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INTRODUCTION  

 

 

Since becoming the European Union member state in 2004, Poland has undertaken 

several system transformations which, among others, encompass changes in the system 

of national education. Pursuant to an adoption of a common education policy, 

approaching learners with specific learning disorders (SLDs) requires a reorganisation of 

school services with a view to their special educational needs (SEN). The changes also 

relate to teaching English language to mixed ability groups of students, as learning a 

foreign language is obligatory for all students of public schools in Poland. Inclusion 

assumes forming new educational opportunities that are beneficial for all learners on the 

basis of positive attitudes related to human diversity. It is believed to help develop 

interpersonal skills, self-confidence and self-esteem of learners with SLDs who make 

greater overall academic gains in regular than in segregated classes.  

Much as the concept of inclusive education is justified, certain doubts arise as to 

the legitimacy of implementing the inclusive approach and its potential benefits for the 

school community. Although inclusive education targets the elimination of social, 

psychological and physical barriers, achieving the inclusive goals is difficult as there are 

many problems of educational, organisational, methodological and social nature. So far, 

to the best knowledge of the author of the dissertation, apart from general amendments in 

Polish educational law, no constructive educational solutions have been offered by the 

Ministry of Education. It might be a reason why the inclusive approach is still confused 

with integration and understood only as a pure acceptance of individuals with SLDs into 

the mainstream path of education. The confusion can be noticed in the opinions of in-

service teachers. Many of them lack professional training to educate children with SLDs 

on the basis of inclusion and therefore find meeting learnersô SEN very difficult. They 

tend to show a rather negative attitude towards inclusive practices, what constitutes an 



2 

 

additional obstacle in the implementation of this approach. 

Observing the involvement of other European countries in the process of inclusion 

on one hand, and concerning the problems associated with its implementation in Poland 

on the other one, assessing the present educational situation of learners with SLDs in 

Polish schools became the aim of the author of the dissertation. In particular, approaches 

towards English language teaching to learners with SLDs are analysed on the basis of 

comparison of their educational situation in three selected European Union countries, 

which are: Austria, Czechia and Poland. The choice of the member states for comparison 

is purposeful as Austria is a country with Western European traditions in education, 

whereas Czechia and Poland share a similar historical background.  

Following the premisses for successful implementation of inclusion outlined in 

the documents of the European Union, as well as, wishing to analyse the problem 

thoroughly, eight research problems were developed and considered with reference to the 

selected countries. They encompass what follows:  

(1) the historical background of the scientific interest in individuals with SLDs, 

(2)  systemic solutions introduced to the national systems of education with the view 

to inclusion, 

(3) legal basis for educating learners with SLDs in mainstream units,   

(4) application of diagnostic procedures of SLDs, 

(5) organisation of educational institutions and support services for learners with 

SLDs, 

(6) education of teachers and their (self) development of competences with the view 

to inclusive education, 

(7) the use of inclusion-friendly methods of teaching,  

(8) the use of inclusion-friendly teaching materials. 

The comparative study is based on the analysis of the documents and specialist 

literature referring to the three countries. Additionally, a supplementary study was 

undertaken with reference to the above set problem areas, aiming at gathering more 

thorough information about the situation of learners with SLDs in realm of Polish schools. 

Within this study, five research procedures have been used referring to six out of the eight 

research problems. 

The rationale behind applying the above comparative study is to notice strengths 

and weaknesses in the conditions for educating learners with SLDs in the selected 

countries and to confirm their actual educational situation. The outcomes of the 
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supplementary study presented in the dissertation is believed to help the educational 

authorities in Poland define the present stage of implementation of the inclusive approach 

and decide whether it really is the best educational solution that can be offered to learners 

with SLDs. The dissertation is also hoped to become a source of information for English 

language teachers about the inclusion-friendly methods and alternative teaching materials 

that can enrich their professional workshop. Finally, it may be inspirational for academic 

teachers in composing tertiary education programmes for teacher trainees with a view to 

the development of inclusive practices.  

The dissertation is composed of ten chapters and concerned with the theoretical 

considerations about the problem of SLDs and education of individuals with SEN, 

followed by the comparative study of the approaches towards English language teaching 

to learners with SLDs in the selected countries, and accomplished with a description of 

the supplementary study based on five research procedures, which gives a deeper insight 

into the situation of learners with SLDs in Poland.  

With reference to the content of particular chapters, Chapter One aims at an 

analysis of the learning disorders from the historical perspective. Evolution of scientific 

thought is divided into five phases presenting the initial descriptions of individual case 

studies of learning disorders (LDs) since the onset of the nineteenth century, followed by 

international studies on dyslexia and dysphasia, and finally the separation of SLDs in the 

modern understanding of the problem. The historical perception of achievements in the 

fields of LDs and SLDs depicts the development path how a primarily medical concepts 

evolved into an educational issue. It also shows the importance of applied diagnostic tools 

which, through remedial and compensatory programmes developed by clinicians, caused 

a substantial change in the educational perspective of individuals with specific learning 

disorders.  

In Chapter Two, a modern typology of SLDs is explained and the meaning of 

SLDs is justified with reference to language related learning disorders and on the basis of 

the internationally approved classifications. Some discrepancies in the applied 

terminology of specific learning disorders are explained, resulting from the duality of 

studies conducted firstly in the field of medicine and later in the field of psychology. Also, 

detailed characteristics of SLDs, including dyslexia and dysphasia, are provided with 

respect to educational difficulties they may cause. A thorough analysis is performed with 

distinction to impairment in reading, impairment in written expression, impairment in 

mathematics and speech sound disorder. Understanding potential educational problems 
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invoked by occurrence of dyslexia or dysphasia is especially important from the 

educational perspective.  

Knowing the characteristics of specific learning disorders, Chapter Three deals 

with some theoretical considerations of SLDs in educational perspective. Firstly, legal 

framework for educating learners with special educational needs is presented with respect 

to international steps undertaken to change the educational perspectives for individuals 

with disabilities, and further to documents biding the European Union member states. 

Attention is paid to these acts, directives and other executional documents issued by 

international organisations as well as special education bodies which enforce changes in 

national laws and factually influence improvements in existing systems of education. 

Secondly, activities of an institution of the European Agency for Special Needs and 

Inclusive Education are presented due to its substantial role in monitoring, advising and 

supporting national governments and their local authorities responsible for introduction 

of strategic frameworks for European cooperation in education and training which are 

systematically set by the European Commission. One of the most important outcomes of 

the presented legal aspects of educating individuals with specific learning disorders refers 

to a basic priority outlined by the European Commission in the strategy from 2009. It 

assumes that disability is no longer a burden, quite contrary, it has a positive meaning of 

diversity, understood as an asset (EC 2009: objectives 1, 2). This statement is essential 

for realising the concept of inclusive education, and what follows, the amount of changes 

in national systems of education that are expected to be introduced and executed. At the 

micro level, these changes also refer to an adjustment of teaching approaches to the 

disabled learnersô SEN. The realisation of SEN is essential for teachers in determining a 

choice of teaching strategies, as well as, for selecting foreign language teaching methods 

adequate for mixed ability classes. Therefore, Chapter Three ends the theoretical 

considerations of the dissertation with a selection of presently applied teaching 

approaches and strategies that are believed to be the most desirable in teaching inclusive 

groups of learners. 

Chapter 4 enters the description of the comparative study and includes information 

about its methodology, including its conceptualisation, justification as to the selection of 

the countries for comparison, collection of data composed of formal documents and 

special literature of the researched countries, as well as criteria and research questions 

and methods of data analysis. Based on the information gathered in earlier chapters of the 

dissertation, four indexes are appointed for the analysis. The indexes refer to an 
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organisation of present systems of education in selected European countries, i.e. schools 

readiness for inclusion, teachers competence and (self)development for inclusive 

education, methods of teaching commonly applied by early education teachers of English, 

and also, the use of standardised and non-standardised teaching materials. The 

comparative study is based on an analysis of documents and specialist literature dedicated 

to inclusive education in three countries: Austria, Czechia and Poland. 

The following Chapters Five, Six and Seven are respectively dedicated to a 

description of the set educational aspects in the selected countries. As the European Union 

assumptions concerning inclusive education are still in progress, the particular goals of 

the comparative study aim at establishing what formal procedures towards inclusion have 

been implemented to the presently applied systems of education, and which of the 

compared systemic solutions advance its country towards the inclusive education. 

Further, the comparative study is also directed to establish how learners with SLDs are 

diagnosed in the compared countries and how educational institutions are organised with 

a view to inclusion, as well as, what support services are offered to learners with SLDs 

and their families. With reference to the process of foreign language education, the 

teaching methods that are popular in the three countries will be analysed in order to notice 

whether they suit special education needs of the learners. Also, as the inclusive education 

requires certain professional skills of teachers, therefore their readiness, including 

professional education and self-development are searched. Finally, as the use of selected 

methods of teaching requires applying certain teaching materials, their accessibility and 

usability is controlled. It will also allow to notice the preferences of teachers in using 

standardised and non-standardised materials.     

The results of the study are later compared and discussed in Chapter Eight, in 

response and accordance to the developed research questions. The results of the 

comparative study will allow to spot the similarities and differences in the adopted 

national strategies for inclusion, as well as identify the best solutions for developing the 

inclusive education. It is also hoped, that by the means of comparison, also weaknesses 

of the so far undertaken steps will be noticed and recommended for remedy.    

The outcomes of the comparative study constitute the most actual information 

about the present state of the development of inclusion in schools of the three researched 

countries. However, based on the analysis of documents and specialist literature, the 

comparative study misses an empirical insight into the problem. For this reason, its 

outcomes are further verified in the supplementary study in the Polish context of English 
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language teaching to young learners with SLDs. The study is limited to an analysis of the 

educational situation of learners with SLDs in Poland, with exclusion of two other 

countries, mainly due to serious limitations caused by the persistent occurrence of the 

COVID-19 pandemic. In Chapter Nine, methodology of this study is presented with a 

distinction to five applied research procedures which include: a survey on tertiary 

education programmes, a self-assessment survey for teachers, lesson observations, semi-

structured interviews with parents, and with specialists. The results of the supplementary 

study are analysed in Chapter Ten, in accordance to six out of eight research questions 

developed for the comparative study of the dissertation. Their outcomes confirm or 

contradict the findings of the comparative study providing information about the present 

condition of inclusive education of learners with SLDs in Poland. 

The dissertation ends with conclusion where the results of both, the comparative 

and supplementary studies are summarised together with implications for further 

considerations. Admitting that the work has its limitations, they are identified and 

reasoned at the end of the dissertation.   
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Chapter 1: Language related learning disorders in historical 

perspective 

1.0 Introduction 

 

The scientific knowledge about SLDs has been developed over time since the nineteenth 

century. With the view to the scientific evolution, it can be divided into a few periods 

dependently on revelations brought into its filed. Such a solution is suggested by some 

experts in the field. For instance, Hallahan and Mercer (2001), Guardiola (2001), 

Wiederholt (1974) suggest five stages of history of SLDs, namely: European foundation 

period (1800 - 1920), US foundation period (1921 - 1965) emergent period (1965 - 1975), 

solidification period (1975 - 1985), and turbulent period (1985 - 2000). The first two 

terms mark the time when the issue of SLDs gained interest of researchers due to ground-

breaking revelations in the field of neurology, first in Europe and then in post-war 

America. Hallahan and Mercer (2001) justify the split between European and American 

periods by claiming that American scholars and scientists showed their deep interest in 

the field of SLDs not earlier than in the 1920s. Soon, their studies became more advanced 

than the ones conducted in Europe as a result of an outbreak of the second world war and 

a temporary inability of the European representatives of the scientific field of SLDs to 

continue their research.  

The name of the third historical period of the development of scientific thought in 

SLDs refers to a change in perception of SLDs, which in the early 1970s became a formal 

category of disorders. Years from 1965 to 1975 brought solidification in the field of 

educational procedures for learners with SLDs when first changes in legal acts referring 
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to the position of people with disabilities in society were introduced internationally. 

Finally, the year 1985 marks the beginning of some concerns among the scientists over 

the discrepancy between achievement and intellectual potential of learners with SLDs as 

part of their identification procedure (Hallahan and Mercer 2001: 30). 

 The suggested division into periods of scientific development in SLDs is not 

complete, however, as the last stage ends with the year 2000. There have already passed 

over two decades since its completion, then. For this reason, in the present work, the 

author will partly follow the above terminology, dividing, however, the interest in SLDs 

into following five phases which refer to various activities in the fields of research, 

legislation and education: 

- foundation phase (1800 ï 1930) 

- transition phase (1930 - 1960) 

- emergent phase (1960 - 1985) 

- integration phase (1985-1999) 

- inclusion phase (2000 and beyond). 

 The differences in time periods refer to the fact that years from 1800 to 1930 

enhance the time of initial scientific interest in neurological studies, both in Europe and 

in the United States when individual experts in the field performed their research 

independently. The transition phase dates back to the first public discussions conducted 

by scientists over various causes and types of SLDs. Moreover, it was also the time when 

the brain research was finally applied to children. Beginning with 1960s, the existing state 

of knowledge about different types and causes of mental disabilities allowed to begin a 

discussion over a common definition of SLDs among scientists and educators. What is 

more, changes in social attitude towards the disabled gave rise to numerous public and 

non-public organisations supporting intellectual development and improvement of life 

skills for the disabled. What happened after the year 1980 can be characterised as 

intensive progress in the field of psychological and educational studies over SLDs. On 

one hand, these studies have helped to standardise the concept of SLDs, and on the other, 

opened a discussion on educational approaches in teaching the disabled students via 

integration. The discussion over the means and form of integration was vivid in Europe, 

and the shape of integrative, or more recently inclusive education, has been subjected to 

several changes. To understand the present educational position of learners with SLDs 

and the modern concept of inclusive education, each of the historical phases presented 

hereabove will be subjected to a close analysis. 
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1.1 Foundation phase (1800 - 1930) 

 

The traces of research in learning disorders root back to the early 1800s when people with 

disabilities, classified as uneducable idiots or imbeciles, were simply excluded from 

society as unable to comprehend knowledge. When in 1801 a French physician and 

pedagogue Jean Itard described a case of a wild boy Victor of Aveyron, the field of 

specialists became interested in intellectual potential of the disabled. Itard noticed that 

ñidiots and imbeciles had the use of their intellectual faculties but lacked the power to 

apply them because of a lack of resistance to competing stimuliò (Race 1995: 47). 

Therefore, Itard, and later his pupil Seguin, developed a teaching technique that focused 

on attracting and keeping a disabled learner's attention prior to education. This approach 

was later used by Guggenbuhl in Switzerland and Reed in England on the disabled living 

in asylums, a kind of workhouses, where they were taught how to perform simple physical 

works which helped them function on the fringes of society (Race 1995: 47).  

At the same time more attention was given to research on brain-behaviour 

relationship. In 1902 Sir George Frederic Still gave a series of lectures at the Royal 

College of Physicians of London entitled ñOn some abnormal psychical conditions in 

childrenò at which he presented psychical factors responsible for what he called ñan 

abnormal defect of moral control in childrenò (Martinez-Bad²a and Martinez-Raga 2015: 

379-380). He characterised patients as disobedient, excessively emotional and even 

aggressive whose behaviour provoked problems with sustaining concentration and 

attention. What is more, Still (1902:1009) underlined their maladaptation and resistance 

to disciplinary measures. Still's lectures are considered by the contemporaries to be the 

groundwork for attention deficit hyperactivity disorder (ADHD) history as they opened a 

general discussion on a category of mental illnesses specific to child deviance (Rafalovich 

2001: 106-107). 

 Other specialists of the foundation phase interested in behavioural disorders were 

Roger Kennedy and his follower Edward Strecker. The first provided that children's 

ñimmoral behaviourò resulted from neurological processes (Kennedy 1924: 171 as cited 

in Rafalovich 2001: 110). Kennedy's views were examined by Strecker in 1929, who 

divided the immoral behaviour into a motor type, which enhanced unintentional actions 

beyond the control of the child, and conscious efforts of immoral conduct (Strecker 1929: 
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137-138). Such perception of the problem determined a psychological justification for the 

disabled unconventional behaviour and was an inspiration for Strecker's followers in the 

forthcoming years. 

 Apart from brain-behaviour related dysfunctions, psychiatrists of the end of the 

nineteenth century turned towards reading disabilities in adults who usually were soldiers 

suffering from brain injuries. In Austria, for instance, Franz Joseph Gall, a neurologist 

and psychologist, published a letter in which he described three parts of the human brain 

responsible for what he respectively called: vital sources (such as movement and 

sensation), moral qualities (inclinations of the soul) and intellectual qualities (Wiederholt 

1974: 105). His achievements were further developed by Johan Baptiste Bouillaud in 

France who, in the 1920s, asserted that the control of speech is located in the frontal 

anterior lobes of the human brain (Wiederholt 1974: 105), what was further analysed and 

confirmed by Pierre Paul Broca in 1861 (Guardiola 2001: 5).  

