10i2.2483

Ballard, K. (1997). Researching disability and inclusive education: participation, construction and
interpretation. International Journal of Inclusive Education 1, 1(3), 243-256. Doi:

https://doi.org/10.1080/1360311970010302

Birdsong, D. (2014). The Critical Period Hypothesis for Second Language Acquisition: Tailoring the
Coat of Many Colors (pp. 43-50). Doi: https://doi.org/10.1007/978-3-319-01414-2_3

Boder, E. (1973). Developmental Dyslexia: a Diagnostic Approach Based on Three Atypical
Reading-spelling Patterns. Developmental Medicine & Child Neurology, 15(5), 663-687. Doi:
https://doi.org/10.1111/j1469-8749.1973.th05180.x

67



Bogdan, R., & Biklen, S. K. (1998). Qualitative Research for Education: An Introduction to Theory
and Methods (3rd ed.). Allyn and Bacon.

Bogdanowicz, K. (2006). A short introduction to dyslexia. Retrieved from: www.teacher.pl

Borges, J. M. A. (2018). Avaliagdo da Dislexia em Portugal: A prdtica clinica. Retrieved from:

http://hdl.handle.net/10400.1/12369

Brewster, J., Ellis, G., & Girard, D. (2002). The Primary English Teacher's Guide (New Edition).

Pearson Education Limited.

Burden, R. (2008). Is dyslexia necessarily associated with negative feelings of self-worth? A
review and implications for future research. Dyslexia, 14(3), 188-196. Doi:

https://doi.org/10.1002/dys.371

Cakir, i. (2004). Designing Activities for Young Learners in EFL Classrooms. In Cilt (Vol. 24).
Retrieved from:
https://www.academia.edu/23292403/Designing_Activities_for_Young_Learners_in_E

FL_Classrooms

Carneiro, R. U. C. (2012). Educacdo Inclusiva na Educacdo Infantil. Retrieved from:

http://hdl.handle.net/11449,/124965

Chen, I.-). (2005). Using Games to Promote Communicative Skills in Language Learning. The

Internet TESL Journal, 11. Retrieved from: http://iteslj.org/Techniques/Chen-Games.html

Cherta, M.R.T. Mestres, E. T., & Bermejo, M. L. G. (1997). Croyances populaires sur I'apprentissage
précoce d'une langue étrangere. Acquisition et Interaction En Langue Etrangére , 93-102.

Doi: https://doi.org/10.4000/aile.68

Citoler, S. D. (1996). Las Dificultades de aprendizaje: Un enfoque cognitivo — Lectura,

escritura, matematicas. (Aljibe). Retrieved from: https://ladislexia.net

68



Cogan, P. (2002). O Choque Linguistico — A Dislexia nas Vdrias Culturas. O que os professores
podem fazer. Retrieved from: https://atividadeparaeducacaoespecial.com/wp-

content/uploads/2014/06/DISLEXIA-O-CHOQUE-LINGUISTICO.pdf

Costa, F. A, Paz, A, Pereira, C., Cruz, E., Soromenho, G., & Viana, J. (2022). Relatdrio de Avaliagdo

da Implementacao das Aprendizagens Essenciais. Retrieved from: www.ie.ulisboa.pt

Despacho n.° 6944-A/2018. (2018). Didrio da Reptiblica n.° 138/2018,1° Suplemento, Série Il de
2018-07-19. Retrieved from: https://diariodarepublica.pt/dr/detalhe/despacho/6944-
a-2018-115738779

Diario da Reptiblica. (1979, December 31). Decreto-lei 538/79, de 31 de Dezembro. Retrieved
from: https://dre.tretas.org/dre/59848/decreto-lei-538-79-de-31-de-dezembro

Diario da Repblica. (1986, October 14). Lei n° 46/86, de 14 de outubro. Retrieved from:
https://diariodarepublica.pt/dr/detalhe/lei/46-222418

Didrio da Republica. (2006, August 28). Lei n.° 47/2006, de 28 de agosto. Retrieved from:
https://diariodarepublica.pt/dr/detalhe/lei/47-2006-540784

Diario da Republica. (2014, December 12). Decreto-Lei n.° 176/2014, de 12 de dezembro.
Retrieved from: https://diariodarepublica.pt/dr/detalhe/decreto-lei/176-2014-
64297587

Didrio da Republica. (2018, July 6). Didrio da Reptiblica n.° 129/2018, Série | de 2018-07-06.
Retrieved from: https://diariodarepublica.pt/dr/detalhe/diario-republica/129-2018-
115652951

Dislexia, A. P. da. (n.d.). O que € a Dislexia? Retrieved from: https://www.dislex.co.pt/o-que-

%C3%A9-a-dislexia.html#defini%C3%A7%C3%A30

Diyanti, B. Y. (2010). Teaching English to Young Learners: Learning Materials. Journal of English
and Education, 4. Retrieved from: https://journal.uii.ac.id/JEE/article/view/6498/5868

69



Domingues, B. M. F. de 0. (2019). Storytelling: Uma Ferramenta de Ensino e Aprendizagem da
Lingua Inglesa no 1 Ciclo do Ensino Bdsico. Retrieved from:
https://www.proquest.com/openview/h0d4aa7578850ch451df4c29898f9f31/1?pq-
origsite=gscholar&chl=2026366&diss=y

Dujmovi¢, M. S. M. (2006). Storytelling as a method of EFL teaching. Retrieved from:
https://hrcak.srce.hr/11514

Feagin, J. R, Orum, A. M., & Sjoberg, G. (1991). A Case for the Case Study. The University of North

Carolina Press.

Fialho, 1., Verdasca, J., Moreira, L., Chaleta, E., Gracio, L., Magalhaes, O., Saragoga, J., Cid, M., &
Tobias, A. (2013). Avaliacdo Externa do Programa de Atividades de Enriquecimento

Curricular no 1 Ciclo do Ensino Bdsico. Retrieved from: http://hdl.handle.net/10174/12487

Francis, G. L., Lavin, C. E., Sanchez, )., Reed, A. S., & Mason, L. (2021). Inclusive Education
Definitions and Practices: Exploring Perspectives of Education Professionals in Mexico City.
Journal of Policy and Practice in Intellectual Disabilities, 18(1), 58-67. Doi:
https://doi.org/10.1111/jppi.12356

Garcfa, F. H,, Pallarés, L. A. H., Garcia, M. T. V., Lajarin, F. J. R, & Lépez, M. A. A. (2018). Guia de
ensenanza del inglés para alumnos con dislexia y otras dificultades ().y D.S. General.S. de P.

y E. Consejeria de Educacién, Ed.). Retrieved from: www.educarm.es/publicaciones

Gouveia, M. V. da C. (2021). A promocéo da aprendizagem da lingua inglesa para alunos com
alunos com dislexia através de metodologias fonoldgicas. Retrieved from:
http://hdl.handle.net/10400.26/36547

Guimaraes, S. R. K. (2004). Dislexias adquiridas como referéncia para a andlise das dificuldades
de aprendizagem da leitura. Educar Em Revista, 23, 285-306. Doi:
https://doi.org/10.1590/0104-4060.343

Halliwell, S. (1992). Teaching English in The Primary Classroom (Longman Handbooks For

Language Teachers). Pearson P TR.

70



Hang, S. (2017). Using Games to Teach Young Children English Language [Vrije Universiteit
Brussel]. Retrieved from: https://www.researchgate.net/profile/Sochetra-
Hang/publication/320345809_Using_Games_to_teach_Young_Children_English_Langua
ge/links/59df17aaa6fdcca0d3355567/Using-Games-to-teach-Young-Children-
English-Language.pdf

Harmer, J. (2007). How to Teach English. Pearson Education Limited.

Hartley, J. (2004). Essential Guide to Qualitative Methods in Organizational Research (C. Cassell &
G. Symon, Eds.; 1st ed.). SAGE Publications Ltd.

Heale, R., & Twycross, A. (2018). What is a case study? Evidence Based Nursing, 21(1), 7-8. Doi:
https://doi.org/10.1136/eb-2017-102845

Hennink, M., Hutter, |, & Bailey, A. (2020). Qualitative Research Methods. SAGE Publications Ltd.

Hettiarachchi, D. (2021). An overview of dyslexia. Sri Lanka Journal of Child Health, 50(3), 529~
534. Doi: https://doi.org/10.4038/sljch.v50i3.9741

Horsley, M., & Sikorova, Z. (2014). Classroom Teaching and Learning Resources: International
Comparisons from TIMSS - A Preliminary Review. In www.orbisscholae.cz ORBIS SCHOLAE

(Vol. 8, Issue 2). Retrieved from: www.orbisscholae.cz

Hughes, S. H. (2019). Coursebooks: Is there more than meets the eye? ELT Journal, 73(4). Doi:
https://doi.org/10.1093/elt/ccz040

Kim, S. (2021). Cross-Sectional and Longitudinal Studies. In Encyclopedia of Gerontology and
Population Aging (pp. 1251-1255). Springer International Publishing.  Doi:
https://doi.org/10.1007/978-3-030-22009-9_576

Kroflin, L. (2012). The Role of Puppet in Language Teaching. In L. Kroflin (Ed.), The Power of the
Puppet. The UNIMA Puppets in Education, Development and Therapy Commission Croatian
Centre of UNIMA.

I



Kusumawardhani, P. (2020). The Use of Flashcards for Teaching Writing to English Young
Learners (EYL). Scope: Journal of English Language Teaching, 4(1), 35. Doi:
https://doi.org/10.30998/scope.v4i01.4519

Larsen-Freeman, D., & Anderson, M. (2011). Techniques & Principles in Language Teaching (Third
Edition). Oxford University Press.

Leite, S. M. dos S. L. R. P. H. (2014). A dislexia na aprendizagem da lingua materna e da lingua

estrangeira.
Lenneberg, E. H. (1967). Biological Foundations of Language. Wiley.