Fifty years later in 1874, another psychiatrist and neurologist of Polish roots, Carl 

Wernicke, published a book in which he described ten cases of patients suffering from 

brain injury who had fluent speech though the utterances they produced were often 

meaningless, or whose recognition and comprehension of words was incorrect. He called 

this kind of disorder sensory aphasia, which later became known as Wernicke's aphasia 

(Hallahan and Mercer 2001: 3). In Germany, an ophthalmologist Rudolf Berlin of 

Stuttgart used a term dyslexia in 1877 for the first time in history to describe a case of an 

adult patient who lost his ability to read due to a brain lesion (Critchley 1964: 214). In his 

work Berlin was influenced by another German professor of medicine ï Adolph 

Kussmaul who at that time reported a case of an adult patient suffering from a severe 

reading deficit though his eyesight, intellect and speech were correct. According to 

Bradley et al. (2002: 21), Kussmaul's findings gave the beginning to the idea of specific 

learning disabilities which he called ñword-blindnessò. Kussmaul's research in adults was 

extended by two physicians ï Pringle Morgan from England and John Hinshelwood from 

France who got interested in cases of children with word-blindness. Morgan observed 

that most young patients suffering from word-blindness were male and that the reading 

disability ran in the family, which meant, it was potentially inherited (Morgan 

1896:1378). What is interesting, Morgan underlined the intellectual potential of his 

patients. In his first case study described in the British Medical Journal in 1896 he 

characterised his male patient in the following words: 
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He seems to have no power of preserving and storing up the visual impression produced by 

words ï hence the words, though seen have no significance for him. The boy is bright and 

of average intelligence in conversation. The schoolmaster who has taught him for some years 

says that he would be the smartest lad in the school if the instruction were entirely oral. 

(Morgan 1896: 1378) 

 

Morgan's revelations were soon confirmed in 1905 by other British 

ophthalmologists C. J. Thomas, J. Herbert Fisher, Sydney Stephenson, followed in 1907 

by Plate and Robert Walter Doyne, what boosted further developments in the field of 

SLDs (Hallahan and Mercer 2001: 4). For this reason, Morgan is considered by the 

contemporaries to be the father of the study of SLDs, though, as Hallahan and Mercer 

further explain, it was Hinshelwood who developed the concept of word-blindness and 

spotted differences between so called acquired and cogenital word-blindness. In his report 

on word-blindness published in 1904 after the Oxford meeting of the British Medical 

Association, Hinshelwood explained that word-blindness means inability to read as a 

result of a loss of the visual memory for words and letters due to ña cortical lesion or a 

subcortical one which interrupt the communicating fibres by isolating the angular gyrus 

from the other cerebral centresò (Hinshelwood 1912: 1033). Cases of acquired word-

blindness referred mostly to adults who suffered from brain injury and who, in this way, 

ñlost the visual memory of all the printed and written characters with which they were 

previously familiarò (Hinshelwood 1917: 81). A bit earlier in 1887, Jean-Martin Charcot, 

a French professor of neurology, used a term ñalexiaò in a similar sense, to name verbal 

amnesia, significant for some patients who had lost the memory of the conventional 

meaning of graphic symbols (Critchley 1964:214). The main difference between acquired 

and cogenital word-blindness was noticed through the remedy results as Hinshelwood's 

adult patients could hardly regain the ability to read, being able to decode the alphabet 

letters only, whereas children with cogenital word-blindness were able to learn how to 

read fluently thanks to proper teaching approach based on intensive and individualised 

instruction (Hinshelwood 1917: 77-99). 

 Not only British, German and French neurologists conducted studies on SLDs. 

The Scandinavian researchers also contributed to the field of learning disabilities in its 

initial phase. Swedish neurologist Apert Pºtzl referred to functional deficits in children 

that could cause SLDs (Guardiola 2001: 9). A group of neuroanatomists from Karolinska 

Institute opened in 1922 and directed by Herman Lundborg, a researcher in the genetic 

progressive myoclonic epilepsies, focused on the function of the brain on a molecular 

level. The genetic studies of 1920s ran by the scientists from the Institute laid foundation 
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for later research in delays in 1960s that referred to speech and language, motor 

development and social-emotional development. However, the burst in Scandinavian 

research was just to come in the following years of transition phase before the breakout 

of the Second World War, which period is analysed later in the present work. 

 Although Hallahan and Mercer (2001: 30) point out that the foundation phase ends 

around the year 1920 in Europe and starts in America, in the present work developments 

on both continents are recognised under a common foundation phase for scientific 

activities in SLDs. For this reason, one more decade after the year 1920 is added to the 

first phase of studies on SLDs, which includes the first valid achievements in the field 

across the ocean. 

 As it has already been mentioned earlier, after the 1920 the USA scholars and 

scientists showed their interest in SLDs as a result of scientific revelations in Europe. The 

most significant and worth noticing were the works of Samuel Torrey Orton, a neurologist 

at the Psychopathic Hospital in Iowa City. In 1925, Orton conducted an experiment in 

which local teachers reported on students facing learning problems or being considered 

defective. Basing on the experiment Orton reported that most of the learners participating 

in research scored average or even above average in range on the Stanford-Binet IQ test 

(Orton 1925: 582). Several years of studies over children with SLDs brought Orton to the 

conclusion that ñsomewhat over 10 percent of the total school populationò suffered from 

learning problems that referred to reading disabilities (Orton 1939 as quoted in Swanson 

et al. 2013: 19). Orton viewed reading as a complex activity involving several areas of 

the brain. He advocated the theory of mixed cerebral dominance or motor integrating as 

factors referring to many reading disabilities. He observed that symptoms such as reversal 

of letters (e.g. p and q, b and d), mirror reading (e.g. was and saw), as well as reading 

from right to left were linked to the lack of dominant hemisphere. The observed 

phenomena were called by Orton ñstrephosymboliaò from Greek ñstrephoò - twist, 

indicating the reversals, and ñsymbolonò - symbol. Sterphosymbolia, then, in Orton's 

words defined ñconfusion, because of reversals, in the memory images of symbols 

resulting in a failure of association between the visually presented stimulus and its 

conceptò (Orton 1925: 610). As a form of remedy Orton suggested logical training based 

on repetitive drill on fundamentals of phonic association with letter forms which were 

first visually presented and then reproduced in writing (Orton 1925: 614). The 

multisensory approach to SLDs was further developed and advocated by scholars in 

America and Europe who insisted on building visual-auditory, auditory-visual, auditory-
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kinaesthetic and kinaesthetic-visual linkages in approaching learners with SLDs 

(Hallahan and Mercer 2001: 5). 

 Similarly to the situation in Europe where structural and functional deficits of the 

human brain were subjected to an analysis, American researchers also conducted their 

studies about SLDs via different approaches. According to Hallahan and Mercer (2001: 

10), the foundation phase was the time when perceptual, perceptual-motor and attention 

disabilities gained interest in the USA. Among the scientists interested in studies of brain 

injuries Kurt Goldstein was a pioneer in the American field of neuropsychology and 

psychosomatics. His patients, World War I soldiers, who had experienced brain injuries 

were reported to demonstrate such disorders as hyperactivity, forced responsiveness to 

stimuli, figure-background confusion, exclusive ability of concrete thinking, 

preservation, meticulosity (excessive care and precision) and catastrophic reaction 

(Swanson et al. 2013: 20). Goldstein hypothesised that patients with brain injury had their 

abstract thinking affected as they were able to refer only to immediate experience and 

unable to refer to things in an imaginary way. What is more, patients with brain injury 

were excessively concerned with details and used routine as a form of protection against 

overstimulation and disorganisation (Goldstein 2000: 29). In the transition phase, his 

revelations were subjected to detail analysis by American development psychologists. 

 The year 1930 marks the end of the initial phase of research in SLDs, when 

specialists, working independently, observed and described various phenomena referring 

to mental disabilities. The following period brought consolidation of these initial results 

of research and deeper scientific interest in neurological and genetic causes of SLDs. 

 

 

1.2 Transition phase (1930 ï 1960) 

 

The period of research in SLDs that begins around the year 1930 marks the transition 

phase from individual and independent scientific research towards studies concentrated 

on particular causes of SLDs and conducted by teams of specialists. After the first 

discoveries in the field, the scientific achievements of the pioneers were further developed 

by their students and followers on the old continent and in the USA. The interest in 

neurological sciences after 1930 was strengthened by favourable historical and social 

conditions. In the post-war Europe, the disabled war veterans made a large group of the 

unemployed as their physical and psychological conditions impeded their access to the 
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job market. Therefore, as Race (1995: 50) put it, ñfor the following twenty years they 

became subjects to be dealt withò. On the other side, ten years after the war a large number 

of the disabled turned to be a main reason for which governmental authorities insisted on 

social services to organise support for the disabled to help them survive in the post war 

reality (Race 1995: 54). It can be assumed that the historical circumstances facilitated 

scientists' research on brain deficiencies on one hand, and on the other, revealed the rising 

need for educating the disabled by means of alternative teaching methods in order to 

return them to society. This fact was also noticed by Lawrence (2009:13) in whose 

opinion recognition of SLDs as a part of educational problem is a turning point from the 

initial foundation phase to the transition phase.  

Within the field of medical research at that time, a group of European child 

psychiatrists initiated international contacts and started to cooperate around the year 1935. 

Among the scientists interested in studies in learning disorders, including SLDs, were 

George Heuyer from France, Moritz Tramer from Switzerland, Herman Stutte from 

Germany, Carlos de Sanctis from Italy, Nic Waal from Norway and Emanuel Miller from 

the United Kingdom (Schleimer 2012: 7). In 1937 this group of specialists gathered 

twelve members and composed The International Committee for Child Psychiatry, the 

aim of which was to support and promote the scientific approach to the so called mentally 

ill children. Still in the same year the Committee organised The First International 

Conference of Child Psychiatry in Paris where Louis Ombr®danne, the head of paediatric 

surgery at the Necker Hospital in Paris, officially introduced the term dyslexia to the 

cannon of scientific terminology (Miles and Miles 1999: 13). As a result of this 

international cooperation, and the growing need for remedial education of learners with 

SLDs, the first educational institution was found in 1938 by Edith Norrie in Copenhagen 

under the name of The Word Blind Institute. The unit provided diagnosis and remedial 

teaching for children with SLDs (Miles and Miles 1999: 13). 

 Unfortunately, the outbreak of the Second World War impeded a fast scientific 

development in the field of SLDs in Europe. In Germany and Scandinavian countries, 

which declared to stay neutral in the military conflict, more attention was given to 

research in genetics and eugenics as the German Nazis were interested in creating a purely 

Nordic race. This idea was also supported by some of Swedish scientists of the National 

Institute for Race Biology in Copenhagen (Bjºrkman and Widmalm 2010: 379).  

After the war, scientific interest in SLDs flourished again. Edith Norrie's earlier 

input into the studies in SLDs became an inspiration for her colleague Knud Hermann 
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from the University Hospital in Copenhagen. In their common essay on a hereditary type 

of cogenital word-blindness published in 1959, Hermann and Norrie (1958: 59) 

demonstrated that cogenital word-blindness was a specific disorder of function, and not 

merely the chance result of a series of external factors. Hermann further justified that 

word-blindness was of a dominant parietal and genetic origin and included agraphia, 

acalculia, confusion of right and left sides and finger agnosia, first recognised by Joseph 

Gerstmann in 1924 and understood as the loss of ability to distinguish fingers (Levinson 

1980: 2). His scientific analysis supported the results of research in functional deficits 

revealed earlier by the Scandinavian neurologists of the foundation phase. One of the 

Swedish experts was Bertil Hallgren who, through his clinical and genetic studies of 

Swedish families, in 1950 evidenced that SLDs were heritable (Lundberg and Hßien 

1997: 84). Achievements of the scientists in the transition phase led to an identification 

of various types of SLDs that were said to have different sources of derivation, namely 

neurological and genetic ones. Discoveries in the field of medical research finely 

upgraded SLDs to be considered as a separate formal category of disabilities in the 

following years. 

 Another significant milestone in studies of SLDs that had influence on a 

diagnostic process of individuals with SLDs was an establishment of the first intelligence 

test in 1948. The test was developed by two French psychologists, Alfred Binet and 

Th®odore Simon and soon became to be used for determining children's ability to follow 

the mainstream school education (Cornoldi et al. 2016: 14). For many years Binet's scale 

of intelligence was applied as a diagnostic tool in SLDs, until much later studies of 

Stanovich in the 1990s which proved independence of SLDs from the disabled intellectual 

functioning (Stanovich 1991: 25). 

 The achievements in the field of SLDs in the transition phase in Europe, though 

significant, were less dynamic and intensive than in the USA. As Hallahan and Mercer 

(2001: 5) inform, Orton's multisensory approach to SLDs developed in the 1920s, was 

later followed by Gillingham and Stillman who advocated it as a form of education 

remedy. For this reason, they stressed the need of building visual-auditory, auditory-

visual, auditory-kinaesthetic and kinaesthetic-visual linkages in learners with SLDs as, 

according to their observations, they improved individualsô reading abilities. In the 

opinion of Gillingham and Stillman (1960: 54), the most important factor of therapeutic 

exercises that the disordered learners were asked to perform was precision, strengthened 

by a high number of repetitions of the same training activities. Such remedial trainings 
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prolonged the concentration span and allowed to focus on accurate performance of a given 

task.  

 Apart from Gillingham and Stillman there was another important follower of 

Orton's approach in the USA. In 1940s, his associate Marion Monroe experimented on 

three groups of learners with reading disorders who were subjected to different kinds of 

instruction. Group A was instructed with the use of a combination of kinaesthetic tracing 

techniques and sound blending under close supervision in the clinic where Monroe 

applied her methods of training or at school that students attended. Group B was 

instructed in their home school by teachers who followed teaching suggestions of 

specialists from the Institute for Juvenile Research in which Monroe had a position. 

Group C received ordinary instruction in their home school. The results of one year 

experiment were presented in Monroeôs book Children Who Cannot Read and showed a 

significant improvement in reading skills of students in group A, moderate improvement 

of students in group B and poor remedy of those in group C. The results of the experiment 

led to a conclusion that learners with reading disabilities need intensive instruction which 

can be provided by specialists operating in laboratory conditions and also by well-trained 

teachers of public units. Monroe summarised the results of the experiment in her own 

words stating that: 

 

Progress in reading was made in a large percentage of cases studied, not only when 

children were trained under carefully controlled laboratory conditions, but also under 

conditions possible in public schools. Progress in reading was made under individual 

instruction and also in small groups of children. (Monroe 1946: 157) 

 

Monroe stressed that some failures among patients resulted from irregularity of 

applied methods and lack of persistent and systematic work which, by the same, 

confirmed the validity of Orthon's approach. Throughout her studies she developed the 

notion of discrepancy between learnersô actual achievement and expected achievement 

which became a tool in identifying students with reading disabilities. Monroe underlined 

the fact that studentsô reading performances may be quantitatively the same (with the 

same number of errors) but qualitatively different (of different nature). She also estimated 

that about twelve percent of the population suffered from reading disabilities, which 

exceeded Ortonôs assumptions (Swanson et al. 2013:19). The method of identification of 

SLDs developed by Monroe became one of diagnostic methods, commonly applied in 

form of an achievement-discrepancy test by contemporaries. 
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 Although Monroe's method was successful, it was also clear that not all children 

with SLDs could be subjected to the same procedure of training as a spectrum of SLDs 

varied and still demanded further scientific research. Realisation of this fact raised an 

urgent need for development of diagnostic tools that would enable identification of SLDs 

with greater precision and allow for better adjustment of educational methods. Monroe 

had her follower in the person of Samuel Kirk who, previously tutored by Monroe, 

founded the first experimental preschool for children with mental retardation in 1949 

(Swanson et al. 2013: 19). His achievements in the field of SLDs are described further, 

as his scientific work flourished in the emergent phase of research in SLDs. 

 Remedial pilot trainings suggested by the researchers of the transition phase and 

conducted on an experimental stage under clinical conditions led to consolidation of a 

new trend in the studies on SLDs in the following emergent phase of the development of 

scientific thought in SLDs. In fact, this new trend caused a shift of a burden of research 

in SLDs from the medical to educational perspective.   

  

 

1.3 Emergent phase (1960 ï 1985) 

 

After years of research in various areas of mental disorders and exchange of scientific 

experience between scientists of the transition phase, the growing need for 

systematisation of the existing state of knowledge, as well as categorisation of SLDs, 

became necessity. The following historical period dated from 1960 to 1985 that covers 

the period of systematisation in categorisation of learning disorders and emergence of 

research in direct causes of SLDs, described by specialists as pathomechanisms, is 

recognised as the emergent phase. This phase is also significant from the perspective of 

educational methods and corrective and compensatory programs dedicated to learners 

with SLDs. Experts of the emergent phase engaged in studies of pathomechanisms in the 

medical field, also became interested in developing educational methods that could 

improve the disabled life skills. Otherwise speaking, the issue of special education needs 

was proclaimed for the first time by educational psychologists of the emergent phase, 

who tried to improve early remedial programs and in this sense provided a foundation for 

the twentieth century integrative education of learners with SLDs in main stream 

educational systems. Therefore, from the educational perspective, this historical period is 

undoubtfully a breakthrough in the field of development of scientific thought in SLDs. It 
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is then justified to identify this historical period as the emergent phase, which term is also 

used by Lerner (2000), Hallahan and Mercer (2001) and Guardiola (2001), and which in 

their understanding covers an idea of change, improvement and ground-breaking results 

in the field of research. 

 In Europe, research in SLDs was performed by such experts as Magdalena Vernon 

from Great Britain, Rene Zazzo from France, Eve Malmquist from Sweden, and many 

others. Their contributions to the field of research are significant for the emergent phase 

and of a great importance for the following integration phase. As works of scientists 

representing the three countries of interest, Austria, Czechia and Poland deserve closer 

attention due to their importance, they will be given close attention separately in relevant 

sections of chapters 3, 4 and 5 of the present work. 

 The two decades of the emergent phase can be generally characterised by intensive 

attempts of researchers to categorise different SLDs into subgroups. However, as 

Gauntlett (as cited in Tarnopol and Tarnopol 1981: 221) explains, this categorisation was 

not easy because of variety of forms of SLDs and differentiation in their intensiveness. 

After examination of reading disabilities in British school children, Gauntlett noticed that 

lack of categorisation of SLDs precludes diagnosing of learners with dyslexia. He 

claimed: 

 

Dyslexics have not been diagnosed and appear to be failing through the open mesh of the 

medical sieve. This most likely occurs because there is no medical category of dyslexia or 

specific learning disabilities that is generally recognised, and if no category exists, the 

conditions cannot be diagnosed by physicians (or psychologists or educators). 

(Gauntlett as cited in Tarnopol and Tarnopol 1981: 53) 

 

 Some researchers attempted to provide their own categorisation of SLDs. For 

instance, an English psychologist, Magdalena Vernon from the University of Reading 

(Great Britain) suggested a distinction of SLDs with reference to visual, auditory and 

abstract reasoning problems (Vernon 1971: 10-77). With reference to reading disabilities, 

she believed that dyslexia was caused by deficiency in the basic phonological processes 

responsible for forming associations between printed letters and their phonological 

representation (Vernon 1971: 63). Her idea differed from other already recognised causes 

of SLDs such as environmental factors, low intelligence or emotional maladjustment, 

therefore she used a new term of ñspecific developmental dyslexiaò to name the 

phenomenon (Vernon 1971: 77). Interestingly, the results of Vernon's research were 

confirmed by studies of other British representatives of the emergent phase, including 
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Tizard, Bullock, Warnock, Sivler, Hagin, as well as American experts (Guardiola 2001: 

14-15) whose achievements are described later in this chapter. 

 Apart from scientific discoveries of Vernon in Great Britain, in France a 

psychologist and pedagogue Ren® Zazzo, who in his research was also interested in 

causes of SLDs, suggested in 1959 to introduce a concept of ñoligophrenic heterochronyò 

to terminology of SLDs (Gilly 1996: 195). In particular, the term referred to genetic 

causes of SLDs. Zazzo (as cited in Gilly 1996: 195) claimed that deficits in brain tissues 

or their injury in the period of infancy were responsible for unequal and insufficient 

mental development of young children with SLDs. In his further studies, he concentrated 

on elaborating intelligence tests that became an alternative to Binet-Simon scale 

introduced earlier in the transition phase (Gilly 1996: 195). As M. Bogdanowicz (1985: 

263) notices, his work was inspiring for Polish specialists in the field. What is more, also 

Swedish researchers followed Zazzoôs revelations about developmental causes of SLDs, 

what found its confirmation in their studies (Malmquist 1981: 453). In particular, it was 

established that the reading disorder was not a technical problem for an individual 

analysis but an issue associated with the child's general development. Therefore, it was 

presumed that remedial steps should be intimately introduced to the education process of 

individuals with SLDs and integrated with their physical, emotional, intellectual and 

social development. Additionally, a need for preparatory teaching, that would strengthen 

learners' general development before a standard educational instruction, was advocated 

(Malmquist 1981: 453-454). Such an attitude towards teaching of young learners with 

SLDs in 1960s turned to be inspirational for future psychologists and pedagogues who 

developed the concept of integrative approach in education in the 1980ôs.  

Similarly to the situation in Europe, also in the USA the development of scientific 

thought in the field of SLDs was very intensive, if not more dynamic. This was partly due 

to advancement of such scientific disciplines as cognitive psychology and newly born 

neuroscience in which American experts became especially interested in the second 

decade of the emergent period (Guardiola 2001: 16). Hallahan and Mercer (2001: 8) 

enumerate four key factors that characterise this phase in the American field of research, 

namely: establishment of learning disorders as a formal category, inclusion of learning 

disorders into the federal government agenda, foundation of parent and professional 

organisations for learning disorders, and finally development of first educational 

programmes for students with learning disorders. 

 With reference to categorisation of SLDs, the discussion among American experts 
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in the field reflected similar attempts of European scientists in this matter. An expert who 

was the first to provide a definition of learning disorders on the American ground was 

Samuel Kirk, Monroeôs student, who defined learning disorders in his article published 

for Exceptional Children in 1962 with the following words: 

 

A retardation, disorder, or delayed development in one or more of the processes of 

speech, language, reading, writing, arithmetic, or other school subject resulting from 

a psychological handicap caused by a possible cerebral dysfunction and/ or emotional 

or behavioral disturbances. It is not the result of mental retardation, sensory 

deprivation, or cultural and instructional factors.  

(Kirk and Bateman 1962: 263) 
 

 In his definition of learning disorders Kirk excluded learners who were mentally 

disturbed and those who were physically handicapped, for example blind or deaf. In his 

opinion, methods of managing and training them had already been recognised by the field 

experts. His findings were motivating for parents of children with the defined learning 

disorders, who in the same year formed the first in the USA non-governmental support 

organisation known as The Association for Children with Learning Disabilities (ACLD). 

This non-profit body is currently recognised as the largest parent organisation of 

perceptually handicapped children in the United States that operates under a name of The 

Learning Disabilities Association of America (LDA) (Kirk 1970: 109). 

In his early scientific work, Kirk (1970: 108) also aimed at the development of 

special tests that would help to differentiate communication problems before the 

remediation. Such diagnostic tests could have an impact on an individual choice of 

remedial techniques that would be better adjusted to learnersô individual needs. As a result 

of his studies and practices, the first edition of the Illinois Test of Psycholinguistic 

Abilities (ITPA) aiming at identification of learners' individual differences was issued at 

the beginning of the emergent phase in 1961 (Swanson et al. 2013: 19). 

 In 1965 a student of Kirk, Barbara Bateman, suggested another definition of 

learning disorders, describing that ñchildren with learning disabilities manifest 

discrepancy between their potential and actual level of performance in the learning 

process, which may or not be accompanied by nervous system dysfunctionò (Bateman, 

1965: 220). Her definition was consistent with Monroeôs discoveries in the notion of 

discrepancy between achievement and potential, what helped to popularise Batemanôs 

definition. 

The process of categorisation of various learning disorders gained momentum 
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when the U.S. federal agencies took interest in developing the subject. Two teams of 

medical professionals (Task Force I) and educators (Task Force II) were engaged by the 

government to work on a definition of óminimal brain dysfunctionô that could be used as 

a basis for legislation of education programmes. Task Force I defined minimal brain 

dysfunction as a disorder affecting children with average or above average general 

intelligence, and that resulted from deviations of function of the central nervous system 

(Clements 1966: 9-10). According to this definition, impairment in perception, 

conceptualization, language, memory, and control of attention, impulse, or motor function 

may be manifested in various combinations and arise from genetic variations, 

biochemical irregularities, injuries or illnesses, or from unknown causes which are critical 

for the development of the central nervous system (Clemens, 1966: 10).  

Due to a fact that there was no agreement as to a common definition from experts 

of Task Force II, a definition of learning disorders that could be applicable by law 

remained underdeveloped until the late 1960ôs when the U.S. Office of Education (USOE) 

formed the National Advisory Committee on Handicapped Children (NACHC) with a 

chairman in person of Samuel Kirk. Regardless of the definition developed by Task Force 

I, the one offered by the NACHC committee resembled the definition of learning 

disorders firstly offered by Kirk in 1962 (USOE, 1968: 34). Actions undertaken by the 

Bureau for the Education of the Handicapped (BEH) convinced American Congress to 

legislate the Children with Specific Learning Disabilities Act in 1969 in which the 

NACHC definition was adopted, what finally allowed for inclusion of learning disorders 

to the categories eligible for special education assistance (Hallahan and Mercer, 2001: 

16). According to the said definition, SLDs were referred to as an ability-achievement 

discrepancy when: 

 

(1) The child does not achieve commensurate with his or her age and ability levels, 

when provided with learning experiences appropriate for the child's age and levels; 

and 

(2) The team finds that the child has a severe discrepancy between achievement 

and intellectual ability in one or more of the following areas: oral expression, listening 

comprehension, written expression, basic reading skill, reading comprehension, 

mathematics calculation, or mathematics reasoning. (USOE 1977: 65083) 

 

In 1970, Public Law 91-230 consolidated the Education of the Handicapped Act 

with other programs that focused on teaching children with disabilities, which gave Kirk 

an opportunity to further refine the ITPA, reinforcing Monroeôs earlier idea of intra-

individual differences among children with learning disabilities and propagating the 
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concept of diagnostic-perspective teaching (Hallahan and Mercer, 2001: 18). 

Apart from the national discussion about the common definition and categorisation 

of learning disabilities, educational aspects concerning remedial techniques and 

compensatory programmes were given closer attention in the emergent period. With 

reference to this issue, Fletcher-Janzen and Reynolds (2008: 196) notice that theorists 

such as Helmer Myklebust and Doris Johnson, who focused on remedial techniques of 

educating children with learning disabilities in the USA, also had their significant impact 

on the developments in the field of SLDs. Through their studies on receptive language 

problems, they noticed that training comprehension skills should come first before 

training productive skills. In the opinion of Johnson and Myklebust (1967: 137) opinion, 

it was beneficial for children to train whole words and sentences rather than nonsense 

words or isolated sounds. They further explained that words sounding different should be 

taught first before words that consist of sounds difficult to discriminate. Training of 

auditory cognitive skills, including discrimination, rhyming and blending were, in 

Johnson and Myklebustôs belief prerequisite to the success of an auditory-phonetic 

reading programme and indicated the need for a global language approach (Fletcher-

Janzen and Reynolds 2008: 196).  

 Other scientists such as Newell Kephart, Marianne Frostig, Gerald Getman, 

Raymond Barsch, Glen Doman, and Carl Delacato focused on development of new 

training programmes on learning difficulties, dedicated in particular to visual and visual-

motor disabilities (Hallahan and Mercer 2001: 18). Newell Kephart, for instance, 

launched his major publication The Slow Learner in the Classroom in 1960 in which he 

presented his theoretical ideas about SLDs together with a number of perceptual-motor 

training exercises. The most significant aspect of his theory, however, referred to 

perceptual-motor match that relied on two assumptions: first, that motor development 

proceeds visual development, and second, that kinaesthetic sensation resulting from 

motor movement provides feedback, which then can be used for monitoring visual-motor 

activities (Kephart 1960: 60). Therefore, Kephart applied motor training as precedential 

to visual perceptual training. In his approach, he also gave a lot of attention to the problem 

of lateralisation, establishing that learners who found it difficult to distinguish the left 

from the right side of the body also had difficulties with reversals, e.g. discriminating a 

letter d from b or p (Kephart 1960: 60), what stayed in agreement with Ortonôs earlier 

discoveries. 

 Another American scientist who worked on a development of diagnostic tools and 
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launched a training programme for children with SLDs was Marianne Frostig. This 

psychologist of Austrian roots, who in the last decade of the transition phase moved to 

the USA, in 1947 founded Marianne Frostig Centre of Educational Therapy in Los 

Angeles, California. Frostig developed a diagnostic test that measured five perceptual 

functions in children: eye-motor coordination, figure-ground visual perception, form 

consistence, position in space and special relations (Frostig et al. 1964). Children 

subjected to ñThe Marianne Frostig Developmental Test of Visual Perception with 

diagnosed learning disabilitiesò underwent a special visual perceptual training 

programme that included paper-and-pencil exercises performed in an established order. 

This specific training aimed at an increase in the precision of gross and fine motor co-

ordination and skills (Frostig and Horne 1964: 7). After completion of the training 

programme, children could either continue their education in regular schools or in case 

of poor remedial effects were redirected to special education classes.  

 In addition to works of Kephart and Frostig, another theorist, Raymond Barsch 

advocated the so called Movigenic Curriculum in 1965 in which he developed 12 areas 

focusing on movement: ñmuscular strength, dynamic balance, body awareness, spatial 

awareness, tactual dynamics, kinaesthesia, auditory dynamics, visual dynamics, 

bilaterality, rhythm, flexibility, and motor planningò (Barsch, 1965: 15-16). His 

perceptual and perceptual-motor training programme, as well as remedial courses offered 

by Kephart and Frostig turned to be effective in improving perceptual and perceptual-

motor skills. For this reason they were popularised and adopted also in Europe. Hammill 

and Larsen (1974: 13) admit that the above mentioned programmes were successful as 

forms of remedy, however, they notice that the programmes had no impact on improving 

learners' academic performance. Some revelations about this issue were brought at the 

end of the emergent phase, opening a new educational perspective of integration.  

The attempts of scientists to improve academic skills of learners with SLDs was 

given attention of the U.S. educational authorities (the USOE). As a result, five research 

institutes were settled at Universities of Kansas, Minnesota, Illinois, Virginia, and 

Columbia  within the period from 1977 to 1982 (Hallahan and Mercer 2001: 21). Each 

unit conducted research in different areas of learning disorders, which referred 

respectively to: educational interventions for adolescents, the decision-making process 

and curriculum-based assessment, the social competence and attributions about success 

and failure, attention problems, and information processing difficulties (Hallahan and 

Mercer 2001: 21-22).  
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The outcome of the studies conducted by researchers of the University of Kansas 

revealed that learning disabilities are of the lifelong nature and that many of the students 

subjected to research faced deficiencies in learning strategies, academic skills and social 

skills (Schumaker et al. 1983: 45-74). In turn, the researchers from Minnesota University 

found that students with learning disorders, as well as their teachers, benefited from 

curriculum-based assessment, due to a method of teaching based on the curricula to which 

students were exposed, which provided more educationally useful information than 

previously standardized tests of achievement (Ysseldyke et al. 1983: 75-93).  

In Chicago, the team from the University of Illinois that focused on studentsô 

social confidence established that students with learning disorders had deficits in 

pragmatic use of language, therefore they sounded less persuasive in conversations, rarely 

asked for clarification in ambiguous situations, which interfered with their ability to make 

social bonds (Bryan et al. 1983: 1-9). Moreover, the researchers proved that students 

seriously underestimated their abilities and skills, attributing their failures to lack of 

ability, and successes to either simplicity of tasks or pure luck (Bryan et al. 1983: 14-16). 

Researchers from the University of Virginia observed that students facing learning 

disorders increased their academic productivity if they self-monitored their attention. 

Therefore the team tried to develop strategies directly applicable for the use on academic 

tasks, which contributed to an establishment of several specific techniques for instruction 

in reading and maths (Hallahan et al. 1983: 113-114).  

The Columbia Institute which researched information processing difficulties 

conducted works on memory and study skills, arithmetic, basic reading and spelling, and 

interaction of characteristics of the text and the reader (Connor 1983: 23-44). The work 

of the Institute researchers raised controversy about the nature of SLDs, however it also 

contributed significantly to the present knowledge about them. The researchers reported 

that learners with SLDs, were in fact capable to improve their academic skills. As they 

put it: 

 

students have not acquired efficient strategies for processing task information and 

therefore cannot use their abilities and experience to profit from conventional 

instruction [é], however, they are capable of acquiring the strategies that account for 

competent performance and that they can improve their academic skills and adaptive 

functioning when they are taught task-appropriate strategies. (McKinney 1983: 131) 

 

As McKinney (1983: 131) notices, such conclusion of the research was in 

opposition to the earlier believe of the 1960s according to which students with learning 
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disorders faced relatively enduring deficits in the development of specific abilities, which 

hindered their capacity to perform academic tasks. Revelations from the Columbia 

Institute motivated experts to intensified educational efforts in the following phase of 

development of scientific thought in SLDs, which resulted in a revolutionary change in 

education of learners with SLDs by their integration into regular classes of public schools 

and enforced an improvement of teaching methods. 

 

 

1.4 Integration phase (1985 - 1999) 

 

The integration phase brought gradual stabilization in the field of SLDs, especially with 

reference to its convergent definition provided by various research institutes. Beginning 

with the middle 1980s further research on phonological processing and hereditary causes 

of SLDs were developed. However, as Hallahan and Mercer (2001: 24) notice, some 

discrepancies between researchers concerning different attitudes towards identification 

procedures and the debate over placement options remained vivid. It was due to the split 

between the two concepts of modern and postmodern perception of SLDs. Modernism 

viewed SLDs as a medical construct, therefore this concept was followed mainly by 

physicians, psychiatrists and neurologists who concentrated their efforts on remedial 

methods that could help to compensate deficits and push the disabled learners towards 

special education in order to improve their functioning, knowledge and skills. 