Libera, S. D. (2016). Dyslexia and learning English as a foreign language: the
phonological/orthographic teaching through the multisensory method. Retrieved from:

http://hdl.handle.net/10579/7457

Loukotkova, E. (2009). Using a Coursebook in Teaching English to Young Learners. Retrieved
from: https://is.muni.cz/th/p913w/Eva_Loukotkova_BACHELOR_THESIS.pdf

Marques, F. M. de J. (2015). Dislexia e Lingua Estrangeira — Inglés Que
conhecimentos tem o professor de Inglés? Que métodos e estratégias de intervengao
aplica? Retrieved from:

https://comum.rcaap.pt/bitstream/10400.26/14405/1/FloraMarques.pdf

Martins, G. d'Oliveira, Gomes, C. A. S., Brocardo, J. M. L., Pedroso, J. V., Carrillo, J. L. A., Encarnacao,
M. M. G. A. da, Horta, M. J. do V. C,, Calcada, M. T.C. S, Nery, R. F. V., & Rodrigues, S. M. C. V.
(2017). Perfil dos Alunos & Saida da Escolaridade Obrigatéria (Ministério da
Educacao/Direcao-Geral da Educacdo (DGE) & J. V. Pedroso, Eds.). Retrieved from:
https://dge.mec.pt/sites/default/files/Curriculo/Projeto_Autonomia_e_Flexibilidade/pe

rfil_dos_alunos.pdf

Maxwell, J. A.(2009). Designing a Qualitative Research. In L. Bickman & D. J. Rog (Eds.), The SAGE
Handbook of Applied Social Research Methods (2nd ed.). SAGE Publications, Inc. Doi:
https://doi.org/10.4135/9781483348858

72



McLaughlin, B. (1978). Second-language Acquisition in Childhood. Lawrence Erlbaum Associates.

Moon, J. (2005). Teaching English to young learners: the challenges and the benefits. British

Council. Retrieved from: https://ventana.fl.unc.edu.ar/files/Material-British-Council.pdf

Moreira, M. A, Mourdo, S., Leslie, C., & Monteiro, E. (2021). Avaliacdo das Aprendizagens de Inglés
no 1° CEB: Um Estudo em Portugal Continental Autoras Edi¢ao. Lishoa: CETAPS, NOVA FCSH.

Moustafa, B. M. (1999). Multisensory Approaches and Learning Styles Theory in the Elementary
School: Summary of Reference Papers. Retrieved from:

https://files.eric.ed.gov/fulltext/ED432388.pdf

Outdn Oviedo, P. (2004). Programas de Intervencién con Disléxicos. Diserio, implementacion y

evaluacion (CEPE Ciencias de la Educacion Preescolar y Especial, Ed.).

Pedroso, J. V., Pereira, F., Crespo, A., Trindade, A. R., Cosme, A., Croca, F., Breia, G., Franco, G.,
Azevedo, H., Fonseca, H., Micaelo, M., Reis, M. ], Saragoca, M. J., Carvalho, M., & Fernandes, R.
(2018). Para uma Educacdo Inclusiva: Manual de Apoio a Pratica (Ministério da Educagao &
Direcao-Geral da Educacao (DGE), Eds.). Retrieved from:
https://www.dge.mec.pt/sites/default/files/EEspecial/manual_de_apoio_a_pratica.pdf

Pereira, L. (2017). Inglés no 1°Ciclo do Ensino Bdsico e Sensibilizacdo ao Francés e ao Bretao.

Retrieved from: http://hdl.handle.net/10773/23001

Pérez, S. A. (2018). Dislexia y el aprendizaje del idioma inglés: técnicas y acomodaciones para
ayudar a estudiantes con dislexia en la escuela. Retrieved from:

http://repositorio.utmachala.edu.ec/handle/48000/14253

Pestun, M. S. V., Ciasca, S., & Goncalves, V. M. G. (2002). A importancia da equipe interdisciplinar
no diagndstico de dislexia do desenvolvimento: relato de caso. Arquivos de Neuro-
Psiquiatria, 60(2A), 328-332. Doi: https://doi.org/10.1590/50004-
282X2002000200029

Pinter, A. (2017). Teaching Young Language Learners (Second Edition). Oxford University Press.

73



Reptiblica, D.da. (2005, July 5). Despachon.° 14753,/2005 (27 série), de 5 de julho. Retrieved from:
https://diariodarepublica.pt/dr/detalhe/despacho/14753-2005-1932013

Rixon, S. (1999). Young Learners of English: Some Research Perspectives (English Language

Teaching Review). Longman, in association with the British Council.

Romano, C., Dionisio, R., & Patrao, R. (2024). Guia para Aplicacdo de Adaptacées na Realizacao de
Provas e Exames. Retrieved from:

https://www.dge.mec.pt/sites/default/files/JNE/quia_das_adaptacoes_2024.pdf

Saraiva, J. P., & Ferreira, S. (2012). Dislexia: Teorias explicativas. Retrieved from: Retrieved from:

https://www.researchgate.net/publication/272197767

Saraiva, S. M. A. (2017). Critically Assessing and Adapting a Course Book. Retrieved from:
http://hdl.handle.net/10362/22033

Schultz, J. J. (2013). The Dyslexia-Stress-Anxiety Connection. International Dyslexia Association,

2. Retrieved from: https://dyslexiaida.org/the-dyslexia-stress-anxiety-connection/

Scott, W. A, & Ytreberg, L. H. (1995). Teaching English to Children (Grant, Ed.; 1st Edition). Allyn &

Bacon.

Siahaan, F. (2022). The Critical Period Hypothesis of SLA Eric Lenneberg's. Journal of Applied
Linguistics, 2(2), 40-45. Doi: https://doi.org/10.52622/joal.v2i2.77

Sierra, S. M. G. (2023). Dyslexia: the challenges and accomplishments in teaching English as a
second language. Retrieved from: http://hdl.handle.net/10347/31205

Silva, M.R.da, & Gomes, A. A.de A. (2017). Transposicao Didatica: O Ensino de Lingua Inglesa Para
Alunos com Dislexia. Retrieved from:
https://editorarealize.com.br/editora/anais/conedu/2017/TRABALHO_EV073_MD1_SA
10_1D8706_16102017191455.pdf

74



Strecht-Ribeiro, 0. (1998). Linguas Estrangeiras no 1° Ciclo: razées, finalidades, estratégias.

Livros Horizonte.

Superfine, W.(2002). Why use activity based learning in the young learner classroom? Retrieved

from: http://hdl.handle.net/10400.8/250

Teles, P. (2004). Dislexiaz  Como identificar> = Como  intervir?  Doi:

https://doi.org/https://doi.org/10.32385/rpmgf.v20i6.10097

UNESCO. (1994). The Salamanca Statement and Framework for Action on Special Needs
Education. Retrieved from: https://unesdoc.unesco.org/ark:/48223/pf0000098427

Uysal, N. D., & Yavuz, F. (2015). Teaching English to Very Young Learners. Procedia - Social and
Behavioral Sciences, 197,19-22. Doi: https://doi.org/10.1016/j.shspro.2015.07.042

Vishnevsky, T., & Beanlands, H. (2004). Qualitative research. Nephrology Nursing Journal, 31(2).

Yin, R. K. (2009). Case Study Research: Design and Methods (Applied Social Research Methods)
(4th ed., Vol. 5). SAGE Publications, Inc.

Yin, R. K. (2015). Qualitative Research from Start to Finish (2nd ed.). The Guilford Press.

Zorzi, ). L., & Ciasca, S. M. (2009). Andlise de erros ortograficos em diferentes problemas de
aprendizagem. Revista CEFAC, 11(3), 406-416. Doi: https://doi.org/10.1590/51516-
18462009000300007

75



ANNEXES

76



ANNEX1

An SB classroom.

ANNEX 2

Notes in my loghook on the 3rd SA class.
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ANNEX 4

Notes in my loghook on the 3rd SB class.
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ANNEX 6

Notes in my loghook about the student X.
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ANNEX 7

Observed lesson 2 for the 3rd grade class.

Lesson Plan Unit 2: Numbers and dates

Observed lesson 2

Class: 3" Grade Number of students: 18 Teacher: Inés Pinheiro

Pupils’ Background:

The pupils are already aware of:

Greetings;

Days of the week;
The weather;
Months of the year;
Birthday
Summary

AN N NANEN

Unit 2 — Numbers and dates: Months of the year and birthday party invitation.

Time: 60 minutes

Introduction:

This lesson plan aims to reinforce the vocabulary of months of the year while also
familiarizing learners with vocabulary associated with birthdays, which is covered in
Unit 2:" Numbers and dates". The unit delves into topics such as numbers, age, days of
the week and months of the year. The purpose of this lesson is to enhance proficiency

in all language skills, including listening, speaking, writing, and reading.

81



The main aim of this class, other than teaching and learning, is to give an opportunity

to all students to participate. | consider that is important to involve all students

regardless of their language level or abilities.

Contents
Concepts Vocabulary Strategies Attitudes
Lexical Greetings Brainstorming; Pupils’
engagement in the
. Greetings = Hello Repeatmg classroom
= Days of the = How are you? words/phrases; .
. activities;
week *  Good morning
»  Weather * Good afternoon | Asking/answering
=  Ordinal *  Good night questions in order | Collaboration:
numbers * Good evening to train
* Faceand Body | = Goodbye! vocabulary; .
= Five Senses = See you next Pupils
' -
Grammar lesson! Collaboration; engagement  with
Days of the week the rest of the
= Asking Gamification; class (colleagues
questions about | = Monday and teachers)
the topic, using =  Tuesday
Interrogative *  Wednesday
Pronouns * Thursday
(What, How, * Friday
Who, Which): = Saturday
* Answering = Sunday
let
comprete The Weather
answers
= cloudy
" sunny
" rainy;
" Snowy
*  windy
= stormy
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Months

= January

=  February

=  March

= April

= May

= June

= July

=  August

= September
= October

=  November
=  December

Aims:

To introduce vocabulary relating to Unit 2: Numbers and dates;
To develop speaking skills;

To develop collaboration skills;

To stimulate critical thinking;

To develop autonomy.

AN N NANEN

Resources:

Computer;

Internet;

Projector;

Notebook;

Digital Poster;

Music

Bingo Cards;

Coursebook “Easy-Peasy English 3”;
Pencils;

Pen.

AN N N N N N YN NN

Assessment:

v’ Assess observation of the pupils;




V" Assess students’ participation;
v’ Assess pupils’ speaking;
v' Assess their interest and engagement;

Skills Developed:

v" Communication skills.
V' Creativity.

v’ Speaking;

v Collaboration;

Lesson Procedures

Strategies Social Forms

Skills

Time

Step 0 - Greetings and beginning

routine

Every lesson begins with a familiar song
known to the students, drawing
inspiration from "Hello!" featured on the .
Super Simple Songs channel.

Following that, the teacher will display
a chart featuring the days of the week
and corresponding weather conditions
on the board. The students collectively
recite the days of the week.
Subsequently, the teacher asks which

pupil will say the current day, describe

Language Skill:

speaking

writing.

Social Skill

and

10°
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the weather, and specify the lesson

number.

(appendix 1 — Hello by Super Simple Songs)

N
Oer @

Step 1 - Warm-up and Brainstorming

After the summary has been written, the
teacher will ask whether the students
recall the topics discussed in the
previous session. Students will probably
answer by saying days of the week,

months of the year, and birthdays.