Postmodernists quite contrary, perceived SLDs as a social construct which opposed  

common and incorrect, or even immoral assumptions that the disabled learners are 

different and less able. This commonly spread opinions posed limitations on potential 

prospects for success of individuals with SLDs and needed to be changed. Postmodernism 

gathered mainly educators, pedagogues and psychologists who aimed  at integration of 

disabled learners into the mainstream education, what was believed to have a positive 

impact on social constructions (Hallahan and Mercer 2001: 24).   

A debate over the continuum of placement on one hand requested educators to 

take more ownership for integrative education of learners with SLDs (Hallahan and 

Mercer 2001: 30). On the other hand, it raised objections among experts against too much 

integrative practices. As Bradley et al. (2002: 87) explain, they were of an opinion that 

children with SLDs subjected to integrative education were deprived of sufficiently 

intensive and specialised instruction. The inconsistency as to the continuum of placement 
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led to the split of the current status of special education, which fact is of particular 

importance for the realisation of the present work.  

 With reference to medical field of studies in SLDs, lack of agreement between the 

specialists of the integration phase as to the continuum of placement turned some 

scientists to research in memory and visual deficits of learners with SLDs. Thomson (as 

cited in Guardiola 2001: 20) stated that reading problems were generated by deficient 

brains of the disabled due to their smaller capacity. This idea was accepted by other two 

British researchers, Stein and Fowler, who thought that an unstable ocular-motor 

dominance, as well as a faulty eye convergence are responsible for occurrence of the brain 

deficit (Guardiola 2001: 20). Difficulties in developing reading were also seen in deficits 

referring to phonological processes. Adams (1990: 57) noted that the discovery of the 

nature and importance of phonemic awareness was considered the breakthrough in 

reading in the 20th century as the research on it had the potential to improve the assessment 

and intervention practices used to treat learning disabilities. According to the definition 

provided by the U.S. National Reading Panel (NRP) from 2000, phonemic awareness is 

the ability to focus on and manipulate phonemes which are the smallest units of spoken 

language (NRP 2000: 2-1). In a report to the U.S. Senate Committee on Labour and 

Human Resources, Lyon (1998) explained the importance of phonemic awareness in the 

following words: 

 

In contrast to good readers who understand that segmented units of speech can be 

linked to letters and letter patterns, poor readers have substantial difficulty developing 

this "alphabetic principle". The culprit appears to be a deficit in phoneme awareness 

- the understanding that words are made up of sound segments called phonemes. 

Difficulties in developing phoneme awareness can have genetic and neurobiological 

origins or can be attributable to a lack of exposure to language patterns and usage 

during the preschool years. The end result is the same however. Children who lack 

phoneme awareness have difficulties linking speech sounds to letters - their decoding 

skills are laboured and weak, resulting in extremely slow reading. (Lyon 1998: 12) 

 

Further, Lyon (1998: 12) pointed that phonemic awareness skills can be used as predictors 

in early assessment of learning disabilities in children of kindergarten and those of first 

grade, noting that it is possible to predict with approximately 80 to 90 per cent accuracy 

which learners will become good or poor readers. In the report, he also advocated a need 

for ñmultiple early intervention programmes that combine instruction in phoneme 

awareness, phonics, fluency development, and reading comprehension strategiesò (Lyon 

1998: 13). In his opinion, the intervention should be provided by competent teachers who 

would improve reading skills of learners with learning disabilities to average levels. Lyon 
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was convinced that prevention was of crucial value, as any delay in early intervention 

until the learnerôs biological age of nine increased the risk of further continuation of 

difficulties in learning to read by 75 percent (Lyon 1998:13).  The importance of 

phonemic awareness had its impact on the definition of learning disabilities provided in 

1994 by the International Dyslexia Association along with the National Centre on 

Learning Disabilities and the National Institute of Child Health and Human Development, 

according to which, 

 

Dyslexia is a specific language-based disorder of constitutional origin characterized 

by difficulties in a single word decoding, usually reflecting phonological processing 

abilities. These difficulties in single word decoding are often unexpected in relation 

to age and other cognitive and academic abilities; they are not the result of generalized 

developmental disability or sensory impairment. (Lyon 1995: 9) 

 

 The fact that reading difficulties have their origins in difficulties to develop 

phonemic awareness, reading comprehension strategies, as well as reading fluency, 

prompted doubts whether teachers were ready to teach reading skills. Based on Lyonôs 

report most teachers turned to be under prepared as they received little formal instruction 

in disorders and reading development during their graduate studies (Lyon 1998: 15). 

 Regardless of the studies on phonological processing, biological causes of SLDs 

were given more attention in the integration phase. Following post-mortem studies and 

neuroimaging studies, researchers pointed at hereditary factors as affecting learning 

disorders. Pennington (1990: 195) informed that about 40 per cent of first-degree relatives 

of children with learning disorders also faced them. Similar findings related to speech, 

spelling and language disorders (Lewis 1992: 586-597). Rack, Snowling and Olson 

(1992: 29) from the University of Colorado evidenced both phonological nature of 

dyslexia and its heredity. According to post mortem studies conducted throughout the 

1990s by Albert Galaburda, Norman Geshwind and others (Galaburda et al. 1994: 8010) 

the brain of dyslexics differed from the normal brain. It was due to the fact that the left 

side medial geniculate nuclei (MGN) in the brains of dyslectic people were significantly 

smaller than the right ones, which was in contrast to brains of non-dyslexics. Moreover, 

the dyslecticsô brains had more small neurons and fewer large neurons in the left MGN. 

The results of the research were consistent with earlier behavioural findings of a left 

hemisphere-based phonological defect in dyslectic individuals (Galaburda et al. 1994: 

8010). The researchers conclude that: 
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Developmental dyslexics have impaired reading skills despite normal intelligence, 

sensory acuity, motivation, and education. Though many consider dyslexia to be 

fundamentally a disorder of language, there is evidence that it is associated with 

perceptual abnormalities that could, by interfering with normal development, lead to 

the higher-order defects, including linguistic anomalies. (Galaburda et al. 1994: 8010) 

 

 Apart from new findings in the field that added to biological and hereditary nature 

of SLDs, there was another important concern which referred to the discrepancy between 

achievement and intellectual potential as part of their identification procedure (Hallahan 

and Mercer 2001: 30). This procedure in differentiating learnersô disabilities on the basis 

of IQ tests was developed in the emergent phase, but was subjected to criticism in the 

1990s due to an observation that children who were better readers in general learnt more 

and so achieved better results in IQ tests. Considering this obvious fact, learners with 

reading disorders were probable to score lower in IQ tests and have their IQ 

underestimated (Siegel 1989: 469). The discrepancy procedure was also difficult to 

implement on preschool and early elementary levels, as childrenôs intellectual 

development vary significantly at the early educational levels, thus identifying 

achievement deficits was not sufficient for estimating learning disorders (Fletcher et al., 

2007: 67). The consequence of using the discrepancy approach could also lead to 

exclusion of learners with reading disorders from the group of learners with SLDs, as 

Stanovich (1988) explained, ñdeficient metacognitive functioning means lower 

intelligence; which reduces the achievement/ attitude discrepancy; which takes the child 

out of the reading disability categoryò (Stanovich 1988 as quoted in Siegel 1989: 475-

476).   

All the above issues influenced researchersô attitude towards discrepancy 

approach and caused a turn in the studies of SLDs in the integration phase towards 

psychological and educational areas of a child's development (Lawrence 2009: 18). 

Owing to this tendency, therapeutic programmes appeared to be more of compensatory-

corrective than corrective type (Augustyniak 2010: 261). Such attitude brought to life a 

new concept of educating learners with SLDs based on the development of their motor 

and intellectual skills via movement activities and experiences.  

In the early 1990s, Ernst Kiphard who worked with children facing behavioural 

and emotional disorders noticed that applying physical activities to the therapy was a 

remedial method that brought positive effects. Kiphard was of the opinion that deficits in 

perception and movement referred to minimal cerebral dysfunction causing disharmony 

and destabilization of children's personalities. He developed the concept of psycho-



29 

 

motorics and is recognised as the founder of motor pedagogy by contemporaries 

(Zoglowek and Aleksandrovich 2016: 157). 

 Within the frame of research on behavioural and emotional disorders, a 

compensatory-corrective method that turned to be effective in therapies was developed 

by Veronica Sherborne. Although the method was applied fifty years earlier, it gained 

intensive attention of therapists and educators in the 1990s. The method was initially 

dedicated to learners with severe learning disorders, however in the integration phase it 

was recognised as beneficial for all learners regardless to their problems. It was so, 

because Sherborne developmental method aimed at stimulation of all cognitive, 

emotional and social spheres in children (Zoglowek and Aleksandrovich 2016: 158). 

 The process of integration of learners with SLDs into the main stream education 

was long and uneasy. In the middle of 1990ôs environments focused on activities that 

aimed at integration of people with SLDs into various spheres of social life. However, 

some doubts were raised as to the selection of teaching approaches and expertise in SLDs 

of teachers engaged in the mainstream education. Therapeutic centres, associations 

gathering people with SLDs and their families, as well as parents of children with SLDs, 

and even schools, began to report the inadequacy of performed integrative actions in 

relation to its assumed effects (Haug 2017: 209). New postulates opting for changes in 

the integrative approach were expressed in the Salamanca Statement in 1994, however it 

was six year later when the problem of insufficiency of integration was finally reanalysed 

on the international level by UNESCO in 2000 at the Dakar World Education Forum. 

Regardless of positive changes and general improvement in the quality of life of 

individuals with SLDs brought by their social integration, insufficiency of the integrative 

approach was admitted and a need for its improvement in a shape of social inclusion of 

the disabled was manifested by UN (UNESCO 2003: 4). It was also adopted and 

confirmed on the European ground in a document known as the Lisbon Strategy (EC 

2000, Art. 32). According to the assumptions of article 24 of this document, the European 

social model demanded modernisation, inter alia, by elimination of social exclusion of 

the disabled. The new approach, initiated in the year 2000, gave beginning to the process 

of inclusion, which also enforced changes in educational systems.      
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1.5 Inclusive phase (2000 and beyond) 

 

The inclusive phase, though strongly associated with educational aspects of children with 

SLDs and full socialisation of people with various disorders into the existing human 

society, also brought some improvements in the field of diagnosing and defining SLDs. 

The findings of post-mortem studies of dyslecticsô brains performed in the integration 

phase, found their confirmation in neuroimaging studies of researchers who, with the use 

of magnetic resonance imaging (MRI) and computerised axial tomography (CAT) scans, 

detected the same reversed symmetry for the planum temporales (a segment that includes 

Wernickeôs area) of adults with dyslexia. The results of further studies confirmed that 

abnormal functioning of the brain responsible for dyslexia is located in the left 

hemisphere (Hallahan and Mercer 2001: 28). The research performed by Gardner and 

later by Galaburda which supported the view of the superior development of the right 

hemisphere of brain in dyslectic learners explained high level of creativity and visual 

processing of dyslexics in comparison to other learners (Lawrence 2009: 17). As 

Lawrence (2009: 17) remarked, Galaburda even hypothesised that dyslexia was not a 

specific disorder but a variation of the brain development, not a deficit but a difference. 

It excluded the dyslectics from the group of mentally retarded patients. For this reason, 

Bradley et al. (2002: 796) stated that the level of IQ should be rejected as a measurement 

factor in defining SLDs, which opinion was initially expressed by Stanovich in 1990ôs. It 

was due to the fact that the key to the reading disorders was hidden in phonological 

processing which was not regulated by the central processing system (Stanovich 1988: 

177 as cited in Siegel 1989: 476). Bradley et al. (2002: 796) further justified that 

discrepancy between IQ and achievement was an insufficient factor to determine whether 

a learner with SLDs performs outside the ranges of mental retardation. In change, aptitude 

and achievement tests were suggested. This way of thinking is close to postmodernists' 

views who believe that appropriately selected programmes of inclusive teaching, 

designed to develop visual-spatial thinking, would be of greater benefit than remedial 

methods applied earlier to learners with SLDs, (Silver and Hagin 2002: 7).  

This way of approaching learners with SLDs was also approved by a Scottish 

psychologist Philip Seymour from the University of Dundee, who convinced that 

multiplicity disabilities complicated the division of SLDs into subgroups, for which 

reason they should be divided only into three broad categories of semantic, phonological 

and visual nature (Guardiola 2001: 21). These general categories now indicate a direction 
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in educational approaches applied by inclusive units. A wide spectrum of SLDs, turned 

specialists' attention towards adjustment of various forms of therapies and methods of 

teaching towards learners special educational needs (SEN) that require to be satisfied 

individually in case of every disordered learner. As it has been mentioned earlier in 

section 1.4 hereabove, the integrative approach in education of young learners, introduced 

to schools in 1990ôs as an alternative to special education, unfortunately failed to meet 

learnersô SEN, regardless of educatorsô efforts. Moreover, as Haug (2017: 209) notices, it 

also turned to be insufficient in warranting equal rights and chances to achieve an 

educational success by learners with and without disabilities. Therefore, from 2000 the 

European Union governing authorities have attempted to introduce a new approach based 

on the concept of inclusion to public schools. The inclusive approach is focused on 

adjustment of methods, techniques of teaching and didactical materials to learners' 

individual educational needs. In 2014, in order to mark a change of the educational 

approach in European countries, and give inclusive education a prioritising status, the 

European Agency for Development in Special Needs Education changed its name into the 

European Agency for Special Needs and Inclusive Education (EASNIE 2020: 5). To 

better understand the differences between the two approaches of integrative and inclusive 

nature, table 3 below is used.  

  

Table 1: Characteristics of integrated and inclusive education for learners with SLDs after Jones (2004) 

Integration in education Inclusion in education 

focus on the needs of a learner with SLDs equal focus on the needs of all learners 

expertise of specialists only expertise of specialists and current 

teachers 

special intervention good teaching for all 

benefit for the integrated student benefit for all students 

partial change of environment total change of school 

focus on the student with SLDs focus on a group  

special programme for a learner with SLDs overall strategy of a teacher  

importance of assessment importance of performance 

 

Analysing the above table, it can be seen that according to the inclusive approach 

all learners engaged in the process of education are expected to have their educational 

needs satisfied by means of employment of different strategies of teaching and learning. 

The choice of educational strategies depends on learnersô abilities, skills and preferences. 
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These kinds of adjustment cause that any special intervention aiming at remedial means 

needs not to be taken as learners perform educational tasks in accordance to their 

preferable learning strategies and in an individualised manner. Therefore, as Jones (2004: 

32) puts it, inclusion in education seems to be a beneficial approach for all learners 

regardless of their abilities as they work at their own pace, become more autonomous and 

do not require constant attention of the teacher.  

The presented differences between integrative and inclusive approaches also show 

that new challenges are set for the educational environment. In general, they refer to: a 

need for reorganisation of functioning of schools, a shift of importance from assessment 

to performance, and a change of recently applied teaching strategies. Such  vast and 

substantial changes demand rearrangements in the system of education, schoolwork 

organisation, teacher education and training and adjustment of teaching methods. 

Probably, as Haug posits (2017: 206), this is a reason why after two decades from its 

initial acceptance by the European Union member states, inclusion in education is still in 

the process of development.  

 

 

1.6 Final comments 

 

In the present chapter, the process of development of research in SLDs has been outlined 

for better understanding of the nature of SLDs. As it was described, scientific interest in 

learning disorders began in the nineteenth century and is recognised as the foundation 

phase of scientific interest in SLDs. Initially, these were  individual and independent case 

studies which drew public attention to the general issue of learning disorders. From the 

beginning of the twentieth century and together with the offset of the transition phase of 

scientific research, convergence of scientific efforts from individual into associated 

international activities of experts in Europe and the USA can be noticed. As it was shown, 

gradual recognition of variety of learning disorders accelerated developments in the field 

of medical research in SLDs of the emergent phase. Studies, often performed by 

international teams of specialists, turned to be more systematised and as such led to an 

identification of various dimensions of learning disorders. Due to the substantial 

differences between various learning disorders, they became differentiated between 

learning disorders and specific learning disorders. What is more, intensive studies in 

SLDs conducted over the following decades also resulted in a development of diagnostic 
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tools, which in turn had an influence on organisation of first remedial courses conducted 

by special education therapists for the disordered individuals. Positive effects of 

individual remedial and compensatory courses organised at medical centres confirmed 

high educational potential of learners with SLDs. The development of diagnostic tools 

and therapeutic programmes in the 1970s of the emergent phase led to a change in the 

perception of educational potential of individuals with SLDs. A new educational path  of 

mainstream schooling was opened for disordered learners whose intelligence remained 

within the approved norms.  

As it has been described above in section 1.4 of the integration phase, introduction 

of individuals with SLDs into the mainstream school system demanded certain 

adjustments in organisation of school work, methods of teaching and teacherôs training. 