Before the lesson starts, the teacher will
sketch a series of icons on the board to
facilitate her lesson explanation. To
illustrate, the teacher will start by
drawing a music note, as the students
will start by listening to a piece of music.
Subsequently, a game-related icon will
be depicted, foreshadowing the students'
engagement in a bingo activity. The
teacher will then sketch a book and a
video icon, indicative of upcoming
reading and multimedia components.

Lastly, an invitation will be illustrated,

OO

s
NS

Language Skill:
learning,
listening, and

speaking.

Strategic Skill

10°
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laying the groundwork for an interactive

segment of the lesson.

Before the song starts, the teacher will
direct the students' attention to the song's
icon illustrated on the board so that the
students realise where they are in the
lesson. Having said this, the teacher will
start the current lesson by revisiting the
"Months of the Year Syllable Song"
introduced in the prior class.
Encouraging an interactive approach,
the teacher will prompt the students to
stand up and engage in singing,
incorporating gestures such as clapping
and stomping, all synchronized with the

recitation of the months of the year. The

song will be played twice.

(appendix 2 — Months of the Year Syllable Song by

Jack Hartmann)
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Step 2 — Let’s Play Bingo!

Upon hearing to the song, the teacher
will bring out a digital poster with the
months of the year and the students will
have to repeat it after her. This not only
reinforces their understanding of the
topic but also enhances their
pronunciation  skills.  Additionally,
following the review of the months, the
students are prepared for the next
activity: engaging in a game of bingo

about the months of the year!

The teacher will hand out bingo cards for
students to complete, and they will stick
them in their notebooks. Following the
placement of the cards, the students will
have to choose six months and fill in the
card. While they're doing this, the
teacher will go round the room to help
the pupils. Once they are ready, the
game will begin. Notably, the months
will not be announced by the teacher, but
rather by Mr. Tricky, for example: “Mr.
Tricky says July”.

As soon as a student has finished all of
his months, he has to say “Bingo”. After
that, the game will pause to check for
verification. If confirmed, the round
continues with the acknowledgment of
the successful student, and the game

progresses until additional participants

OO

N
Oer @

Language Skill:

learning,
listening,
writing

speaking.

and

15°
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achieve a winning arrangement or until
all months are said. This adds an
interactive and engaging element to the
game as participants eagerly anticipate

the opportunity to declare their victory.

MONTHS OF THE YEAR

January July

February August

March September

April October
May November
June December

(appendix 3 — digital poster)

BINGO

Months of the Year

(appendix 4 — Bingo)
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(appendix 5 — Mr. Tricky)

g

Step 3 — Video Time!

Following the conclusion of the bingo
game, it’s time to do some more work.
Before they start the activity, students
will view a video derived from the
coursebook, encompassing essential
vocabulary. The initial segment of the
video focuses on the months of the year
and expressions related to birthdays, and
the second part focus on birthday

invitations.

As the narrator articulates the months,
students are expected to repeat them.
Transitioning to the phrases, the teacher
will pause at each one, posing questions
and employing gestures to prompt
students to decipher their meanings. For
instance, in the sentence "Please come to
my birthday party," the teacher may use
a praying gesture for "please,” signal a

follow-up action for "come,” and

Language Skill:
learning,
listening and

speaking.

59
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express enthusiasm or perform a small

dance for the word "party.".

Write &Tell @mlavinuol

Numbers
and dates

2L

(appendix 6 -
Write & Tell: Birthday Party Invitation)

Step 4 — Invitation from Mr. Tricky!

Upon the viewing the video, the teacher
has an exciting surprise in store for the
students. The teacher will have an
envelope containing invitations from
Mr. Tricky, addressed to each student
for his upcoming birthday party. The
teacher will distribute these invitations
and read them aloud. Notably, the
structure of these invitations mirrors the
format the students are expected to learn

and practice.

Following the reading of Mr. Tricky's
invitation, the pupils will be
transitioning to exercise 4 of page 41 of
the student’s book. The teacher will
guide and supervise the students as she
moves around the classroom, ensuring a
cohesive and productive learning

experience. In this task, students will

"
(NS

Language Skill:
learning,
listening,
speaking,
writing, and

reading.

15

90



compose their invitation  about
themselves for Mr. Tricky!

If there is still time, the students can

present their invitation to the class.

BIM

PARTY

It's January.
Hip, hip hooray! It's my birthday.
Please come to my birthday party
on Saturday.
Address: 123, Playful Lane
Time: 3:00 pm

(appendix 7 — Mr.Tricky birthday invitation)

& Unit 2
& 3. Now. [} complete the invitation with the words on the card.

) Y ) ——
‘ T —
BIRTHDHY g%~ Hip, hip hooray! It's my birthday.

! Please come to my /)

e P ﬂR T Y o B pwoe party ]
on3) doy), .

Address: 34, St. Poul's Street Saturd,
— Time: 4:00 pm i
blrmday

July

Text about you
& 4. [ Read ond [} complete. Then. [} write.

Month: |

Day of your birthday party: {

Address:

Time: ‘

BIRTHDAY PART

y Its1) |month).

Hip, hip hooray! It's my 2)
Please come to my 3)

on 4)

Address: 5)

Time: &)

(appendix 8 — Coursebook “Easy-Peasy English 3)

Step 5 — Summary of the lesson and

goodbye!

59
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At the end of the lesson, the teacher will Language Skill:
ask the students if they enjoyed the speaking.

lesson and what part of the lesson they
liked the most. For example: “Did you
have fun today? Which part of our
lesson, like the game we played, did you
like the most?”. The teacher will ask by .

pointing to the initial indications she has

T
drawn on the board. @H @

Appendix 1 — Hello by Super Simple Songs

Appendix 2 — Months of the Year Syllable Song by Jack Hartmann

Months of the Year Syllable Song Phonological Awareness Jack Hartmann (youtube.com)



https://www.youtube.com/watch?v=SSl-SbVz2oA&ab_channel=JackHartmannKidsMusicChannel

Appendix 3 — Digital poster

MONTHS OF THE YEAR
January July
February August
March September
April October
May November
June December

Appendix 4 — Bingo

BINGO

Months of the Year

Appendix 5 — Mr. Tricky
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Appendix 6 — Write & Tell: Birthday Party Invitation)

Write &Tell @ escolavirtual

Numbers
and dates

appendix 7 — Mr. Tricky birthday invitation

BIM A

PARTY

It's January.
Hip, hip hooray! It’s my birthday.
Please come to my birthday party
on Saturday.
Address: 123, Playful Lane
Time: 3:00 pm
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Appendix 8 — Coursebook “Easy-Peasy English 3”

Unit 2

s 3. Now. [} complete the invitation with the words on the card.

3 It's 1) (imonthy.
B R THDH Y «"  Hip, hip hooroy! It's my birthday.
I Please come to my .
PRRTY & [ —
on3) (day), .

- Address; 34, St, Poul's Street ; Smwuy
Time: 400 pm

Text about you
8 4. | IRead and [} complete. Then, [} write.

Month:

Day of your birthday party:

Address:

Time:

BIRTHDAY PARTY

|manth).

Hip, hip hooray! It's my 2) ferevert).

Please come to my 2) jwonnt) party

on 4) [day).

Address: 5)

Time: &)

e 41
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ANNEX 8

Observed lesson for 3rd grade class.

Lesson Plan Unit 3: School and means of

transport

Observed lesson 3

Class: 3" Grade Number of students: 18 Teacher: Inés Pinheiro

Pupils’ Background:

The pupils are already aware of:

v Greetings;
v Days of the week;
v" The weather;

Summary

Unit 3 — School and means of transport: Introduction of school supplies vocabulary.

Time: 60 minutes

Introduction:

This lesson plan aims to introduce new vocabulary about Unit 3: School and means of
transport. As implied by the title, this unit delves into school supplies, means of

transport, and the usage of prepositions like in, on, under, and near.
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The purpose of this lesson is to enhance proficiency in all language skills, including

listening, speaking, writing, and reading.

The main aim of this class, other than teaching and learning, is to give an opportunity

to all students to participate. | consider that is important to involve all students

regardless of their language level or abilities.

" snowy

Contents
Concepts Vocabulary Strategies Attitudes
Lexical Greetings Brainstorming; Pupils’
engagement in the
* QGreetings = Hello Repeating classroom
* Days of the = How are you? words/phrases; .
. activities;
week * Good morning
=  Weather * Good afternoon | Asking/answering
= School *  Good night questions in order | Collaboration:
supplies * Good evening to train
= Goodbye! vocabulary; :
Grammar = See you next Pupils’
| .

_ lesson! Collaboration; engagement  with
Asking Days of the week the rest of the
questions about e
the topic, using Gamification; class (colleagues
Interrogative = Monday and teachers)
Pronouns » Tuesday
(What, How, *  Wednesday
Who, Which): * Thursday

* Answering * Friday
complete = Saturday
answers = Sunday

The Weather
= cloudy
" sunny
" rainy;
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*  windy
= stormy

School supplies

= desk;
= chair;
= school bag;
= pencil case;

= pencil;
" pen;

= rubber;
=  book;

= notebook;
= sharpener;

*  crayons;
=  markers;
= ruler;
= glue;
= SCissors.

Aims:

To introduce vocabulary relating to Unit 3: School and means of transport;
To develop speaking skills;

To develop collaboration skills;

To stimulate critical thinking;

To develop autonomy.

AN N NN

Resources:

Computer;

Internet;

Projector;

Notebook;

Poster;

Coursebook “Easy-Peasy English 3”;
Realia of school objects;

AN NN N NN
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Assessment:

v’ Assess observation of the pupils;

v’ Assess students’ participation;

v" Assess pupils’ speaking;

v’ Assess their interest and engagement;

Skills Developed:

v" Communication skills.
V' Creativity.

v' Speaking;

v" Collaboration;

Lesson Procedures

Strategies Social Forms

Skills

Time

Step 0 - Greetings and beginning

routine

Every lesson begins with a familiar song
known to the students, drawing OOO
inspiration from "Hello!" featured on the

Super Simple Songs channel.

Following that, the teacher will display
a chart featuring the days of the week
and corresponding weather conditions
on the board. The students collectively
recite the days of the week.
Subsequently, the teacher asks which

pupil will say the current day, describe

Language Skill:

speaking

writing.

Social Skill

and

10°
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the weather, and specify the lesson

number.

(appendix 1 — Hello by Super Simple Songs)

N
Oer @

Step 1 — Instructions

Before the lesson starts, the teacher will
sketch a series of icons on the board to
facilitate her lesson explanation. To
illustrate, the teacher will start by
drawing a book on the board, as the
initial activity will be in the coursebook.
After that, a poster will be illustrated,
with the intention of facilitating a
comparison with the coursebook.
Following this, the teacher will draw
some flashcards, serving as a
supplementary tool for introducing new
vocabulary. The drawing of the book
will be revisited, and ultimately, the
teacher will draw a school bag, which

will conclude this lesson plan.