This, in turn, was to force changes in social perception of individuals with SLDs. It can 

be said, that integration of learners with SLDs into the mainstream education system was 

revolutionary as it opened new life perspectives for them, and positively influenced social 

perception of individuals with various disabilities. However, after almost fifteen years of 

educating individuals with SLDs in public general education units, it became evident that 

the adopted integrative approach, though right in its assumptions, seriously lacked 

perfection. As it has been shown, instead of adjustment of all the factors influencing the 

integrative process of education to individuals SEN, these were the disordered learners 

who had to adjust to the existing systems of education. As a result, they were subjected 

to stigmatisation and in consequence to social rejection. Therefore, systems of education 

needed to be redirected again to suit SEN of the disordered learners. 

The newest concept of inclusive education, as described in section 1.5 above, has 

been developed since 2000 as an amendment of the integrative approach. This time, 

thorough changes in national systems of education have been planned, which also covers 

improvements in curricula for the tertiary level of teacher education. Undoubtedly, as 

many admit (Forlin, 2013, Haug 2017, Schwab et al. 2015, Suleymanov 2015), inclusion 

is considered to be the greatest contemporary achievement in the field of education of the 

disabled. It supports learners with SLDs in meeting their academic and social potential, 

enforces removal of barriers in communication and adjustment of teaching methods as 

well as promotes socialisation. The most important change, however, refers to an 

application of a student friendly teaching approach which shifts the importance of the 

process of education from assessment to performance. 

Much as there are no doubts about the rightness of the purpose of the inclusive 
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approach, its implementation and performance are still problematic (Suleymanov 2015: 

8). Forlin (2013: 67) explains that difficulties in introducing inclusion into educational 

systems depend on the policy processes that particular European Union member states 

apply. He stresses the necessity for national policies that address inclusion to be based on 

a clear and articulated concept of equity, where all complexities involved in the process 

of implementation are thoroughly and systematically recognised. Successful inclusion, 

then, depends on organisational, financial and social factors that vary for each country of 

the European Union and which have an impact on educational conditions. Therefore, the 

use of inclusive approach in educational practice is subjected to constant discussion in 

which some opt for total inclusion in education whereas others doubt its success.  

Presentation of the scientific thought of SLDs from historical perspective showed 

that there are different types of learning disorders. Their categorisation was subjected to 

various transformations and still raises vivid discussions. In the following chapter, the 

commonly applied definitions of SLDs are explained and subjected to a discussion. 

Further, the selected SLDs are characterised, for the sake of their thorough understanding.  
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Chapter 2: Language related learning disorders  

 

2.0 Introduction 

 

As demonstrated in the previous chapter of the dissertation, SLDs have been differently 

perceived and defined by medical and educational research communities throughout the 

historical phases of development of scientific thought on SLDs. Moreover,  sophisticated 

nature of learning disorders and various, often overlapping, characteristics made the 

process of classification of SLDs complex and difficult. Therefore, due to discrepancies 

between various definitions of SLDs and lack of common perception of the problem 

among the specialists in the field, the author of the dissertation finds it necessary to make 

an attempt to systematise the existing state of knowledge concerning the modern 

understanding of SLDs and mark the fundamental differences between nonspecific and 

specific learning disorders. It is further important to notice that regardless of numerous 

discrepancies in defining SLDs, at present there are their two main classifications that are 

followed internationally. Their appearance was outlined earlier in the previous chapter of 

the thesis. The first of the said definitions was issued by the World Health Organisation, 

whereas the second one was established by the American Psychiatric Association. Both 

are provided below and used herein as reference in defining SLDs due to their 

international character and appliance. 

  Further, as the problem of approaching young learners with SLD in their foreign 

language education is subjected to an analysis in the present dissertation, it is also 

important to characterise the legal basis for educating learners with SLDs. For this reason, 
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firstly, causes and types of SLDs are presented and followed by a description of 

international declarations and legal acts which mark the significance of contemporary 

education of learners with SLDs by the mainstream units in European Union member 

states. Presentation of legal basis for educating learners with SLDs, is also crucial for 

further analysis of organisational, financial and social factors that influence the 

implementation and realisation of the inclusive approach in education in the three 

countries subjected to comparison in the empirical part of the present work. 

Finally, it is important to remember, that due to the authorôs interests in these SLDs 

which affect the foreign language learning process, the scientific considerations included 

in the present chapter are limited to two issues ï dyslexia with its related problems and 

dysphasia only. Excluded are any specific disorders that can be characterised by mental 

disturbance and those which are not related to difficulties in language acquisition.      

   

 

2.1 Defining specific learning disorders 

 

As it has been shown in Chapter One, the initial terminology that referred to individuals 

with SLDs differed significantly from the present perception of the concern. What is 

more, the intellectual potential of the disabled remained unnoticed in the initially applied 

terminology, what caused confusion and detriment. Defined as lunatic, insane, idiots or 

individuals of unsound mind (Tilley and Jarrett 20222: 132), they were bound to exclusion 

from the then society. Although the scientific development of the field has been dynamic 

throughout the twentieth century, the terminological changes were not introduced 

promptly. It was in 1962 when Samuel Kirk (Kirk and Bateman 1962: 73) used the term 

learning disability (LD) to define some children causing educational problems who were 

ñdelayed or retarded in learning to talk, read, write, spell or do arithmeticò. The disability 

was understood as an impairment of psychological nature which occurred due to a 

cerebral dysfunction or emotional and behavioural disorder. It was important, however, 

that LD was no longer considered as a kind of mental retardation or sensory deprivation. 

Three years later after the introduction of Kirkôs definition to the existing medical 

terminology, Bateman (1965: 220) completed it by stating that ñchildren with learning 

disabilities manifest discrepancy between their potential and actual level of performance 

in the learning process, which may or not be accompanied by the nervous system 

ódysfunctionô. Her explanation of the problem drew attention to neurological causes of 
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LDs and encouraged educators to explore the issue from the educational perspective. In 

1969, the U.S. Congress adopted Kirk's definition into the Children with Specific 

Learning Disabilities Act, which was later included in the Education of the Handicapped 

Act of 1975 (U.S. Congress 1976: Public Law 94-142).  

It is important to notice that the terms learning disabilities and specific learning 

disabilities have been used in the USA interchangeably since that time. In Europe, 

however, these two terms have a split meaning. As M. Bogdanowicz (1997: 152-153) 

explains, LDs include non-specific disabilities which are conditioned by factors such as 

mental retardation, neurological disorders, brain damage, sensory impairment and 

physical injury, as well as emotional disorders. SLDs, on the other hand, are understood 

as disorders in basic phonological processes manifested by difficulties in reading, writing 

or doing mathematical calculations, in spite of a person's normal intellectual performance, 

and sometimes even high intelligence, maturity in general development, and appropriate 

cultural background. Also Krasowicz-Kupis (2008: 22) notices that defining LDs as 

specific disorders addresses the intelligence factor, according to which learners with 

SLDs remain within the intellectual norm.  

 Another discrepancy in defining SLDs refers to un understanding of a difference 

between learning disability and learning difficulty. According to the U.K. educational 

policy provided by the British Institute of Learning Disabilities (BILD), the two terms are 

defined as follows: 

 

Learning disability ï is a general term that refers to individuals who find it harder to learn, 

understand and communicate. Other terms that are used to describe an individualôs 

situation include complex needs or high support needs.   

Learning difficulty ï is often used in educational settings and refers to individuals who 

have specific problems with learning as a result of either medical, emotional or language 

problems. Children and young people requiring special education needs (SEN) are often 

described as having a learning difficulty. (BILD 2011: 2). 
 

It can be noticed that, although both terms address the same problem and are often 

used interchangeably, the first definition is definitely more general and broad, referring 

to an individual's overall psychological and/ or physical conditions due to which a person 

needs to be supported in developing their receptive and productive skills. In the definition 

of learning difficulty, however, educational conditions are stressed, in which individuals 

with medical, behavioural or language problems need assistance, and for which reason 

the idea of integrative education was born and implemented into public schools in the 

integration phase described herein in section 1.4 of the present work. 
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 As it can be seen, the difference between LDs and SLDs, and the distinction 

between learning disability and difficulty depend firstly on the country where the 

terminology of either LDs or SLDs is used, and secondly, on a scientific discipline to 

which they refer. In association to the second aspect, it must be remembered that scientific 

studies had been first conducted by physicians and psychiatrists who concentrated on 

medical aspects of SLDs, and therefore used the term disability to mark the medical nature 

of SLDs recognised as a disorder or dysfunction of the human body. It was later in the 

emergent phase, described previously in chapter 1 of the thesis, when educationists and 

psychologists became interested in educational and social aspects of SLDs. Learning 

difficulty, then, is a term that characterises learners who, as it was put by Westwood 

(2003: 6),  do not present expected progress within the school curriculum, and whose 

basic academic skill areas that cover language, literacy and numeracy are poor. Such 

understanding of learning difficulties, however, may be caused by various factors, not 

only these which refer to an individualôs health condition. In particular, difficulties in 

learning may result from, for instance: an unsuitable curriculum, inadequate teaching, 

poor student-teacher bonds and/ or student-students bonds, truancy, social and/ or 

economic disadvantages, loss of confidence, emotional problems, repetitive 

misbehaviour, health problems, below average intelligence, sensory impairment, and also 

specific information processing difficulties (MacMillan and Siperstein 2002: 287; 

Naparstek 2002: 3; Westwood 2003: 6-7). The term learning difficulties, then, is definitely 

too wide to apply it for the context of SLDs. 

 Variety of terminology, as well as differences in the contexts in which SLDs are 

used, were convincing for the author of the present dissertation to search for a definition 

that encompasses intellectual problems of learners whose intelligence is within the 

accepted norms and who experience learning difficulties with reference to acquisition of 

language skills. 

 A definition that is broad enough to cover all of the above factors, and on the other 

hand precise enough in enlisting the disabilities of the authorôs interest is the definition 

developed by the U.S. National Joint Committee on Learning Disabilities (NJCLD) in 

2002 and adopted by the U.S. Department of Education (U.S. DE) in form of the 

Individuals with Disabilities Education Improvement Act (IDEA) of 2004 with the 

following wording: 

 



39 

 

Specific learning disability means a disorder in one or more of the basic psychological 

processes involved in understanding or using language, spoken or written, that may 

manifest itself in the imperfect ability to listen, think, speak, read, write, spell or to do 

mathematical calculation, including conditions such as perceptual disabilities, brain 

injury, minimal brain dysfunction, dyslexia, and developmental aphasia (U.S. DE IDEA, 

Part 300.8/c/10). 
 

 Firstly, according to the above definition, the notion of SLDs is understood as a 

disorder of psychological basis, neurological and/ or biological origin that refers to 

learners within the intellectual norm and who experience educational difficulties in 

mastering language skills. These educational problems are characterised by limited 

functioning in the areas of conceptual, social skills and acting according to convention, 

which refer duly to problems with reading, writing, doing mathematical calculations and 

communicating with others via accepted norms of behaviour. It is important to remember 

that mastering of all the above listed skills is essential for structuring a successful foreign 

language learning process. Similarly to the given definition, then, the author of the present 

work recognises that the concept of SLDs includes disorders which affect a relatively 

narrow range of performance outcomes and are not the results of such conditions as 

mental retardation, lack of opportunities to learn, inadequate choice of teaching methods 

or primary sensory deficits. Therefore, for the reasons described in the present work,  

learning disorders that affect individualsô ability to learn a foreign language are 

considered to be of specific nature.  

Secondly, it needs to be stressed, that the chosen definition and sounding of SLDs 

is compatible with the concept of developmental nature of SLDs. The developmental 

character of SLDs refers to the fact that symptoms of both dyslexia and dysphasia are 

manifested within the period of the early childhood when biological processes are 

subjected to intensive transformations. This view is approved by the World Health 

Organisation (WHO) and also advocated by M. Bogdanowicz (2003: 36) and Zawadzka-

Bartnik (2010: 210) in Poland.  

Thirdly, according to the newest International Classification of Disorders (ICD) 

released by the WHO in 2019, which turned to be effective at the beginning of 2022, 

SLDs are classified in a group of neurodevelopmental disorders that include ñsignificant 

difficulties in the acquisition and execution of specific intellectual, motor, language, or 

social functionsò (ICD-11: 06 version 2/2022). For this reason, as the term ódisorderô is 

formally applied by the WHO instead of ódisabilityô, also in the present dissertation the 

abbreviation of SLDs is understood as specific learning disorders. 
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 Finally, due to the fact that in the present dissertation attention is concentrated on 

educational difficulties that are induced by SLDs, the author of the thesis finds it 

necessary to introduce a term of special educational needs (SEN) to the terminology of 

the dissertation. This term is closely associated with the issue of SLDs and in particular 

refers to international standards of education. The definition of SEN was coined by United 

Nations Educational, Scientific and Cultural Organisation (UNESCO), pursuant to which 

the role of special education is to facilitate the learning of those who require support and 

adaptive pedagogical methods that enable them to achieve objectives in an educational 

programme (UNESCO 2012: 83). It can be assumed that in this sense, SEN entered the 

idea of first, integrative, and more currently, inclusive approach in educating learners with 

SLDs. 

 

 

2.2 Taxonomy of specific learning disorders 

 

The definition of SLDs applied in accordance to the characteristics described in section 

2.1 above, sets certain boundaries for a taxonomy of considered disorders which refer to 

their psychological basis, neurological or/ and biological origin and developmental 

nature. What is more, it addresses only these individuals who experience specific learning 

difficulties in acquiring a foreign language regardless of their good intellectual potential. 

In Table 1 below, SLDs which fulfil the above criteria are enlisted in accordance to 

classifications of the WHO and the American Psychiatric Association (APA). SLDs are 

classified within categories in the following manner: developmental learning disorder in 

the Classification of Disorders (ICD-11) (WHO 2022a: 6A03) which is compared to 

specific learning disorder in the Diagnostic and Statistical Manual of Mental Disorders 

(APA: 315.0); and developmental speech or language disorder (WHO 2022a: 6A01) that 

is viewed respectively together with language disorder (APA: 315.3).  
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Table 2: Classification of developmental disorders in ICD-11 by the WHO 

(http://id.who.int/icd/entity/862918022) and DSM-5 by the APA (2013: 42-44, 66) 

ICD-11 Identification 

symbol in 

ICD-11 

DSM-5 Identification 

symbol in DSM -5 

Developmental learning disorder 6A03 Specific learning disorder 315.0 

Developmental learning disorder 

with impairment in reading 

 

6A03.0 Specific learning disorder with 

impairment in reading 
315.00 (F81.0) 

Developmental learning disorder 

with impairment in written 

expression 

 

6A03.1 Specific learning disorder with 

impairment in writing 

expression 

315.2 (F81.1) 

Developmental learning disorder 

with impairment in mathematics 

6A03.2 Specific learning disorder with 

impairment in mathematics 
315.1 (F81.2) 

Developmental speech or 

language disorder 

6A01 Language disorder 315.3 

Developmental speech sound 

disorder 

6A01.0 Speech sound disorder 315.39 (F80.0) 

 

 According to the information presented above in Table 1, it can be assumed that 

the given taxonomies issued by the WHO and the APA are quite consistent in their applied 

terminology and understanding of SLDs. A slight difference between them is visible only 

in two components of the used terms. In particular, the WHO stresses the developmental 

nature of SLDs, which addresses the problem of persistency of deficits which arise during 

the developmental period (WHO 2022a: 6A03). The APA, however, describes SLDs as 

specific disorders, underlining the fact of their non attribution to intellectual disabilities. 

According to the explanation of the APA given with reference to the educational ground, 

learners with SLDs demonstrate unexpected academic underachievement, regardless of 

their intellectual abilities which remain at least within the average norm (APA 2013: 69). 

It is important to notice that both of the applied terms (developmental and specific 

disorders) are in line with the definition of SLDs adopted in the present work by the author 

of the thesis.  

The above Table 2 also shows two main categories of SLDs within which there 

are subcategories that refer respectively to impairment in reading, writing and 

mathematics, and speech sound disorder. Due to consistency of the given categories 

pursuant to the taxonomy of the WHO and the APA, it is decided that in the following 

part of the present dissertation the notions that are covered by the term SLDs are further 

characterised with the view to ICD-11. The choice is justified also in the light of current 

information issued by the WHO on its website on 11 of February 2002 
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(www.who.int/news), pursuant to which the American Academy of Professional Coders 

projects to adopt the newest ICD-11 version. The final decision is planned to be taken by 

2025.   

The detailed characteristics of the above stated categories of SLDs are provided 

in the following subsections 2.2.1 ï 2.2.4, with close attention given to educational 

problems that arise in effect of SLDsô occurrence. 

 

 

2.2.1 Developmental learning disorder with impairment in reading  

 

According to the information included in ICD-11, the developmental learning disorder 

with impairment in reading is identified as persistent difficulties in learning of the reading 

skill (WHO 2022a: 6A03.0). Following the explanations of the WHO, a learnerôs 

performance of the skill is significantly below his age and the expected level of education. 

The disorder is usually manifested by lack for reading accuracy, reading fluency and 

comprehension of written texts. According to the WHOôs classification from 2013, this 

phenomenon was previously recognised in ICD-9 as developmental dyslexia (WHO 

2013: 315.02).   

As it has already been outlined earlier (see section 1.1), the term dyslexia appeared 

as a result of the development of scientific thought and evolved in time from congenital 

word blindness, the term introduced by Kussmaul in 1877, via dyslexia, used for the first 

time in history by Berlin in 1887, and also legastenia, introduced by Ranschburg in 1916. 

Later, it was identified through the notions of learning disability, applied by Kirk in 1962 

(Kirk and Bateman 1962: 73) and developmental dyslexia which was introduced to the 

cannon of terminology with ICD-9 (WHO 2013: 315.02). More recently, a tendency to 

use descriptive terminology can be noticed. According to ICD-11 dyslexia is recognised 

as a developmental learning disorder (WHO 2022a: 6A03.0) whereas in DSM-5 it is 

classified as a specific learning disorder with impairment in reading (APA 2013: 315.00). 

By analysing the roots of the term dyslexia, it can be established that the word 

dyslexia derives from Greek and Latin, where Greek dus-, means 'bad, difficult' and Latin 

lego is translated as 'read'. Combination of the two can be interpreted as difficulties in the 

reading skill. According to M. Bogdanowicz (2003: 362) the label of dyslexia, though 

replaced with descriptive terminology in accordance to the tendency of recent years, is 

still of common use in scientific, professional and contemporary language. As M. 

http://www.who.int/news
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Bogdanowicz (2003: 36) further explains, dyslexia has two dimensions. In its first, broad 

understanding it refers to SLDs conditioned by impaired development of visual, auditory-

linguistic, tactile-kinaesthetic functions related to attention disorders, perception, 

memory, and perceptual-motor integration what results in difficulties not only with the 

reading skill but also with written expression and doing mathematical calculations. In its 

second, narrow sense, dyslexia is described by M. Bogdanowicz (2003: 36) as a verbal 

learning disorder of decoding and comprehending written language, what can be simply 

interpreted as a reading disability. Within this sense, the problem of dyslexia also refers 

to problems with the following: first, correct application of spelling rules, known as 

orthographic dyslexia or dysorthography; secondly, graphic representation of letters 

recognised as dysgraphia  or a writing disorder. It is important to notice that in its narrow 

understanding, dyslexia does not encompasses difficulties in arithmetic and mathematics, 

recognised as dyscalculia. 

For the purposes described in the present dissertation, the author decides to adopt 

the broad definition of dyslexia. The choice is justified by the fact that modern integrated 

teaching of foreign languages that encompasses elements of various school subjects, may 

also include elements of mathematical calculations, especially if performed with the use 

of such approaches as task based learning or content and language integrated learning. 

For better understanding of the nature of dyslexia, its most common symptoms as well as 

problems related to this disorder are subjected to a discussion below and presented in the 

following order: reading difficulties, oral and written language problems, and problems 

with mathematical calculations. 

 According to the existing scientific knowledge about dyslexia and pursuant to data 

provided by the International Dyslexia Association (IDA 2014: 3-4) young individuals 

are usually recognised as dyslectic due to delayed development of talk in their mother 

tongue, difficulty in correct pronunciation and acquisition of words. Later at the school 

age, dyslectic children demonstrate difficulties in accuracy and fluency of reading, as well 

as comprehension of the read texts. Kormos and Smith (2012: 73) inform that the 

problems occur due to poor phonological processing and phoneme awareness, and are 

manifested as much in first language (L1) as in the second one (L2). It needs to be 

explained that the issue of phonological awareness addresses the understanding that 

graphemes (written representations of letters) are directly related to phonemes (letter 

sounds). The problem can be demonstrated on the example of English language. 

Following Miles and Miles (1999: 45), English language is characterised as a less 
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transparent language, rich in both diagraphs, e.g. sh, ch, ph, th, and diphthongs, e.g. /ou/, 

/ie/, /ai/, where there is no direct correlation between the grapheme and the phoneme. As 

K. Bogdanowicz (2011: 95-96) rightly notices, in case of the English language twenty six 

letters are represented by forty four phonemes. Therefore, a phoneme can be expressed 

by more than one letter, and the same letter can be pronounced differently depending on 

its position in a word. Thus, differences between graphemes and phonemes, and 

additionally orthographic differences between learnersô mother tongue and the target 

language, as well as insufficient knowledge of syntax may generate problems in word 

recognition not only in L1 but also in L2.  

Further, as K. Bogdanowicz (2011: 96) explains, the impairment in reading, 

manifested by inaccurate and influent performance of reading tasks, is also accompanied 

by misinterpretation of concepts. Dyslexic learners, similarly to dysphasic ones, are often 

confused with ordering, sequencing and remembering things and concepts such as top-

bottom, right-left, before-after. For the same reason, for instance, dyslexics find learning 

the alphabet, giving directions and following instructions challenging.  

As a result of their poor phonological and phonemic awareness, dyslexics with 

impairment in reading recognise rhymes, count syllables in words and distinguish 

particular sounds in words with difficulty. Words containing vowel or consonant clusters 

are misspelled as learners omit or reverse letters in them (Kormos and Smith 2012: 76). 

What is more, they have problems with remembering letter shapes, confusing especially 

those which have similar structural representation, like p-b, p-g, s-z, b-d, a-o, l-t, k-h, m-

n, m-w. In the reading process the dyslexics are slow, often misread and omit words or 

transpose the order of letters (Zakrzewska 1981: 435). Reading in a foreign language is 

an additional challenge for dyslexic learners, as even correct recognition of sounding of 

words does not guarantee that their meaning is available to the readers. Kormos and Smith 

(2012: 72) explain that learners with SLDs have reduced capacity of phonological short-

term memory which is a results of limited number of verbal units such as phonemes, 

morphemes or even full words that the learner can hold in memory while reading the text. 

Problems with phonological processing hinder successful reading comprehension 

directly, however, they also cause L2 learning more difficult indirectly as  they may limit 

learnersô capacity to acquire L2 vocabulary. As a result learnersô with this type of SLDs 

are perceived as disadvantaged, slow and lacking knowledge. Their  vocabulary does not 

increase fast as they read less and slower than others. On the other hand, by reading the 

dyslexic have fewer chances to extend their L2 vocabulary (Stanovich 2000: 61-62). 
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Finally, the aforementioned reduced capacity of phonological short-term memory may 

also account for problems with remembering verbally provided information in accurate 

and orderly manner and influence learnersô ability to perform spoken tasks (Kormos and 

Smith 2012: 78). As it can be seen, difficulties in reading comprehension may also initiate 

other language learning problems with listening, speaking and writing skills.  

 

 

2.2.2 Developmental learning disorder with impairment in written expression  

 

Impairment in reading may be accompanied by problems within the writing skill as the 

dyslexic learners make a lot of spelling and orthographic mistakes, which also influence 

grammatical correctness and the aesthetics of written expressions (Westwood 2004: 106). 

The WHO recognises the impairment as a developmental disorder and defines it as 

persistent difficulties which affect an individualôs ability to learn academic skills related 

to writing (WHO 2022a: 6A03.1). Chung et al. (2020: 46) add that the disorder occurs 

regardless of an individualôs sufficient cognitive potential and learning opportunity. More 

precisely, learners impaired in written expression experience difficulties in spelling and 

punctuation accuracy, grammar, as well as organisation and coherence of ideas in their 

written works. Similarly to the dyslexics impaired in reading, their performance in written 

expression is noticeably below the expected level of achievement and inadequate to their 

age. According to a previous classification of the WHO, ICD-9, the problem was 

recognised under a term of dysgraphia (or agraphia), identified with a code 784.69 (WHO 

2013: 784.69). This term is still used by scientists, educators and experts in the field, 

though they notice that the descriptive definition of this developmental disorder suggests 

a broader meaning than the term dysgraphia itself, as it does not concentrate only on 

graphic aspects of the issue (Chung et al. 2020: 47).  

It is believed that the primary mechanism of dysgraphia is related to inefficient 

communication between the phonologic memory and the orthographic memory, which 

Chung et al. (2020: 47) call the ógraphomotor loopô. Zawadzka-Bartnik (2010: 218) 

notices that the disorder may also result from impaired verbal executive functioning 

which refers to functioning of storage and working memory. Westwood (2004: 106) states 

that dysgraphia is related to problems with phonological coding, lateralisation and poor 

hand-eye coordination. For these reasons, dyslexic learners often manifest difficulties in 

speaking. They tend to omit certain phonemes in pronunciation of words as a result of 
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difficulties in distinguishing phonemes in listening comprehension tasks (Makarewicz 

2006: 19). Dyslexics also find it difficult to differentiate the phonemes with similar 

sounding, what in turn has an influence on their written representation (Zawadzka-Bartnik 

2010: 219). Further, according to explanations provided by the International Dyslexia 

Association (IDA 2014: 5), learners with dysgraphia present poor fine motor skills, write 

slow, often with both hands interchangeably. They also have problems to remember and 

copy kinaesthetic movements to form letters. Their handwriting is messy, as  Jaworska 

(2013: 82-83) explains, they show tendency to misplace, omit or add unnecessary letters 

in words. Their handwriting is often illegible, with mixture of printed and cursive letters, 

spaced inconsistently within words. Letters slope differently, are uneven in shapes and 

size (Westwood 2004: 103). What is more, written texts of learners with dysgraphia lack 

punctuation, as well as correct use of capital letters. 

Apart from its impact on fine motor skills, the impairment in written expression 

also has an influence on gross motor skills. Westwood (2004: 103) reports that learners 

with dysgraphia make impression of being disorganised, chaotic and messy. As she 

explains, it is so, as learners with dysgraphia find planning, generating ideas and 

expressing them in a written form difficult. Lack of organisational skills further inhibits 

the sustainable acquisition of target language grammar. Kormos and Smith (2012: 72) 

explain that learners with dysgraphia may first of all find certain grammatical concepts 

difficult to understand and follow. Secondly, they may have problems with serial 

processing of the presented grammatical concepts as they lack an ability to remember 

verbal material in the order presented to them. It explains why learners with SLDs 

manifest errors in applying word-order rules. M. Bogdanowicz (2004: 78-80) also draws 

attention to the fact that learners with dysgraphia often learn foreign languages with 

difficulties as their linguistic knowledge and previous language learning experience 

interfere with the rules of the additionally learnt language, and inability to organise and 

systematise knowledge of L2, precludes learners with dysgraphia from successful foreign 

language learning process.  

To sum up, all of the characterised symptoms of the developmental disorder with 

impairment in written expression are manifested on the educational ground from its early 

stages. The enlisted symptoms often overlap and occur together with the impairment in 

reading, listening and even speaking skills, what additionally multiplies learning 

difficulties. For learners with this type of SLDs, foreign language learning resembles 

moving in a specific linguistic loop of difficulties where reading problems prevent 
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vocabulary extension; lack of well-developed vocabulary, together with poor grammatical 

and lexical quality of applied structures and words, impinge on the quality of written 

texts; and written texts are hardly comprehensible due to both, their chaotic construction 

and often illegible shape of letters. It is not surprising then, that the disordered learners 

lack internal motivation to learn a foreign language as they often detest the writing skill 

and tend to avoid written works. By the same, they expose themselves to criticism and to 

be mislabelled as lazy. Such a situation, badly affects their self-perception and self-esteem 

and negatively influences their correct social functioning.  

 

 

2.2.3 Developmental learning disorder with impairment in mathematics 

 

Much as children seem to be pre-programmed to develop language at the preschool age, 

they also demonstrate the capacity to acquire quantitative features. As Westwood (2004: 

117) states, young learners show their understanding of numbers, counting and simple 

arithmetic, whether instructed or not. Ansari (2008: 279) explains that this developmental 

learning disorder with impairment in mathematics is a kind of SLDs that is believed to be 

caused by a disruption between the activity of the intra parietal sulcus, located in the 

parietal lobe of the brain, and numerical distance. According to the characteristics 

provided by the WHO, this type of SLDs influences severely individualôs academic skills 

which include problems with ñnumber sense, memorization of number facts, accurate 

calculation, fluent calculation, and accurate mathematic reasoningò (WHO 2022a: 

6A03.2). Pursuant to the WHO, this developmental learning disorder was previously 

referred to as dyscalculia (WHO 2013: 315.1). Sudha and Shalini (2014: 912) also inform 

that apart from the term dyscalculia, the problem is often addressed as acalculia or number 

blindness, what confirms the fact that it is perceived as a part of the broad term of 

dyslexia. Although this disorder is not directly related to foreign language learning, it 

must be noticed that due to currently followed gaols of the integrated education, English 

language is a tool in learning particular school subjects and integrated skills at the primary 

level of education. For instance, the disordered learners who perform arithmetic tasks at 

lessons conducted with the use of some approaches, where the target language is the 

language of communication, may manifest their dyscalculic problems. Including the 

developmental learning disorder with impairment in mathematics into SLDs is also 

appropriate with the view to the aforementioned definition of SLDs provided in the IDEA 
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(U.S. DE 2004: IDEA, Part 300.8/c/10) and the broad understanding of the term dyslexia, 

given by M. Bogdanowicz (2003: 262). Also Chung et al. (2020: 47) notice that according 

to DSM-5, developmental disorders of dysgraphia and dyscalculia are in fact included 

under the SLD category and not defined as separate disorders.  

   Apart from general learning difficulties in arithmetic calculations, dyscalculic 

learners also face other learning problems which refer to wrong understanding of the 

meaning of numbers, remembering math facts, solving mathematical problems, making 

patterns, and performing tasks in geometry (Suhda and Shalini 2014: 912). Looi and 

Cohen Kadosh (2016: 3, 6) draw attention also to non-numerical cognitive disabilities 

and socio-emotional factors that affect dyscalculic individuals. As they explain, the 

disordered learners manifest impairment in visuo-spatial and verbal working memory and 

poorly apply place-value system. For example, they have problems with telling time and 

using money. Similarly to learners with developmental learning disorders with 

impairment in reading and writing, dyscalculic individuals are labelled to be slow and 

lazy, what additionally to their learning difficulties undermines their self-confidence and 

may even make them withdraw from social life. What makes matters worse is the fact 

that much as dyscalculia is the problem known to specialists, it is rarely recognised at 

early stages of education. As many notice (Looi and Cohen Kadosh 2016: 4; Grigorenko 

2001: 97; Suhda and Shalini 2014: 913; Westwood 2004: 117), the initial delay in 

arithmetic is often interpreted as a lack of preschool experience in mathematical skills or 

insufficient teaching instruction.   

 

 

2.2.4 Developmental speech sound disorder 

 

Regardless of broadly understood dyslexia with inclusion of impairment in reading, 

writing and mathematics, there is another neurodevelopmental disorder of speech and 

sound, commonly recognised as dysphasia (WHO 2013: 438.12), which also affects 

foreign language learning. In fact, there are several reasons why dysphasia should be 

included into SLDs in the present dissertation. First of all, as Guardiola (2001: 3) informs, 

for a long period of scientific studies on SLDs, dysphasia was subjected to analysis and 

diagnosis together with dyslexia and recognised commonly as a learning disorder until 

the end of the nineteenth century. Secondly, both dyslexia and dysphasia are of a 

neurodevelopmental character (Guardiola 2001: 5). Thirdly, both of them seriously affect 
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the process of language learning and are manifested by difficulties in acquisition of 

language skills (WHO 2022a: 6A01.0). With reference to dysphasia, it is characterised in 

particular by learning difficulties in the perception, acquisition and production of spoken 

language. The disorder significantly affects communication, as oral skills are performed 

below the expected intellectual level and age of an individual. Finally, based on the 

definition of SLDs given by the U.S. Department of Education in IDEA of 2004 (U.S> 

DE 2004: IDEA, Part 300.8/c/10), as quoted in section 2.1 above, SLDs are understood 

commonly as disorders of the basic psychological processes involved in understanding 

and/ or using both spoken and written language. Therefore, analysing SLDs only from the 

perspective of learning difficulties in reading, writing and mathematics would be a serious 

negligence in the opinion of the author of the dissertation.  

 As to the terminology, it needs to be explained that apart from the descriptive 

terms used by the WHO and the APA (in ICD-11 and DSM-5 respectively), the term 

aphasia is used instead of dysphasia to address the analysed problem. It needs to be 

explained that according to the description of the issue in previously prevailing ICD-10 

(WHO 2016: F80.1), dysphasia is also interpreted as developmental aphasia, and thus, 

the use of both terms is applied interchangeably. Some researchers, however, mark a 

distinction between the notion of dysphasia and aphasia, claiming that, though both terms 

have the same causes and are manifested by the same symptoms, the term dysphasia refers 

to a less severe form of aphasia and is used with reference to a partial loss of language 

(Ralston et al. 2018: 1061; Sherratt 2020: 1227). This mild expression of aphasia is often 

defined as developmental type of aphasia, which is inborn and not acquired as a result of 

an injury (Sherratt 2020: 1227).  For these reasons in the present dissertation, the term 

dysphasia is applied interchangeably with the notion of developmental aphasia and its 

descriptive terminology, as suggested by the WHO in ICD-11.  