OO

Language Skill:
learning  and

listening.

Strategic Skill
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N
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Step 2 — New Unit!

As a new unit approaches, students will
engage in an exploration of the opening
pages of Unit 3 in their coursebooks.
This practice is a consistent ritual
whenever a new unit is introduced. The
teacher will instruct the students to open
their coursebooks on pages 48 and 49,
where they will be tasked with
identifying seven hidden words on the
opening pages. The  students
consistently exhibit enthusiasm as they
eagerly search for these hidden words.

Following this, the teacher will ask the
students questions related to the
illustration, prompting them to observe
details such as "Where is Mr. Tricky?"
(located in the pencil case), "What
colour is the pen?", “What colour is the

book?”, "How many pencils can you

Language Skill:

learning,
listening
speaking.

and

10°
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see?", etc.. This interactive approach
encourages students to actively engage
with the material and enhances their
comprehension of the unit's content. It
also allows the teacher to assess whether
the students already know any of the

target vocabulary.

(appendix 2 — Unit 3: School and means of transport)

N
(NS

Step 3 — Find the differences!

Next, the teacher will present a poster
featuring the same image but with five
differences from the coursebook. The
students will be challenged to identify
these discrepancies and describe them in
English.

The differences are as follows: the pen
in the coursebook is blue and in the
poster it's red; in the coursebook there
are 6 pencils and in the poster there are
8; the inside of the box is pink and in the
poster it's green; the card in the box has
a circle and in the poster it has a square;

in the coursebook Mr. Tricky is inside

"
NS

Language Skill:
learning  and
speaking.

5,
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the pencil case and in the poster he's on
top of the box; and finally, in the
coursebook there's a ruler on the pencil

case and in the poster there isn't one.

This activity not only promotes visual
observation skills but also encourages
language practice as students actively
communicate  and  express the
distinctions they notice between the two

representations.

(appendix)

Step 4 — Flashcards

Upon identifying the differences, the
teacher will start a discussion about
school materials. To introduce this
discussion the teacher is going to say
“Today Mr. Tricky is going shopping to
buy school supplies, let’s help him make
his shopping list.”. To facilitate this
discussion, the flashcards provided by
the coursebook will be used, aiming to
introduce and reinforce  relevant
vocabulary. Despite the students having
a general understanding, there may be
specific terms they are not yet familiar
with, making the flashcards instrumental
in expanding their vocabulary in the
context of school-related items.

OO

Language Skill:
learning,
listening, and

speaking.

Strategic Skill

10°
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The teacher will show the flashcards and
hide the names of the materials and try
to get the students to guess. Then, the
teacher will stick the flashcards on the
board, say the names and ask the
students to repeat them.

Following the standard listening and
repetition phase, the students will
incorporate movements and emotions
while doing their repetition exercises.
For instance, the teacher might
demonstrate by raising her arms while
uttering the word “chair* and
subsequently lowering her arms while
repeating the same word. Then, the
teacher is going to ask students to shout
and whisper the words. This dynamic
approach not only reinforces verbal
repetition but also integrates physical
actions and emotions, fostering a
multisensory learning experience for the

students.

This auditory activity will be repeated a

minimum of two times.

N
(N
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o os iR Unit3  School supplies
“ra?

(appendix 3 -Flashcards)

Step 5 — Listen, repeat and stick

After the flashcards, the teacher will ask
the students to open the coursebook on
page 50. The teacher will guide the
pupils through listening, pointing, and
sticking the  stickers on  the
corresponding place, allowing for
repetition. Whenever a school item is
said, the teacher will stop the listening so
that the students can repeat it. Instead of
students pointing to the book, they'll
have to show the material they've heard.
In the case of the chair, students can
point to the chair itself and the same

goes for the desk.

Ultimately, the students, with the help of
the teacher, will stick the stickers in the

designated spaces.

OO

M
Qs @

Language Skill:
listening and

speaking.

5’
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(appendix 4 — Coursebook “Easy-Peasy English 3”
p.50)

Step 5 — Blindfold Game

Following the preceding task, the
teacher will progress to the final activity
of the lesson, while pointing to the
instructions on the board. In this activity,
the teacher will bring a school bag or a
bag containing school supplies covered
in the session. Considering the class is
composed of 18 students, the teacher
will include duplicate items in the bag,
so there is a school supplies for

everyone.

Subsequently, the teacher will call each
student individually. The student should
take an object out of the bag, students
must take an object out of the bag, and
answer the question "What's that?". The
challenge lies in the fact that students
must rely solely on their sense of touch,

as they will be blindfolded while

N
Oer @

Language Skill:

learning,
listening
speaking.

and

12°
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attempting to guess and respond with,
"It's a (name of the object).".

To do so, students will receive hints
from the teacher. For instance, when
presenting markers, the teacher might
offer a clue such as, "This object is used
for colouring in” and continue in a

similar way for other items in the bag.

The blindfolded aspect of the activity
encourages students to rely on their
sense of touch, enhancing sensorimotor
skills. This engages different sensory
modalities and fosters a deeper
understanding of the objects through
tactile exploration. By providing clues,
the teacher stimulates critical thinking
skills among students. They must
process the information given, link it to
their knowledge, and make informed
guesses. Introducing teaching methods,
such as this interactive guessing game,
caters to different learning styles within
the classroom. It ensures that students

with varying strengths and preferences

find the lesson engaging and accessible.
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Adobe Stock | #368224227

(appendix 5 — Blindfold game)

Step 5 — Extra practice and goodbye!

Concluding the lesson, the teacher will
assign page 18 from the workbook as
homework. This page serves as an
excellent opportunity for students to
reinforce and apply the vocabulary they

have acquired during the lesson.

OO

Language Skill:
writing, reading

and learning.

17
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Look and ' label the pictures,

glue « desk « scissors « ruler
pencil case - notebook - crayons « school bag

< 1

\'7, N --V::'t’;—;k

Read and ' complete the sentences.
What's that? It's a blue sharpene . e
]
What's thaf s @ white . ™ o>
?ltsa . B

(appendix 6 — Workbook p.18)

Step 5 — Summary of the lesson and 2’

goodbye!
Language Skill:

At the end of the lesson, students will speaking.
have to say if they enjoyed the lesson
and what part of the lesson they liked the
most. The teacher is going to ask
questions such as: “Did you have fun
today? Which part of our lesson, like the .
game we played, did you like the / \

most?”. The teacher will ask by pointing @ <> @
to the initial indications she has drawn

on the board.

Appendix 1 - Hello by Super Simple Songs
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Appendix 2 - Unit 3: School and means of transport

Schooland  means of transport

N

Appendix 3 -Flashcards

Appendix 4 — Coursebook“Easy-Peasy English 3” p.50

10



School supplies

@1. Listen. . pointand ' repeat. Then | stick.

s re
T 8

farh, ruil

b

aulfen Boe
w“«‘ & -
> I S
chiaga T rmarkas halan ) AcihAohd

Appendix 5 — Blindfold game

‘adobe Stock| 168224227

Appendix 6 — Workbook p.18
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School supplies Unie 3

1. ‘= Lookand ! label the pictures,

T

glue « desk . scissors « ruler
pencil case - notebook - crayons - school bag

l’ll/
i~@\§

2. 'Read ond . colour in.

11 The marker Is red.
2] The book Is purple.

71 The pencil is pink.
41 The ruler is yellow.

@;’;3

3. /Read ond | complete the sentences.

What's that? It's a blue shnmgngt_..
1 Whatsthat?t'sawhite
7 What's that?IWsogreen
L] ?Itsa

12



ANNEX9

1st Lesson plan: My Body and .

Lesson Plan Unit 1: My body and |

Observed lesson 0

Class: 4" Grade Number of students: 24 Teacher: Inés Pinheiro

Pupils’ Background:

The pupils are already aware of:

Greetings;

The days of the week;

How to identify the weather;
The parts of the face;

Five Senses.

AN N NANEN

Summary

My body and I: Introduction of parts of the body vocabulary.

Time: 60 minutes

Introduction:

This lesson plan aims to introduce the vocabulary of parts of the body, covered in unit
1: “My body and I”’. The unit delves into topics such as facial features, body parts, the
five senses, and personality. The primary objective of this lesson is for students to learn

the target vocabulary and to be able to apply it in different contexts. It also aims to

13



develop the four language as well as other skills, such as collaboration, which are

outlined in the “skills developed” section below.

The main aim of this class, other than teaching and learning, is to give an opportunity

to all students to participate by ensuring that an inclusive learning environment is

created. One student has dyslexia requiring close monitoring by the teachers. Thus, the

lesson has been planned so as to allow the student to take part in the same activities as

the other pupils with a few adaptations and the help of the supervising teacher or my

trainee colleague who will support the student in question.

Contents

Concepts Vocabulary Strategies Attitudes
Lexical Greetings Brainstorming; Pupils’

engagement in the
- Greetings Hello Repeatmg classroom
* Days of the How are you? words/phrases; .
. activities;
week Good morning

= Weather Good afternoon | Asking/answering
= Colours Good night questions in order | Collaboration:
=  Numbers Good evening to train grammar
=  Face and BOdy Goodbye! and Vocabulary;

=  Five Senses

Grammar

» Asking
questions about
the topic, using
Interrogative
Pronouns
(What, How,
Who, Which)

* Answering
complete
answers

See you next
lesson!

Days of the week

Monday
Tuesday
Wednesday
Thursday
Friday
Saturday
Sunday

The Weather

Collaboration;

Gamification.

Respect;

Pupils’

engagement with
the rest of the
class (colleagues

and teachers)
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» Cloudy

=  Sunny

= Rainy;

=  Snowy

*  Windy

= Stormy

= Cold

= Hot.
Face

= Head

= Eyes

= Ears

= Hair

=  Nose

=  Mouth
Body

* Body

=  Arms

=  Hands

= Legs

= Knee

= Foot/Feet

= Toes

=  Shoulders

Aims:

AN NN N NN

To revise vocabulary relating to Unit 1: My body and I — parts of the face;
To introduce vocabulary to Unit 1: My body and I — parts of the body;

To develop language skills: listening, speaking, writing and reading.

To develop collaboration skills;

To stimulate critical thinking;

To develop autonomy;

To develop social skills.
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Resources:

Computer;

Internet;

Projector;
Notebook;
Coursebook “Easy-Peasy English 4” and “Very Easy-Peasy”;
Word cards;
Stickers;
Flashcards;

Fly Swatters;
Puppet (Mr.Tricky);
Pencils;

Colour pencils
Erasers;

Pen;

DN N N N N N N Y N N N NN

Assessment:

Observation of the pupils;

Students’ participation;

Pupils’ listening, speaking and writing;

Checking their interest and engagement: their posture and motivation;
Provide feedback to pupils;

AN N NANEN

Skills Developed:

Four language skills;
Creativity.
Problem-solving.
Questioning;
Collaboration;
Flexibility;
Autonomy.