  According to the diagnostic criteria of dysphasia, the problem is classified as a 

specific language impairment (SLI) of expressive and receptive language types in DSM-

5. It is there characterised by speech deficits which have their manifestation in the 

production and reception of sounds, their articulation, fluency of speech, voice and 

resonance quality, as well as in quality of the language with reference to its forms, 

functions and use, what appears not to be in accordance to the established manner of 

communication (APA 2013, 315.39). Dockrell and Lindsay (2001: 373) confirm that this 

developmental disorder affects such aspects of the language system as semantics, the 

lexicon, phonology, pragmatics and grammar. Whereas Kormos and Smith (2012: 42) 
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even point out that dysphasia overlaps dyslexia as it also addresses literacy-related 

problems of expressive and receptive characteristics.   

  Regardless of the complexity of the discussed types of SLDs, as well as certain 

similarities between dysphasia and dyslexia, the aetiology of the developmental speech 

and sound disorder still remains only partially recognised. According to the characteristics 

of dysphasia included in ICD-10, it is ña genetically rooted impairment or delay in 

development of biological maturation of the central nervous systemò (WHO 2016: F80). 

It means that the nature and causes of dysphasia can be multifarious, what makes its 

pathogenesis still not fully understood (Ardila 2014: 29). Such a perception of  multiple 

causes of dysphasia finds its confirmation in the opinion of Njiokiktjien (1990: 126) who 

assumes that the pathophysiology of this disorder is age-related, manifested first in 

infancy by dysfunction of motor skills and auditory perception, and followed by linguistic 

problems combined with oral motor symptoms in the verbal period. As Njiokiktjien also 

notices, difficulties in language learning induced by dysphasia are the most symptomatic 

at the school age, what is of great importance from the educational perspective.  

According to specific learning difficulties typical for dysphasic learners which 

affect individualsô academic skills of productive type, Haynes et al. (2012: 389) 

enumerate firstly, incorrect acquisition and application of grammar rules and possession 

of limited expressive vocabulary. Secondly, they mention difficulty in organising words 

into sentences or explaining a procedure in a logical sequence. Finally, formulation of 

incomplete or inadequate utterances and the use of gestures to supplement oral language 

are mentioned as avoidance and compensatory strategies. It is suggested that the two last 

difficulties may derive from problems in coordinating movements of the articulators, 

meaning the jaw, tongue and lips, for speech acts (APA 2013: 315.39 (F80.0)). Ardila 

(2014: 53) reports that language abnormalities may include phonetic, verbal, 

phonological and/ or syntagmatic deviations, circumlocutions, neologisms, jargon, 

agrammatism and paragrammatism.  

With reference to phonetic deviations, Ardila (2014: 54) explains that dysphasic 

individuals mispronounce phonemes which are recognisable but sound foreign like. 

Whereas according to phonological and verbal aspects of this SLDs, dysphasic learners 

often commit the following types of mistakes: errors of omission (e.g., elephant - 

elphant), addition (e.g., pencil - prencil), displacement (e.g., black - balck) or substitution 

(present - precent). The latter type of error may also appear in complex utterances (e.g., 

the cage of the lion - the bowl of the fish). In case of circumlocutions, a function of an 
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object is used in exchange of the target word (e.g., a mug - for drinking). The dysphasic 

also use neologisms, which in Ardilôs (2014: 55) opinion are sometimes unrecognisable 

(e.g., pencil - cartin) and incorrect grammar forms, which often result from omission of 

grammatical morphemes or articles (e.g., a boy played the piano - boy play piano). In the 

opinion of Grimm (1993: 57), these sort of mistakes occur due to restrictions of short-

term memory which prevent dysphasic learners from memorising longer utterances that 

are essential in the inductive acquisition of grammar rules. Remembering only single 

words from the input language, they are unable to discover speech units and apply 

grammar rules in logically formed sentences of their own. 

As it can be seen from the above explanations, although dysphasia is a speech and 

sound disorder which affects severely productive skills, it also refers to difficulties in 

language reception. The problem relates to understanding of a language. According to 

Haynes et al. (2012: 390) it can be manifested by the disordered learners with short 

attention at oral presentations, poor listening skills, inability to recollect information 

presented verbally, difficulty in understanding figurative language and comprehending 

only simple sentences.  

Both productive and receptive types of expressions of dysphasia are responsible 

for individualsô problems with understanding social contexts in which language is 

produced, and in applying turn taking appropriately (Haynes et al. 2012: 390; Kormos 

and Smith 2012: 43). DğuŨniewska et al. (2018: 14) draw attention to deficits of dysphasic 

individuals in the emotional and social area, explaining that learners with this type of 

SLDs experience disturbances in motivational processes and perceptual distortions of 

social relations, what influences the process of socialisation and their efforts in achieving 

the educational success. 

 

 To sum up, based on descriptions of the classified SLDs, it is understandable that 

developmental learning disorder with impairment in reading, writing and mathematics, 

and developmental speech sound disorder significantly reduce the impaired individualsô 

chances for success in foreign language learning. In their studies, researchers in the field 

of SLDs, including  Ardil (2014), M. Bogdanowicz (2003), Haynes et al. (2012), Kormos 

and Smith (2012), Njiokiktjien (1990), and Westwood (2004) underline the fact that 

inabilities to read accurately and fluently, express ideas in an organised and legible written 

form, operate on numbers, as well as concentrate on listening tasks, or order speech 

utterances in logical wholes, ruin widely understood communication and limit, if not 
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prevent the process of foreign language learning.  

Realising the educational problems that learners with SLDs are exposed to, it is  

understandable that their successful education in terms of traditional methods of teaching 

is simply impossible or doomed to failure. In addition to the fact that SLDs cause multiple 

learning difficulties, it needs to be remembered that they also differ in their expression, 

what complicates the teaching process. To depict the scale of the problem, in table 2 

below, main linguistic and non-linguistic differences between developmental learning 

disorder and developmental speech sound disorder are gathered and compared.  

  

Table 3: Linguistic and non-linguistic difficulties experienced by dyslectic and dysphasic learners 

 Dyslexia Dysphasia 

Linguistic 

difficulties 

in phoneme-grapheme correspondence 

in segmenting words into phonological units 

in word-recognition 

in speed of reading  

in spelling 

in speed of word retrieval  

in speed of speech 

in articulation of sounds 

in storing verbal material in phonological 

short-term memory 

with phonological processing 

with inductive acquisition of grammar 

rules 

with limited expressive vocabulary  

in storing verbal material in phonological 

short-term memory 

with logical verbal expression 

 

 

 

Non-

linguistic 

difficulties 

with handwriting 

with gross and fine motor skills 

with arithmetic 

with sustained attention 

in time-management 

in organising work 

in automatizing new skills 

with non-verbal cognitive tasks 

in social interactions 

in organising work 

with sustained attention 

 

 

 As it can be noticed, SLDs affect all language skills and impede phonetic and 

phonological processes of language recognition. They also prevent learners from proper 

understanding and application of grammar rules.  Of course SLDs, usually revealed at the 

early stages of primary education, affect learning processes of all languages that young 

individuals come into contact with. It also refers to English language which is usually the 

first second language they learn at school.  SLDs undeniably rise a need for adjustment 

of traditional EFL teaching methods to learners' SEN. The concept of integrative 
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education advocated by the field specialists since the 1980s (see section 1.4) and 

transformed in the last two decades into inclusive education assumes that all children with 

SLDs can access public education on equal basis with others. This fact has its impact on 

educational approaches, including those towards English foreign language teaching. It 

also enforces changes in the education law of the European Union countries. 

 

 

2.3 Final comments 

 

Medical discoveries of various causes of learning disorders allowed for their more precise 

distinction and categorisation, what also had an influence on further psychological and 

pedagogical perceptions of the discussed issues. Multiplicity and complexity of various 

types of learning disorders raised some vivid disputes as to the applied terminology. 

Achievements in the field of psychological studies led to a distinction between a general 

term of learning disorders which address conditions that appeared due to an individualôs 

mental disturbance, and specific learning disorders which induce learning difficulties 

regardless of the learnerôs full mental capacity. The dispute over the categorisation and 

terminology still remains open, although the bodies responsible for cataloguing disorders 

internationally, i.e. the WHO and the APA, have recently presented a similar 

understanding of SLDs, as it is given in the international classifications of disorders ICD-

11 and DSM-5.  

Intensive studies and gradual recognition of SLDs over time also resulted in an 

improvement of diagnostic tools used for identification of SLDs. Their development led 

to recognition of varieties of learning disorders, as well as various dimensions of SLDs. 

With reference to dyslexia, which is currently defined by the WHO with a descriptive 

term of developmental learning disorder (WHO 2022a: 6A03), it has been agreed that the 

problem can be manifested as an impairment in language skills, namely in reading, in 

written expression, and also in mathematics. According to dysphasia, which is also 

recognised under a concept of developmental aphasia or more descriptively as 

developmental speech sound disorder, thorough diagnosis have been performed on the 

basis of studies over time. According to their results, it is proved that dysphasia differs 

from dyslexia substantially, although initially both of these developmental disorders were 

researched commonly. Based on the characteristics of dyslexia and dysphasia included in 

ICD-11 and DSM-5, both of the disorders are of neurodevelopmental nature and cause 
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significant learning difficulties in acquisition and managing of several functions, what 

also refers to acquisition of a foreign language. Regardless of the differences between 

dyslexia and dysphasia, similarities in their expression can be noticed especially with 

reference to difficulties in recognition of phonetic and phonological processes, as well as 

in developing academic skills of reading, listening, writing and speaking. It can be 

concluded that the most important problem from the perspective of foreign language 

education is the fact that the two disorders seriously lower learners chances for success 

in achieving foreign language competence. Therefore, in the following chapter of the 

dissertation, the modern  educational perspective for learners with SLDs is presented. 
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Chapter 3: Specific learning disorders in modern educational 

perspective  

3.0 Introduction 

 

The distinction between learning disorders and specific learning disorders led to 

significant changes in the perception of individuals with SLDs. Subjected to remedial 

courses and clinical therapies they finally received an access to the mainstream education 

(see sections 1.3, 1.4). These substantial changes in approaching individuals with SLDs 

have been supported by systematic improvements introduced to the international and 

European laws and subsequently adopted into national systems of education.  

From 1990s until the present time, education of learners with SLDs has gone 

through mind-changing cornerstones. The first one marks a shift of learners with SLDs 

from special to integrative education in which the greatest challenge was to fight off their 

discrimination. With a view to this aim, actions undertaken by the UNESCO led to 

popularisation of learnersô special educational needs which became the indicators for the 

new direction in education. A decade after the introduction of integration it was noticed 

that although the undertaken approach integrated individuals with SLDs socially, schools 

failed to meet the disordered learnersô educational goals. Therefore, since 2000 the 

integrative approach has been redirected to an inclusive one which aimed at elimination 

of the linear, óone-fits-allô approach that demanded learners with SLDs to adjust to the 

existing educational methods and conditions. In inclusion, education is turned towards a 

more individualised approach that demands the adjustment of teaching methods to 

learners special educational needs. The adopted changes, however, require significant 
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improvements within the national systems of education, schoolsô qualities, teachersô 

competence and skills, and methods of teaching. Moreover, due to requirements set 

recently by the European Union commission, the inclusive approach is expected to evolve 

in the direction of so called óeducation for allô. In its assumptions, further improvements 

in applied teaching approaches and methods have been planned, opting for the use of 

flexible approaches and strategies of teaching that would be convenient for all members 

of varied educational settings. 

The present chapter is divided into two main sections which are dedicated to 

considerations about legal aspects of educating children with SLDs and English language 

teaching approaches and strategies recommended for inclusion. A detailed description of 

international and European provisions of law and declarations of will lodged by the 

European Union member states aims at better understanding of the substantial changes in 

approaches towards learners with SLDs. Pursuant to the presently adopted legal 

commitments, in the second part of the present chapter some most commonly applied 

methods of teaching are characterised with a view to their usability in inclusive 

environments. Additionally, in response to the new trend opting for óeducation for allô, a 

selection of teaching approaches and strategies that comply with the trend are presented.  

Conclusions gathered as a result of the analysis of legal basis for educating 

learners with SLDs and characteristics of selected teaching approaches, methods and 

strategies, together with the results of the scientific considerations included in the first 

two chapters of the present dissertation, will constitute a theoretical basis for the 

comparative part of the study. 

 

 

3.1 Legal aspects of educating children with SLDs 

 

The term special educational needs (SEN), formally developed by the UNESCO in the 

1990s and outlined in section 1.2.1 herein, addresses international standards of education 

which are expected to be adapted to learners abilities.  In this sense, SEN entered the idea 

of integrative approach in educating learners with SLDs. Initially, integration aimed at 

combating discrimination of learners with SLDs in gaining access to mainstream 

education (see section 1.4). Twenty years ago, however, the European member states 

noticed a growing demand for changes in the adopted integrative approach, turning 

towards full inclusion which promotes such principles as better efficiency of the 
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educational process for the disabled learners, as well as equality and equity of their social 

and educational rights (see section 1.5). The inclusive approach is revolutionary as 

according to its assumptions diversity is no longer a burden but an asset. As it was 

advocated by the European Agency for Development in Special Needs Education 

(EADSNE 2012: 8), educational culture in teaching cannot follow a one-size-fits-all 

education model because modern education needs an approach that would be tailored to 

learners' SEN. It means that instead of fitting the disabled learners into existing 

arrangements in order to provide them with compensatory treatment, schools are expected 

to develop inclusive environment that would be accessible for learners with SLDs. 

 As it has been discussed in section 2.1 of the present dissertation, the concept of 

SLDs is a complex medical and social problem, what has an influence on implementation 

of the inclusive approach in education. The systematic changes in legislation are 

introduced on the basis of international, European Union and national efforts, all of which 

unanimously support equal rights of all individuals independently of their abilities.  

Below, the most valuable legal aspects of educating learners with SLDs are 

presented with reference to international and European Union acts that initiated changes 

in existing approaches to education and have an impact on the present educational 

situation of learners with SLDs. 

 

 

3.1.1 Specific learning disorders in international acts and declarations 

 

According to the first World Report on Disability issued by the WHO in 2011, about 15 

per cent of the world's population, that is more than one billion people, live with some 

form of disability (WHO 2011: 11). In 2012, the European health and social integration 

survey revealed that there were more than 70.0 million people in Europe aged 15 and over 

that had disabilities (Eurostat 2015). The data gathered by WHO shows that nowadays 

disability is interpreted not as an illness or physical injury, but as the social issue, arising 

from barriers that the disabled meet in their everyday lives (WHO 2011: 22). Such 

perception of the problem finds its confirmation in many international documents in 

which attention is drawn to the disabled living conditions, their mobility, access and 

participation in education, training and the labour market, and independence in social 

contacts. Therefore, the United Nations recognise the need to take systematic measures 

to improve accessibility and equality of opportunity for the disabled by promoting their 
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inclusion, suiting their SENs and increasing respect for their autonomy and dignity (WHO 

2011: 22). 

 From the historical perspective, the level of social awareness about disabilities has 

been first given effect in the international law beginning with the year 1948. The United 

Nations Universal Declaration of Human Rights was the first formal document in which 

the rights and equal access to education was admitted to each individual, including their 

right to participate freely in cultural life of the community and the right to protect the 

moral and material interests (UN 1948: Art. 28). At that time, however, children with 

specific learning disorders were still considered in formal national documents as 

imbeciles, idiots, uneducable backwards or children with defect of mind and as such were 

directed for special education (Tomlinson 2012: 59-61). Much later in 1976, the 94th 

Congress of the United States of America introduced amendments to The Education for 

All Handicapped Children Act of 1975 by issuing Public Law 94-142 (U.S. Congress  

1976) that assured educational assistance to all handicapped children. Five years later 

governmental powers of the United Kingdom launched The Education Act of 1981 (U.K. 

Public General Acts 1981) in which terms and conditions for SENs and learning 

difficulties were expressed. The issue of SLDs was then internationally strengthened by 

the United Nations (UN) declaring the year 1981 the International Year of Disabled 

Persons. With the resolution 37/53 of 3 December 1982, the UN General Assembly 

adopted The Programme of Action concerning the rights of the disabled. The programme 

emphasised equal rights of the disabled and defined disability as ña function of the 

relationship between persons with disabilities and their environmentò (UN Resolution 

A/RES/37/53 1996, sec. 6), stressing the social construction of the issue. Later, in the 

1990s, The World Declaration on Education for All was developed by the UNESCO at 

the World Conference in Jomtien, Thailand. In its content, frames for governments, 

international organisations, and educators were outlined, setting the rule of design and 

execution of policies and strategies that would improve education services. It also 

imposed a demand on governmental authorities to put effort in meeting the basic 

educational needs of disadvantaged population groups. In Article 1 of the declaration, the 

UN member states agreed on what follows: 

 

Every person - child, youth and adult - shall be able to benefit from educational 

opportunities designed to meet their basic learning needs. These needs comprise both 

essential learning tools (such as literacy, oral expression, numeracy, and problem solving) 

and the basic learning content (such as knowledge, skills, values, and attitudes) required 

by human beings to be able to survive, to develop their full capacities, to live and work 
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in dignity, to participate fully in development, to improve the quality of their lives, to 

make informed  decisions, and to continue learning. 
(UNESCO 1990, Art. 1) 

      

The declaration clearly defined educational problems that individuals with SLDs 

struggled with and emphasised the necessity for organisation of the process of education 

in a manner that would be adequate for the disabled abilities and special education needs. 