AN N NN NN

Lesson Procedures

Strategies Social Forms Skills

Time
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Step 0 - Greetings and beginning

routine

Every lesson begins with a familiar
song known to the students, drawing
inspiration from "Hello!" featured on

the Super Simple Songs channel.

Then, the teacher writes the summary
of the previous lesson on the board,
the number of the lesson with pupils’
help on the board; the teacher also
asks students what the day of the
week is and what the weather is like.

(appendix 1 — Hello by Super Simple Songs)

N
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OO

Language Skill:
Speaking,
listening and

writing.

57

Step 1 - Instructions

Before the lesson starts, the teacher
will sketch a series of icons on the
board to help students understand the
various steps of the lesson. The
teacher will start by drawing a board.

Language
skills: Listening

nrz



Next, she will draw a book, as the
second activity will be in the
coursebook. Following this, the
teacher will draw some flashcards,
that will serve as a motivating
resource  for introducing new
vocabulary. After that, the teacher
will draw a game icon, as students
will play a game. Lastly, the teacher
will draw a book again, as the book
will be used until the end of the class.
The teacher and students go through
the various steps of the lesson and
clarifies any doubts students may

have.

OO

Critical
Thinking

Step 2 - Warm-up and
Brainstorming

Context: The teacher is going to
revise the vocabulary learnt in
previous lessons, in this case the
vocabulary for the parts of the face.
Having said that, the teacher is going
to make a bridge to the body parts
vocabulary that they will learn during
this lesson. This vocabulary will be
learnt as part of unit 1. In addition,
this vocabulary is important for
everyday situations and can be used
to describe people or characters.

After the instructions, the teacher will
ask the students if they remember the
vocabulary of the parts of the face
that they have already learnt. The
teacher will draw a big head and give
it a name, such as Mary. The teacher
drew the parts of the face in different

Language
Skills:
Speaking
Collaboration

Creativity

Memory Recall

18



colours. Afterwards, students will
have to identify them.

Once the face is complete, the teacher
will bridge a gap between what has
already been learnt and what will be
explored in this lesson. For example,
the teacher will say that she has a
face, with eyes, etc (pointing to it) but
that she also has a body (pointing to
the rest of the body). By pointing to
the body, the students are able to
understand what the topic is going to
be. To clarify, the teacher will say
“Today we will learn about the parts
of the body”.

Adaptation:

As a way of adapting, the teacher will
hand out word cards for pupil X, with
the respective colours she has drawn
on the board. For example, the
teacher has drawn the eyes in green,
so the word card with ‘eyes’ is in
green.

‘ Eyes

Mouth

Nose

| Ears

Hair

(appendix 2 — Word cards: parts of the face)

N
Qs @

Step 3 — Coursebook

Following the conclusion of the

brainstorm, the teacher will ask

Language
Skills:

Listening
Speaking

and
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students to open "Easy-Peasy
English” coursebook on page 16.

Exercise 1 begins with a “Listen,
Point, Repeat and Stick” exercise
with the body parts. The teacher will
guide the pupils through listening,
pointing, and sticking stickers on the
specific parts of the body, allowing
for  repetition. Ultimately, the
students will stick the stickers to the
designated locations corresponding

to the parts of the body.

This auditory activity will be
repeated a minimum of two times.
The second time, the students repeat
and point to the body instead of the
book.

Adaptation:

The teacher will play the audio twice,
but will play it slower so that the
students, especially student X, can
understand the words and the sounds.
The student will have help sticking
the stickers in the respective place.
For the adaptation, the student will
use colour coding to reinforce the
association between the names of the
body parts and their location. Each
word will be circled or underlined in

a specific colour, as well as the

N
Qs @

OO

Problem-
solving
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corresponding arrow or area. For
example: “legs” will be circled in red,
as will the arrow. This allows the
student to visually track and make

connections more easily.

BODY

(appendix 3 — Exercise 1 from Coursebook “Easy-
Peasy English 4”, p.16)

Step 4 — Flashcards!

After the coursebook exercise, the
teacher will bring out flashcards she
has made. The teacher will show
them one at a time and ask the
students to repeat after her at least
two times. Once again, this will
reinforce the learning of this
vocabulary.

After this, the teacher will draw the
rest of the body on the board, but for
the students to identify the body
parts, they will play a game: Fly
swatter. The teacher will spread the
flashcards on the wall next to the
board. Two volunteers will receive
fly swatters. The teacher will say the
word out loud, and the students have
to run to swat the correct flashcard.
The student who gets it right first will
be able to stick the flashcard on the
corresponding body part.

Language
Skills:
Speaking

Collaboration

Physical
coordination

87
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Adaptation:

For the student to take part in this
activity, the teacher decided to create
flashcards using a dyslexia-friendly
font, in this case Arial. If student X
volunteers, the teacher can help
“swat” the flashcard to the body part.
In addition, before the game, the
student will have the opportunity to
review the body parts with the trainee
teacher, to ensure that feels more
familiar with the words and confident
to participate.

\
& |0
Lo el
HEAD HAIR EARS EYES
g 4 s
v || ¢ ||
- - N
MOUTH NOSE SHOULDER NECK
) |
A /
i 1‘3‘*%/| \'.
&c’m/
HAND FOOT FEET TOES
r ' r '
ARM LEG KNEE BODY

(appendix 4 — Flashcards: Parts of face and body)

N
(OONE
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(appendix 5 — Fly Swatter)

Step 5 - Game Time!

Page 16 suggests playing the game
“Mr Tricky says”, an adaptation of
the game ‘Simon says’. To do so, the
teacher will ask the students to call
out Mr Tricky, the coursebook’s
mascot.

This game consists of the teacher
saying a part of the body or face that
the students have to touch. By doing
this, they are revising the vocabulary
they have learnt through TPR. This
interactivity helps them retain better
information. The fun associated with
the game can increase enthusiasm for
learning, which is crucial for
successfully learning a foreign
language.

N
©er @

OO

Language
Skills:
Listening

Social Skill

Physical
Coordination

15°
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(appendix 6 — Mr. Tricky from “Easy-Peasy
English 4”)

Step 6 — Identification of the target
vocabulary in context

After  practising  the  target
vocabulary, it's time to apply it in
contexts. In exercise 3 of page 17,
students have to listen to an audio
description of robots and match them
to their owners.

This auditory activity will be
repeated two times.

Adaptation:

In this activity, the teacher will write
the description of the robots next to
the names of the owners to make it
more understandable for the student.
After writing the description, the
student has to link the robots to their
OWners.

& 3. Dustenand U link (¢ Conibe «

1) [ peter 2 Mary 3 John 4 Jennifer

(EXE:

Language
Skills:

Listening

57
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(appendix 7 — Exercise 3 from “Easy-Peasy
English 47, p.16)

Qoo t%\\rv xomko!

Ldex: —
m\xm\'ﬂ\'m(y%&oam,hlgouvd‘lmmﬂh’)g?mmm.

I

‘ ‘:?m\m* N:S:‘Qman,\mm‘(\ A cvedin T oo gt 7 8,\&* b

oro-legp.

Ao
Sﬂ\'{m Q(u«mmﬂJQ\&OAXQY\nﬂ&x&%*\&m\arfﬁ it hao
.057‘ ab%mm\h

1% xwmynx‘ == =
%jrcbo‘ h°°<3>* 2 o, | g arrd 4 cmtath T Yoo gt e
ord ) JkLJ)

(appendix 8 — Description of the robots)

Step 7 - Controlled writing
practice

In exercise 4, students have to read
and fill in the blanks with information

about the robot in the picture.

Adaptation:

The teacher will monitor student X in
this activity, due to the increased
difficulties in reading  and
comprehension. The teacher will read
the sentences slowly, emphasizing
key words, but pause before the
blank, so that the student can think. If
the student still has difficulties, the
teacher will underline the parts of the
body that correspond to the blank and
the student will fit them into the

correct places.

OO

Language
Skills: Reading
and Writing
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My Robot
This is my robot. It is white.

It has got one big .It's green.
My robot has got two but no mouth.

It has got four

(appendix 9 — Exercise 4 “Easy-Peasy English 4”
p.17)

Step 8 — Personalisation activity

In the next exercise of the
coursebook, students have to draw
and describe their robot according to
the structure provided in the previous
exercise.

This activity is a good one to end the
lesson with, because it's an open
activity and gives the students
freedom to express themselves while
developing their creativity.

If they don't finish this activity in
class, the students will have to finish
it as homework.

Adaptation:

Student will do exercise 4 on page 9
of the book “Very Easy-Peasy”
which the teacher will print out. The
student is learning in a way that leads
to success.

& 5 (1 Your Tum. . Draw your robot and  write a description

Wy Rob

(appendix 10 — Exercise 5 “Easy-Peasy English”
p.17)

Language Skill:
Writing

Creativity

Autonomy
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Reod,  trace and | colour.

My robot has got:

(appendix 11 — Exercise 4 from “Very Easy-
Peasy” p.9)

Step 9 — Feedback and Goodbye! Language Skill: | 3’
Speaking
At the end of the lesson, students will
have to say if they enjoyed the lesson
and what part of the lesson they liked Self-evaluation
the most. The teacher is going to ask
questions such as: “Did you have fun
today? Which part of our lesson, like
the game we played, did you like the
most?”. The teacher will ask by .

pointing to the initial indications she
has drawn on the board. "

As the lesson concludes, the teacher @F' a;

will request that students organize
their English materials. After tidying
up, the teacher will proceed to the
door, calling students row by row.
Before leaving, each student is asked
to identify and say the name of a
corresponding body part as part of a
concluding activity.

Appendix 1 — “Hello!” by Super Simple Songs (12) Hello! | Super Simple Songs - YouTube

Appendix 2 — Word cards: parts of the face
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https://www.youtube.com/watch?v=tVlcKp3bWH8&ab_channel=SuperSimpleSongs-KidsSongs

Eyes

Mouth

Nose

Ears

\ Hair

Appendix 3 — Exercise 1 from Coursebook “Easy-Peasy English 4”, p.16
Parts of the body
& L 7 Listen, ¥ point and (% repeat. Then, () stick. ~ » 000 = 4) i I

HEAD

BODY

b,
SP Et‘

Appendix 4 — Flashcards: Parts of the face and body
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EARS EYES

‘“‘ / -9 i
{ ]
MOUTH NOSE SHOULDER NECK
NS
J N Py \ M
/ ety || §
4 4«/
HAND FOOT FEET TOES

ARM LEG KNEE BODY

Appendix 5 — Fly Swatters

Appendix 6 — Mr Tricky
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Appendix 7 — Exercise 3 from “Easy-Peasy English 4”, p.16

£ Unit 1
% 3. JListenond _| 7 link. - C00£1:01 =

1) Peter 2} Mary 3 John 4 Jennifer

$ & *

Appendix 8 — Description of the robots

Dzm\adf\:g\\vm\n\m
h;\x&ﬁ\'m%:\aadm Q%«:Mhm14mgimm

m%;\nx \ma}\?&gm xmmam@hnhmc@ﬂgm*w

Bﬁm\

(3" %G\Qﬁrnmdgqamﬂmcﬁ%%}\gﬁmi&hm
a Sm\d& 2

W@kmsﬁ.’) m,lngzmﬁ*mm’rh I:\\'mgi‘ N e)

Appendix 9 — Exercise 4 “Easy-Peasy English 4” p.17
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% 4. ‘v Look, || read and ) complete.

SCIENCE PROJECT

My Robot
This is my robot. It is white.

lthasgotonebig . It'sgreen.
My robothasgottwo ___ but no mouth.

lthasgotfour ___ and three

Appendix 10 — Exercise 5 “Easy-Peasy English” p.17
a 5. :" Your Turn. 4 meyuurlubotand?wri’headesu’iption.

ny oo

Appendix 11 — Exercise 4 from “Very Easy-Peasy” p.9

4. Rood__.‘mond_ colour. ot m o pur

¥4
g @O@ 1 My robot has got:
N\, ap a green head;
1 two red ears;
AY 4 an orange body;
;_\\‘ ' BB \ /(_'-_ three blue arms
: s \ ) and two
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ANNEX 10

Notes in my logbook about lesson O.
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ANNEX M

2nd Lesson plan: Ordinal numbers.

Lesson Plan Unit 2: Numbers, dates
and time
Observed lesson 1
Class: 4" Grade Number of students: 24 Teacher: Inés Pinheiro

Pupils’ Background:

The pupils are already aware of:
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Greetings;

Days of the week;

How to identify the weather;
Cardinal numbers 1-100;
Months of the year;

AN NN

Summary

Unit 2 — Numbers, dates and time: Introducing ordinal numbers.

Time: 60 minutes

Introduction:

This lesson plan aims to introduce the vocabulary of ordinal numbers which is covered
in Unit 2:" Numbers, dates and time". The unit delves into topics such as cardinal
numbers, ordinal numbers and dates, and telling the time.

The main aim of this class, other than teaching and learning, is to give an opportunity
to all students to participate by ensuring that an inclusive learning environment is
created. One student has dyslexia requiring close monitoring by the teachers. Thus, the
lesson has been planned so as to allow the student to take part in the same activities as
the other pupils with a few adaptations and the help of the supervising teacher or my

trainee colleague who will support the student in question.

Adaptation: In all the resources prepared by the teacher, the font is dyslexia-friendly.

In this case, it is Arial.

Contents
Concepts Vocabulary Strategies Attitudes
Lexical Greetings Brainstorming; Pupils’

engagement in the

= Greetings = Hello
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* Days of the

week
= Weather
= Cardinal

numbers
= Ordinal

numbers
Grammar
= Asking

questions about
the topic, using
Interrogative
Pronouns
(What, How,
Who, Which)
Answering
complete
answers

= How are you?

*  Good morning
* Good afternoon
* Good night

* Good evening

* Goodbye!
= See you next
lesson!

Days of the week

* Monday

» Tuesday

»  Wednesday

*  Thursday

* Friday

= Saturday

» Sunday
The Weather

* Cloudy

= Sunny

= Rainy;

=  Snowy

*  Windy

=  Stormy

= Cold

= Hot.
Months

=  November

Ordinal Numbers:
15t to 31st

= 15U first

= 2™ _gecond
= 3 _ third

= 4" _ fourth
= 5% _fifth

= 6" —gixth

Repeating
words/phrases;

Asking/answering
questions in order
to train grammar
and vocabulary;

Collaboration;

Gamification;

Homework.

classroom

activities;

Collaboration;

Respect;

Pupils’

engagement with
the rest of the
class (colleagues

and teachers)
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= 7% _geventh

= 8N _eighth

= 9" _npinth

= 10" —tenth

= 11" _eleventh

= 2% Twelfth

= 13™ thirteenth

= 14" _ Fourteenth

= 15%_ fifteenth

= 16% - sixteenth

] 7th
seventeenth

= 18" _eighteenth

» 19" _ nineteenth

= 20" — twentieth

= 21% - twenty-first

= 22" _ twenty-

second

= 23" _ twenty-
third

= 241" twenty-
fourth

= 25" _ twenty-
fifth

= 26™ — twenty-
sixth

= 27" _ twenty-
seventh

= 28" twenty-
eighth

= 29" twenty-
ninth

= 30" thirtieth
» 315 — thirty-first

Aims:

AN N NANAN

To introduce vocabulary relating to Unit 2: Numbers, dates and time;
To develop speaking skills;

To develop collaboration skills;

To stimulate critical thinking;

To develop autonomy.
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Resources:

AN N N N N Y N N N SN

Computer;

Internet;

Projector;

Notebook;

Coursebool “Easy-Peasy English 4”;
Coursebook “Very Easy-Peasy Book™;
PowerPoint presentation;
Flashcards;

Bag;

Pencils;

Pen.

Assessment:

SNENENENEN

observation of the pupils;

Assess pupils’ participation;

Assess pupils’ listening and speaking;
Assess their interest and engagement;
Provide feedback to pupils.

Skills Developed:

AN N N N N NN

Language Skills: mainly speaking and listening;
Communication skills;

Critical Thinking;

Creativity;

Problem solving;

Questioning;

Speaking;

Collaboration;

Autonomy.

Lesson Procedures

Strategies Social Forms

Skills

Time

Step 0 -

Greetings and beginning routine

136



Every lesson begins with a familiar song Language 5’
known to the students, drawing inspiration Skill:
from "Hello!" featured on the Super Simple . Speaking,
Songs channel. ‘/' \ Listening and
@H @ Writing.
Then, the teacher writes the summary of
from the previous lesson, the number of the
lesson with pupils’ help on the board; the
teacher also asks students what the day of
the week is and what the weather is like. .
!
OO
(appendix 1 — Hello by Super Simple Songs)
Step 1 — Instructions Language 2’
Skill:
Before the lesson starts, the teacher will Listening
sketch a series of icons on the board to help
students understand the various steps of the
lesson. the teacher will start by drawing
two cards, as the first activity will be Visual
explored using cards. Next, she'll draw a learning

computer, as the next activity consists of
showing a short PowerPoint presentation.
Following this, the teacher will draw a
book, because the coursebook will be used
for one exercise only. Afterwards, the
teacher will draw some flashcards, that will

serve as a motivating resource for
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introducing new vocabulary. After that, the
teacher will draw a game icon, as students
will play a game. Lastly, the teacher will
draw a sticker, as good performance
stickers will be awarded at the end of the
lesson. The teacher and students go through
the various steps of the lesson and clarifies

any doubts students may have.

Step 2 - Warm-up and Brainstorming

Context: The students are beginning unit 2
and, in previous lessons, they learnt the
cardinal numbers up to 100. In this lesson,
students will be introduced to a new topic:

ordinal numbers.

To initiate the session, instead of telling the
students what they're going to do, the
teacher will let them try to come up with
the theme. To do this, the class will be
organised into 6 groups of 4 students. Once
the groups are organised, the teacher will
hand out a set of two cards: one with the
cardinal number (which they already
know) and the other with the corresponding
ordinal number. From here, students will
discuss patterns they notice and try to
deduce the topic of the lesson.

Language
skills:
Listening and
Speaking.

Critical
Thinking

Numeracy
Skills

Collaboration

10°
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—) )
ONE FIRST
Adaptation:

To ensure that student X participates
actively, the cards provided contain both
cardinal and ordinal numbers in full, with

the ordinal number’s suffixes highlighted.

ST
/I_ /I
—J —J

ONE FIRST

TH

sIX SIXTH

(appendix 2 — Set of two cards)

Step 3 — PowerPoint Presentation

Language
Skills:

87
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After identifying the differences, students
will see a brief PowerPoint presentation

about the usage of ordinal numbers.

The teacher will explain that ordinal
numbers are used to  describe
positions/order and dates. In the
PowerPoint, there will be sentences with
context, so that students can see practical

examples of how ordinal numbers are used.

Adaptation in the PPT to support student X:

In this PowerPoint, the numbers within the
example sentences are highlighted in bold,
making them easy to identify. This
presentation also contains images that
clarify the concept and meaning of the
sentence. In addition, to provide additional
support, the teacher will print out the
relevant pages (the usage pages and the
sentences) with a modification. The
phrases that indicate the position will be
colour-coded to match the colours of the
respective cars. This helps the student to
make the connection between the positions
indicated by the phrases and the
corresponding numbers more visible and

clearer.

OO

N
(NG

Listening and

reading;
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\

—

Ordinal Numbers

*

Ordinal Numbers

Position/order Dates

Position

The red car is in the first place.

The orange car is in the second place.

Position
The girl is the first in line

The boy is the second in line.

Dates "

It's the fourth of November today. Tomorrow it's the fifth of November.

[ovanver |
Ith 5lh

/8

I! ,The black car is in the third place.
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Creat, Job!
x

Adapted:

Position

The red car is in the first place.

The car is in the second place.

IE ,The black car is in the third place.

Position

) The girl is the first in line
=2 - The boy is the second in line.

1st ®

xR
l2nd

(appendix 3 — PowerPoint presentation of ordinal

numbers)

Step 4 — Coursebook Activity

Following the PowerPoint, it’s time to
learn the remaining ordinal numbers.
Students will be instructed to open their
coursebooks “Easy-Peasy English” on
page 34, where they will find a listen, point,

and stick exercise featuring ordinal

Language
Skills:
Listening and

Speaking

10
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numbers up to 31%. The teacher will guide
the pupils through listening, pointing, and
sticking the stickers on the specified
numbers, allowing  for  repetition.
Whenever a number is said, the teacher will
stop the listening so that the students can
repeat it. Ultimately, the students, with the
help of the teacher, will stick the stickers in
the designated locations corresponding to

the missing numbers.

This auditory activity will be repeated a

minimum of two times.

Adaptation:

The audio will be played twice, but more
slowly so that the students, especially
student X, can understand the words and
the sounds. The student will stick the
sticker with the help of the teacher. Instead
of pointing to the numbers, the student
could use their fingers to write the numbers

in the air.

(appendix 4 — Coursebook “Easy-Peasy English” p.34)

OO

N
(N

Numeracy
Skills

Motor Skills
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Step 5 — Flashcards

Following the auditory exercise of listening . Language 6’
to and sticking the numbers, the teacher Skills:
will present flashcards featuring numbers OOO Listening and
up to 31%. The teacher will explain that Speaking
normally numbers end with “th”, but there
are exceptions. In these exceptions, the
teacher will encourage the students to use a
pirate voice, a louder voice to say the Memorization
numbers out aloud. Subsequently, the
students will be prompted to repeat the
numbers after the teacher. This approach '. o
Creativity
aims to reinforce memorization of / \
pronunciation and numerical sequences @Q—b@
through active listening and repetition.
Besides, using playful voices capture
students’ attention as it keeps the students

interested, making the lesson more

enjoyable and memorable.

Adaptation:

Student X will take part in the same
activity, with the support of the cooperating
teacher in  the  repetition and
encouragement to use the pirate voice. The
flashcards have the ordinal number with the
suffix highlighted in different colours to
make it easier for the student to understand.
It's in different colours to demonstrate how
the endings change depending on the
number. Having said that, underlined in red

are the numbers that end with the suffix -st
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(1 and 21%); in blue are the numbers that
end with -nd (2" and 22"%) ; orange are
those that end with -rd (3 and 23"); in
green, the most common, are those that end
with -th (4™"and 10™); lastly, in pink are the
letters that change when it comes to an
ordinal number, such as twenty which

becomes twentieth.

Additionally, a step-by-step guidance will
be provided, ensuring that Student X feels
confident in engaging with the activity and

can follow along at their own pace.

st nd rd
O | @
213

FIRST SECOND THI

th th

4 5 6

FOURTH FIFTH SIXTH
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—.th th __th
1011112
R ah es —_—
TENTH ELEVENTH TWELFTH

(appendix 5 — Flashcards)

Step 5 — Realia Activity

After practising the vocabulary, the teacher
will call for volunteers to come to the
board. The teacher will nominate student X
to be her helper. The teacher has a bag with
objects that the students are familiar with.
Student X will have to organise them in a
line of his choice. Once they have been
organised, the teacher asks the following
question: “Which object is in the 1st
position?”. The volunteers have to pick up
an object and identify it. The students have
to speak, listen and answer in English,
practising pronunciation and sentence
construction, such as: “The pencil is in the

first position.”

Adaptation:

By asking pupil X to organise the objects,
the teacher is getting this pupil to
participate in the activities while being

exposed to the target language. The student

OO

"

(OINGS

Language
skills:
Listening and

Speaking

Numeracy
Skills

Collaboration

10°
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Is given more time to pick up the target
vocabulary without being put on the spot.

Step 6 — Flashcard Game 15’
Afterwards, the teacher will distribute the Language
flashcards randomly around the class, Skills:

limiting them to number 24 to match the . Listening

class size. Next, the teacher will have a bag
containing the students' names. From this OOO

bag, she will randomly draw a student's

name. Subsequently, she will instruct the Problem-
- Solving
selected student to locate a specific
number, such as saying, "Student Y, please
find the number fifteenth.”. Subsequently, .
the students will be instructed to arrange
g \ Collaboration

themselves in a line with those numbers. @ @
“«»

This activity encourages collaborative
efforts among the students, as they work
together to organize the line through

teamwork.

Adaptation:

In the case of student X, when selected, the
teacher will give a card with the ordinal
numbers up to 31%, which will guide the
student due to his great difficulties with
numeracy. The teacher will also give clues
like “hot” and “cold”.
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ORDINAL NUMBERS

FIRST || ELEVENTH

m TWENTIETH

]
SECOND TWELETH L TWENTY-HINTH

THIRTEENTH w THIRTIETH

I*al FOURTEENTH Ewmlv-rmst

THIRD
FOURTH

FIFTH
FIFTEENTH
SIXTH
SIXTEENTH
=

Y| seventu

SEVENTEENTH
EIGHTH

EIGHTEENTH

NINTH

TENTH MINETEENTH

ElofalS]ofafslaln]-)
006806880

(appendix 6 — Card with the ordinal numbers)

Step 7 —Prize

Upon finishing the game, each student will
be rewarded with a sticker titled "Champ of
Ordinal Numbers," which they can stick to
their notebooks. This award is a sign of

recognition for the students' work.

(appendix 7 — Sticker)

N
(NS

Language
Skill:
Listening

3’

Step 8 — Extra practice and goodbye!
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Should there be any remaining time,
students will engage in exercise one on
page 18 of the Workbook. This exercise
involves correctly associating words with

their respective numbers.

Adaptation:

As for the student X, the teacher will offer
page 13 of the "Very Easy-Peasy" book.
The student should trace the letters and link
them to the numbers.

Upon concluding the lesson, the teacher
will summon the students based on their

class numbers to leave the class.

'Y Look and ' write the numbers

18

twenty-five
12

thirty-six
7

eighteen

% sixty-three
38 seventy-nine
91 ninety-one
52 fifty-two

63 twelve

25 twenty-four

(appendix 8 — Workbook p.18)

Language
Skills:
Reading,
Writing,
Listening and
Speaking

Autonomy

Numeracy
Skills
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| 1t's 10" October |
It's 2 October -
=
~
| t's31* October
1* first 11* eleventh 21" twenty-first
2* second 12% twelfth 22* twenty-second
3 third 13" thirteenth 23" twenty-third
4" fourth 14% fourteenth
5" fifth 15" fifteenth 30" thirtieth
6" sixth 16" sixteenth 31" thirty-first
7" seventh 17" seventeenth
8% eighth 18" eighteenth
9% ninth 15" nineteenth
10" tenth 20" twentieth
Trace the words and _ link.
Y[ » T
‘ omis | Ihind Jounih
\ \_% J
2™ 30" 1 20"
rassy fassic] [t
4" 23" 10" o

[ femth | [bowmbiah | (Busemby-thind. | | Hodatf

(appendix 9 — “Very Easy-Peasy Book” p.13)

Appendix 1 — “Hello!” by Super Simple Songs (12) Hello! | Super Simple Songs - YouTube

Appendix 2 — Set of cards
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https://www.youtube.com/watch?v=tVlcKp3bWH8&ab_channel=SuperSimpleSongs-KidsSongs

ONE

FIRST

SECOND

THREE

THIRD

FOUR

FOURTH
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FIFTH

SIX

Appendix 3 — PowerPoint about ordinal numbers

A\ §

~ ordinal Numberg

S ————

w —
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Ordinal Numbers

Position Dates
1

g

Position

The red car is in first place.

The orange car is in second place.

i! , The black car is in third place.

Dates 1

It's the fourth of November today. Tomorrow it's the fifth of November.

o |
4 5

/3

Great, Job!
XK
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Adapted version of the slide of position:

Position

The red car is in first place.

The car is in second place.

i! , The black car is in third place.

https://www.canva.com/design/DAGW8Feh6lk/tLk3vJTrs2W i8kLfOBgFw/edit?utm content
=DAGWS8Feh6lk&utm campaign=designshare&utm medium=link2&utm source=sharebutt

on

Appendix 4 — Coursebook “Easy-Peasy English” p.34

‘ Listen, point and stick. Then, ' repeat.
1% first 8" > o
2" second 9" ninth
3 third 10"
4" fourth 11 tick here 20" twentieth
5" fifth 12" twelfth 29" twenty-ninth
6" tick here 13" thirteenth 30"
7"  seventh 14" tick here 31

Appendix 5 — Flashcards
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https://www.canva.com/design/DAGW8Feh6lk/tLk3vJTrs2W_i8kLf9BqFw/edit?utm_content=DAGW8Feh6lk&utm_campaign=designshare&utm_medium=link2&utm_source=sharebutton
https://www.canva.com/design/DAGW8Feh6lk/tLk3vJTrs2W_i8kLf9BqFw/edit?utm_content=DAGW8Feh6lk&utm_campaign=designshare&utm_medium=link2&utm_source=sharebutton
https://www.canva.com/design/DAGW8Feh6lk/tLk3vJTrs2W_i8kLf9BqFw/edit?utm_content=DAGW8Feh6lk&utm_campaign=designshare&utm_medium=link2&utm_source=sharebutton

st ()nd rd
)
FIRST SECOND THIRD
l th 5th 6th
FOURTH FIFTH SIXTH
8th gth
SEVENTH EIGHTH NINTH
th th —_th
— =
TENTH ELEVENTH TWELFTH
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18

th

14

15’

THIRTEENTH FOURTEENTH FIFTEENTH
16th 18th
SIXTEENTH SEVENTEENTH EIGHTEENTH
th th th
-
9 |20 | 29
C 4"
TWENTY-
NINETEENTH TWENTIETH NINTH

THIRTIETH

81

THIRTY-FIRST

th
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Appendix 6 — Card with ordinal numbers

ORDINAL NUMBERS

ELEVENTH m TWENTIETH
TWELFTH QT‘WEHW—HIHTH

THIRTEENTH ﬁ THIRTIETH
FOURTEENTH ﬁ THIRTY-FIRST

FIFTEENTH

SECOND 'I

fal
=]
(=]
=
=]
ES

SIXTEENTH

| F gl SEVENTEENTH

~l
= o 1] 1] I
= s =
] ES = =] I
= = = = =

x -

=

EIGHTEENTH

Blofelsfojalslaln]

TENTH HINETEENTH

Appendix 7 — Sticker

Appendix 8 — Workbook p.18
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8 L. Lookand  write the numbers,

18

twenty-five
12

thirty-six
79 >

eighteen
%4 sixty-three
36 seventy-nine
91 ninety-one
52 fifty-two
63 twelve
25 twenty-four

Appendix 9 — “Very Easy-Peasy Book” p.13

Ordinal numbers

| 1's 2 October
\\
\\-
.

1" first 11* eleventh
2* second 12 twelfth
3 third 13" thirteenth
4" fourth 14* fourteenth
5" fifth 15" fifteenth
6" sixth 16" sixteenth
7" seventh 17" seventeenth
8" eighth 18" eighteenth
9 ninth 19" nineteenth
10* tenth 20" twentieth

[ s 10" October |

>

2

21 twenty-first
22™ twenty-second
23 twenty-third
30" thirtieth

317 thirty-first

1. . Troce the words ond _ link.

o N
‘ Fonl | [ Aeeomd J thind
. | P N 2N
by pren feran
2 30" 3%
easy xann
4" 23"

| ternth )“*\.N.fuﬂgiﬁ.]l

N 7
I {nc;/‘df
Nk

/

e fo
10" o

9 \ 2 p
serrdiy -thind thirdialh
1 )
» - b
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ANNEX 12

Notes in my logbook about observed lesson 1.
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ANNEX 13
Model for the likert scale interview.
Interview

The purpose of this likert scale interview is to collect feedback on the effectiveness of the Easy-
Peasy English 4 coursebook, and the lesson plans made to meet the needs of students with
dyslexia. Your answers are essential for analysing this research and improving more inclusive

teaching strategies.

Thank you in advance for your time and honesty in answering the questions.

About the coursebook:
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1. Onascale of 1(not effective) to 5 (highly effective), how effective do you think the
coursebook is in meeting the needs of students with dyslexia?
1 2 3 4 5

2. If your answer is below 5, please explain.

3. Onascale of 1(not adapted at all) to 5 (fully adapted), to what extent do you believe that
Easy-Peasy English 4 is an inclusive coursebook that allows all students to learn English?
1 2 3 4 5

4. If your answer is below 5, please explain.

About the lesson plans:

5. Onascale of 1(not very effective) to 5 (very effective), how effective do you believe lesson
plan 1 was in meeting the needs of the student with dyslexia?
1 2 3 4 5

6. If your answer is below 5, please explain and, if possible, provide any suggestions for
improvement.
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10.

1.

2.

13.

On a scale of 1(did not contribute) to 5 (contributed significantly), to what extent did the
adaptations in the lesson plan 1, regarding the contents in the coursebook, scaffold learning
for student X?

1 2 3 4 5

If your answer is below 5, please explain.

What did you notice about student X during the lesson?

Was the student able to participate more actively?

Yes No

On a scale of 1(not very effective) to 5 (very effective), how effective do you believe lesson
plan 2 was in meeting the needs of the student with dyslexia?

1 P 3 4 5

If your answer is below 5, please explain and, if possible, provide any suggestions for
improvement.

On a scale of 1(did not contribute) to 5 (contributed significantly), to what extent did the
adaptations in the lesson plan 2, regarding the contents in the coursebook, scaffold
learning for student X?
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14. If your answer is below 5, please explain.

15. What did you notice about student X during the lesson?

16. Was the student able to participate more actively?
Yes No

ANNEX 14

Interview with the Cooperating Teacher

Interview

The purpose of this likert scale interview is to collect feedback on the effectiveness of the Easy-
Peasy English 4 coursebook, and the lesson plans made to meet the needs of students with
dyslexia. Your answers are essential for analysing this research and improving more inclusive

teaching strategies.

Thank you in advance for your time and honesty in answering the questions.
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About the coursebook:

1.

2.

On a scale of 1 (not effective) to 5 (highly effective), how effective do you think the
coursebook is in meeting the needs of students with dyslexia?

1 2 3 4 5

X

If your answer is below 5, please explain.

The effectiveness of a coursebook for students with dyslexia largely depends on its
design, structure and the resources it provides. It's essential to select materials that are
inclusive and supportive of diverse learning needs.

In my opinion, it's missing a better teacher guidance that provides strategies for
teachers on how to support students with dyslexia.

3. Onascale of 1(not adapted at all) to 5 (fully adapted), to what extent do you believe that

4.

Easy-Peasy English 4 is an inclusive coursebook that allows all students to learn English?

1 2 3 4 5

X

If your answer is below 5, please explain.

Easy Peasy 4th has got a good font and layout. A clear layout helps in reducing visual
stress; the structure is also good. It has got good teaching methods, such as visual aids,
audio components, and interactive activities. It includes supplementary materials and
resources, such as glossaries, vocabulary aids and online support. The digital format or
customizable display options can be particularly beneficial for students with dyslexia.
The playback speed is also animportant tool.

It includes glossaries of key terms provides quick references for students, enhancing
vocabulary development. It Presents vocabulary in context with visuals can aid
memory retention and understanding.

Although, the engaging opening pages are great for students but to those who has
dyslexia they are a little bit difficult.
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About the lesson plans:

5. Onascale of 1(not very effective) to 5 (very effective), how effective do you believe lesson
plan 1 was in meeting the needs of the student with dyslexia?
1 2 3 4 5

X

6. If your answer is below 5, please explain and, if possible, provide any suggestions for
improvement.

Positive aspects:

- It was a good option drawing the parts of the face with different colours and
write the words with the same colour as the cards.

- The audio playing twice and slower.

- The game “Mr Tricky says”

Aspects toimprove:

- This lesson plan is too ambitious. IT is for more than one lesson.

- You could give students a picture to label and give the words to Student X;
- The fly swatter game it was a little bit hard for student X

- Time management

- They could work in pairs.

7. Onascale of 1(did not contribute) to 5 (contributed significantly), to what extent did the
adaptations in the lesson plan 1, regarding the contents in the coursebook, scaffold learning
for student X?

1 2 3 4 5

8. If your answer is below 5, please explain.

The only adaptation was circle the words with different colours and the audio played
twice and slowly. The “Very Easy-Peasy” activity is very different of the one in the
coursebook. | think that student X could do the same activity as the other students —
drawing a robot and, instead of describing it, he could label the parts of the body.

9. What did you notice about student X during the lesson?
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10.

M.

2.

13.

14.

vocabulary.

| think the student showed some level of motivation but struggled to understand the

Was the student able to participate more actively?

Yes No

On a scale of 1(not very effective) to 5 (very effective), how effective do you believe lesson

plan 2 was in meeting the needs of the student with dyslexia?
1 P 3 4 5

X

If your answer is below 5, please explain and, if possible, provide any suggestions for
improvement.

Positive aspects:

- the cards provided contain both cardinal and ordinal numbers in full, with the ordinal
number’s suffixes highlighted.

- Using the highlighters to mark words.

- Be the helper

- The audio should be played twice and more slowly

Aspects to improve:

- The PPT could be the same for all students will be colour-coded to match the colours
of the respective cars

- The fonts could be bigger.

On a scale of 1 (did not contribute) to 5 (contributed significantly), to what extent did the
adaptations in the lesson plan 2, regarding the contents in the coursebook, scaffold
learning for student X?

1 2 4

X

If your answer is below 5, please explain.
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The worksheet in “Very Easy-Peasy Book" was a good option.

Student X could write the numbers in the Notebook with the same colours

15. What did you notice about student X during the lesson?

He was motivated and engaged in the process. He liked playing the ordering game.

16. Was the student able to participate more actively?
Yes | X No

ANNEX15

Interview with the trainee colleague.

Interview

The purpose of this this likert scale interview is to collect feedback on the effectiveness of the
Easy-Peasy English 4 coursebook, and the lesson plans made to meet the needs of students with
dyslexia. Your answers are essential for analysing this research and improving more inclusive

teaching strategies.

Thank you in advance for your time and honesty in answering the questions.

About the coursebook:

1. Onascale of 1(not effective) to 5 (highly effective), how effective do you think the
coursebook is in meeting the needs of students with dyslexia?
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2. If your answer is below 5, please explain.

The coursebook offers clear, simple layouts with large fonts and ample spacing, making
the content accessible. The visual aids, such as pictures reinforce understanding, while
multisensory activities engage students through auditory, visual, and kinesthetic
methods.

Additionally, adapted exercises and supplementary worksheets, provide extra support,
allowing students to engage with the material at their own pace and in a way that suits
their learning needs. Furthermore, the teacher's kit, which includes flashcards and other
adaptable resources, provides further tools for personalizing lessons and supporting
dyslexic students in their learning journey.

3. Onascale of 1(not adapted at all) to 5 (fully adapted), to what extent do you believe that
Easy-Peasy English 4 is an inclusive coursebook that allows all students to learn English?
1 2 3 4 5

X

4. If your answer is below 5, please explain.

The Easy-Peasy English 4 coursebook and its package includes complimentary
worksheets that help adapt learning to meet the diverse needs of students. These
additional resources allow teachers to personalise lessons, offering simplified activities,
more visuals, and tasks that can be broken down into smaller steps. This flexibility
supports students with varying abilities, including those with dyslexia, and ensures they
can engage with the content in a way that suits their learning needs. The extra materials
help create a more inclusive and supportive classroom environment by providing tailored
learning experiences for all students.

About the lesson plans:

5. Onascale of 1(not very effective) to 5 (very effective), how effective do you believe lesson
plan 1 was in meeting the needs of the student with dyslexia?
1 2 3 4 5

X
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6. If your answer is below 5, please explain and, if possible, provide any suggestions for
improvement.

The lesson plan effectively supports learning through multisensory techniques like
flashcards, and interactive games, while clear instructions and repeated guidance help
make tasks easier to understand. The collaborative and engaging activities promote

inclusion and motivation.

One area for improvement would be to incorporate more opportunities for reading
practice, such as paired reading or shorter, manageable text chunks. This would further
support the student in building confidence and fluency in reading while ensuring they

feel more comfortable with the materials.

7. Onascale of 1(did not contribute) to 5 (contributed significantly), to what extent did the
adaptations in the lesson plan 1, regarding the contents in the coursebook, scaffold learning
for student X?

1 2 3 4 5

8. If your answer is below 5, please explain.

9. What did you notice about student X during the lesson?

During the lesson, student X seemed to be feeling confident and engaged. The
adaptations made, such as using color-coded word cards and offering slower-paced
audio, allowed the student to follow the activities comfortably.

10. Was the student able to participate more actively?
Yes | X No
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M.

12.

13.

14.

15.

16.

On a scale of 1(not very effective) to 5 (very effective), how effective do you believe lesson
plan 2 was in meeting the needs of the student with dyslexia?
1 2 3 4 5

X

If your answer is below 5, please explain and, if possible, provide any suggestions for
improvement.

This lesson plan was effective in meeting the needs of dyslexic students by incorporating
multisensory strategies, such as visual aids, repetition, and interactive activities. Visual
materials like flashcards and PowerPoint slides helped students with reading challenges,
while slower audio and repetition allowed more time for processing. The plan included
engaging activities, like organizing objects and answering questions, which made
abstract concepts more concrete. Specific adaptations for Student X, such as step-by-
step guidance and additional time, ensured an active participation. Overall, the lesson was
inclusive and well-structured, offering the support needed for.

On a scale of 1(did not contribute) to 5 (contributed significantly), to what extent did the
adaptations in the lesson plan 2, regarding the contents in the coursebook, scaffold
learning for student X?

1 2 3 4 5

If your answer is below 5, please explain.

The step-hy-step guidance allowed student X to follow along at his own pace. The
repetition of key activities, such as listening and sticking stickers, and slower-paced audio
ensured the student could process information more easily. Additionally, one-on-one
support during activities, like the realia activity and flashcard game, provided
individualized guidance, reinforcing learning in a supportive way.

What did you notice about student X during the lesson?

The activities offered opportunities for active participation, fostering a sense of inclusion
and boosting the student's confidence.

Was the student able to participate more actively?

Yes | X No
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