Further, in Article 3, sec. 5 of the said declaration special education needs were given 

close attention. According to its provisions, the disabled were guaranteed equal access to 

education which turned to be perceived as an integral part of the education system. These 

decisions gave beginning to a new education standard of integration. 

The issue of educating learners with SEN was further proceeded by the United 

Nations member states at the International Conference in Warsaw in 1993. As a result, 

the UN Resolution on Standard rules on the equalization of opportunities for persons with 

disabilities of 1994 was enacted. Rule 6 of the resolution referred to the necessity for the 

development of strategies that would enable learners with SEN to access education on the 

basis of integration with other participants of the educational process (UN Resolution 

A/RES/48/96). The resolution became a pattern to follow for more than 300 participants 

representing 92 governments, 25 international governmental organisation, senior 

education officials, administrators, policy-makers and specialists. Consequently, in 1994 

the UNESCO adopted the Salamanca Statement and Framework for Action on Special 

Needs Education. With reference to its content, apart from the confirmation of previous 

decisions referring to the equal right to education for all, the Statement emphasised 

individual and unique characteristics of every learner and the need for developing a 

learner-centred approach in teaching. It is important to notice, that in this sense, the 

document proclaimed an inclusive approach towards individuals with disabilities rather 

than an integrative one. The term inclusion, however, was not formally in use until the 

year 2000 (UNESCO 2003: 4). The integrative attitude towards education assumed 

adjustment of education systems and programmes to special needs of learners with 

various disabilities, as well as their free access to regular schools with integrative 

orientation. The parties contracting The Salamanca Statement were of the opinion that 

such form of integration would combat discriminatory attitudes, support the construction 

of an integrated society and provide effective education (UNESCO 1994: Art. 2,3). New 

thinking in special needs education aimed at setting favourable conditions for learners 

with SLDs to achieve equal opportunities and full participation in the educational process 
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that required common effort of teachers, school staff, peers, parents and families. The 

declaration not only set new standards of education, but it also indicated forms of support 

for their successful implementation. In Art. 10 of the document, it was proclaimed that 

children with SLDs, as well as their teachers, should receive extra support from suitably 

staffed and equipped resource centres. 

Regardless of the initial success of the integrative approach, at the beginning of 

2000ôs, it was noticed that the set direction in education demanded thorough 

modifications as it turned out to be insufficient to meet SEN of the disabled learners. At 

the Dakar World Education Forum organised by the UNESCO in 2000, the term inclusion 

in education exchanged the integrative approach and was formally proclaimed to be 

introduced to the policies of United Nationsô countries. The basic document in which this 

significant change was initially declared is known as the Lisbon Strategy, and had been 

issued earlier the same year by the European Commission, (EC 2000b, Art. 24). The 

newly approved approach assumed an inclusive model of education which aimed at 

complete elimination of social exclusion and barriers in education. According to the 

suggested changes, it was also assumed that schools would adjust their methods of 

teaching to learnersô cognitive abilities. By the same a success in education became 

measured by the effects of learnersô individual sustained development rather than the 

achievement of the required levels of educational progress. 

  Due to difficulties in implementation of the new inclusive approach, six years after 

the acceptance of the Lisbon Strategy by the United Nations, the UN Convention on the 

Rights and People with Disabilities (UNCRPD) was adopted. It entered into force in May 

2008 and according to its postulates the detailed rules of inclusion were proclaimed. In 

particular, the Convention assumed what follows: the need to promote the awareness of 

the capabilities of people with disabilities (UN 2008: Art. 8), the need to respect and 

recognise the disabled right to access education on a basis of equality and equity, as well 

as the need to combat stereotypes and prejudices (UN 2008: Art.24). Although the 

Convention was not mandatory for its signatories, countries that entered into it committed 

themselves to adopt the inclusive approach into their national laws so that equal rights of 

disabled persons to educate, find employment and participate in cultural life would be 

respected. To support signatory countries in their efforts for inclusion, the UNESCO 

issued Policy Guidelines on Inclusion in Education, stressing the importance of inclusive 

approach in education for achieving social equity (UNESCO 2009: 4). In 2016, the UN 

Committee on the Rights of Persons with Disabilities issued the General Comments to 
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the UNCRPD which referred to the realisation of its postulates. General comment No. 4 

referred to Art. 24 of UNCRPD which addressed the right of people with disabilities to 

inclusive education. The alarming message emerging from general comment No. 4 was 

that discrimination and barriers towards learners with SLDs still existed. These barriers 

impeded inclusion and disclosed lack of knowledge and understanding about the nature 

and advantages of inclusive education (UN 2016: 1-2).  

 Independently of the UNCRPD report, in September 2015, 193 member states of 

the United Nations. participating in the General Assembly Summit signed the 2030 

Agenda for Sustainable Development (UN 2015) decided to take further steps for 

inclusion, setting an international framework for the disability-inclusive development. In 

particular, seventeen sustainable development goals (SDG) were established, each 

referring to different objectives. By accepting the 2030 agenda, the UN member states 

agree to undertake all possible steps and remove existing barriers that prevent full 

inclusion in the fields of economy, education, transportation, socialisation and others by 

the year 2030. Among the set SDG, the fourth addresses educational problems and aims 

at ensuring inclusive high quality education, equal for all, as well as at promotion of 

lifelong learning opportunities available to all individuals regardless of their disabilities 

(UN 2015: 19). There are several actions to be taken in the field of education by the 

national governments that are outlined in the SDG4. The greatest of them point at 

amendments in national policies and law, reforms of national systems of education, 

adoption of a learner-centred-pedagogy that would enable recognition of learnersô unique 

needs, organisation of teacher and education specialist training for their full 

understanding of the inclusive approach, and also engagement of local communities in 

promotion of inclusion (UN 2015: 19-20).  

 Regrettably, in the UN report of 2023 on transformations in education by the year 

2022, it has been revealed that the field of education confronts a dramatic crisis (UN 

2023: 1). Firstly, instead of equity inclusion, it is reported that in some countries children 

are still excluded from the mainstream education due to no improvements in the law and 

national policy. Secondly, the current systems of education have been proved to fail to 

teach young generations the knowledge, values and skills that would be adequate to the 

expectations of the complex world (UN 2023: 1). Member states were also criticised by 

the UN Secretary-General for making education a great divider, outdated,  with narrow 

curricula, underpaid and poorly trained staff that focuses on rote learning (UN 2022).  

  The dramatic situation within the field of education is still believed to be 



62 

 

transformed. For example, in September 2023, the United Nations gathered at a following 

SDG Summit in New York, where leaders of the member states were expected to revise 

the development progress (UN 2023: 1-2). However, it is important to notice that 

countries which committed themselves to fulfil the UN SDGs, are expected to implement 

them successfully by the year 2030.  

 

 

3.1.2 Specific learning disorders in documents of the European Union 

 

The initiative to develop integration in education on the European ground was taken by 

the European Union member states in 1990 as a consequence of The World Declaration 

on Education for All by the UNESCO (UNESCO 1990). The document, accepted as 

Resolution 90/C 162/02 of the Council and the Ministers for Education concerned 

integration of children and young people with disabilities into national mainstream 

systems of education. In its policy, the Council drew attention to the rights of the disabled 

and advocated an integrative approach in schooling that was believed to fit the existing 

systems of education.  

In 1996, due to an initiative of the Danish Government, an Agency for Development 

of Special Needs Education was established by the European Council within the 

European Commissionôs Helios II Programme (EC 1993). The main objectives of the 

agency were to promote quality in the field of SEN, serve national governments as a 

consulting body in analysing and reviewing policy developments, as well as facilitate 

exchange of knowledge and experience between the member states. It also conducted 

international research in the field of integration and developed reports for the European 

Commission.  

To support common efforts in implementing integration into national policies, in 

October 1997, another international act was signed by the EU member states in 

Amsterdam. It was The Treaty of Amsterdam (EUC 1997) in which a strategy for 

amendments in the EU law popularising integration was postulated. Further in the same 

year, the European Disabled Forum (EDF) was set with its headquarters in Brussel to 

represent the rights and needs of the disabled, what additionally strengthened the 

promotion of integration. This non-governmental organisation functions until the present 

day and represents the interests of more than 100 million Europeans with disabilities and 

associates national organisations of the kind, including Polish Forum of Disabled Persons 
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(PFON) set in 2003 (EDF 2021). 

Regardless of the international efforts to integrate the disabled socially and 

culturally on equal basis with others, in 2000 it became clear that integration was 

performed below the expected results, what was specifically described in a Joint report 

on social inclusion summarising the results of the examination of the national action 

plans for social inclusion 2003-2005 (EC 2004). Therefore, immediate steps were needed 

to be taken on the international level. Yet in the same year, at the Lisbon Summit, the 

European Commission adopted the Lisbon Strategy (see section 3.1.1) which accounted 

for a complex reform of the EU economic and social policy. The main objectives included 

in the agenda referred to an improvement of the employment rate, development of social 

goals, and combating social exclusion. In relation to education, promotion of life-long 

learning, including foreign language learning, on the basis of inclusive approach was 

proclaimed (EC 2000a: Art. 32). 

Due to the problems with the previously adopted integrative approach and laconic 

factual changes in national policies related to the newly established inclusion, as well as 

poor implementation of the latter into the national social and education systems of the EU 

member states, two years after the Lisbon Strategy additional remedial steps were 

undertaken. As a result in 2003, Madrid Declaration on non-discrimination and positive 

action in social inclusion was signed by over 600 participants of The European Congress 

on People with Disabilities (ECD 2003). It proclaimed year 2003 as the European Year 

of People with Disabilities and its aim was to raise public awareness of the rights of over 

50 million Europeans with disabilities. In eight points, its signatories suggested how 

inclusion should be executed by the EU Member States with reference to anti-

discrimination legislation, changes in social attitudes, support services that promote 

independent living and help for families of disabled people (ECD 2003: Art. 3.1-3.7). The 

Declaration emphasised social independence of the disabled whose subjectivity 

demanded governments to engage more thoroughly in decision-making and progress 

around the previously set objectives for equity and inclusion (ECD3: Art. 3.8). 

 The following years mark the implementation and execution of the EU Disability 

Action Plan for the years 2004-2010 to combat disability discrimination which aimed at 

framing the disabled access to workplaces, employment terms and conditions (EUC 

2003). In the Action Plan 2004-2010, high cooperation between member states was 

assumed which aimed at creating conditions fostering promotion of people with 

disabilities in social and economic fields. One of the priority areas of intervention referred 
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to lifelong learning which would facilitate the disabled better personal development and 

adaptability, as well as easier access to employment. A lot of attention was given to the 

use of new technologies which were believed to ensure equal opportunities and empower 

individuals with disabilities to become more efficient in communication (EUC 2003: 3.1). 

The six-year-plan also demanded the member states to maximise their co-operation in 

exchanging information and transferring good practices in managing disability issues, as 

well as enforced an opening of the European Special Needs Education Agency as an 

expertise body (EUC 2003: 4.1.1, 4.1.3). 

Development of the adopted in the Lisbon Strategy inclusive approach and its 

further implementation in the adopted Action Plan 2004-2010 were subjected to an 

analysis at the end of its period. According to the results of the analysis, it was established 

that some countries, turned not to be successful in promoting the idea of life-long learning 

(Rodriguez et al. 2010: 70). Despite the international efforts, it was reported that in all 

European member states disabled people were still subjected to discrimination via 

distancing manifested through avoidance of contact or lack of emotional engagement, 

devaluation via negative stereotypes, de-legitimisation via consolidation of adverse 

provisions of legal regulations, and segregation (Zawadzka-Bartnik 2010: 18).       

 In 2007, the European Council adopted the Treaty of Lisbon (EC 2007) which was 

based on a declaration developed by youths from 29 countries (including representations 

from all EU member states) who met at the fourth Convention of Higher Education 

Institutions of European University Association (EUA) in Lisbon to debate on education 

and issues referred to inclusion. Individuals with disabilities, aged between 16-21, 

declared their rights to be respected as independent students and given equal opportunities 

for self-development, including the necessary support to meet their needs. They also 

expressed views on improvements in their education concerning accessibility to 

buildings,  computer technology and digital books, as well as the fact that disability was 

becoming more noticeable in society (EUA 2007: Art. 1). Moreover, they drew attention 

to educational needs which demanded improvement and included more time to fulfil tasks 

and exam papers, presence of a personal assistants in classes, better access to adapted 

materials, books and equipment at the same time with their classmates. It was noticed that 

teachers needed to enlarge their knowledge of disabilities as sometimes they showed 

negative attitude towards disabled learners (EUA 2007: Art. 3). With reference to 

inclusive approach in education, the youths declared it to be the best and most suitable 

form of education that allows on extending knowledge and developing social skills. They 
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justified that inclusion creates opportunities for gaining skills and experiences on the basis 

of interaction with friends and brings positive effects for all learners (EUA 2007: Art. 4).  

Activities of EUA and the continuing need for promotion of inclusion were 

convincing for the European Parliament and the Council to declare the year 2007 the 

European Year of Equal Opportunities for All ï towards a just society (EC 2007: Art. 1). 

The European Union aimed at raising awareness of a solidarity-based society. An across-

the-board attitude was stressed biding the member states to develop and implement 

legislation on equality and non-discrimination. It can be stated that beginning with the 

European Council decision, the concept of inclusion was actually implemented. 

Undertaking decisive steps towards inclusion find their confirmation in Art. 6 of the said 

European Council decision, according to which each country of the European Union were 

obliged to immediate designation or establishment of a body that would take 

responsibility for defining a national strategy for implementing the inclusive approach 

and that would consult and cooperate closely with national organisations fighting off 

discrimination an social inequality (EC 2007: Art. 6). 

 The term inclusion was later used in Strategic Framework for European 

Cooperation in Education and Training 2009/C 119/02 planned up to the year 2020, in 

which it goes far beyond the issue of disability, addressing complexity and diversity of 

modern societies. First of all, it was stressed again that the diversity is no longer a burden 

but an asset which helps prepare individuals for life in multicultural societies (EC 2009: 

objectives 1, 2). Secondly, the Council set four objectives of the adopted inclusive 

approach: enabling lifelong learning, improving the quality and efficiency of education, 

promoting equity and social cohesion, and enhancing creativity and innovation (EC 2009: 

objectives 1-4). To achieve these goals the European Commission has launched 

educational initiatives for the disabled such as the European Social Fund, and appointed 

the former European Agency for Development of Special Needs Education, acting since 

2014 under the name of European Agency for Special Needs and Inclusive Education 

(EASNIE 2020: 5), to be the central consulting body for prompt and productive 

cooperation of national institutions responsible for implementation of the inclusive 

approach (EC 2009: annex 2). These support bodies focus on activities that promote 

quality in the field of special needs and inclusive education, and identify factors that 

support progress in integration, providing member states with guidance and information. 

What is interesting, themes to explore within the Agency's Work Programme 2017 

included, amongst other, inclusive early childhood education, the changing role of special 
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schools and support for inclusive school leadership (EASNIE 2017: 31, 52, 61). The 

Agency's activities followed the European Council agreed priorities, targeting to reduce 

school drop-out rates to below 10 per cent, removing at least 20 million people from the 

risk of poverty and exclusion, as well as improving the quality and efficiency of inclusive 

education and training (EASNIE 2017: 17). 

 As a result of the undertaken steps, in 2011 education ministers from all European 

Union countries agreed that high-quality inclusive approach is the key factor for 

successful education of learners with disabilities (EASNIE 2017: 29). It was also stressed 

that inclusive early education allowed for prompt detection of SLDs and early 

intervention and had an impact on better educational outcomes throughout lifelong 

learning (EASNIE 2017: 29-30). In order to achieve and maintain high-quality of the 

inclusive approach in each member state, European Commission identified seven targets 

that are subjected to systematic evaluation and include: a level of the childôs development, 

staff professional performance, quality of the education service, compliance with 

respective regulations, curriculum attainment, parent satisfaction and working conditions 

(OECD 2012: 307). The third of the set targets, concerning service quality is described 

by the EASNIE as requiring special attention and constant monitoring (EASNIE 2017: 

70). It is explained to happen due to the fact that, regardless of undertaken efforts in 

providing equal access to education on the national level, there are still barriers, such as 

insufficient policies or resources, which prevent proper application of high quality 

services for learners with SLDs.     

 In 2015 the European Council and the Commission issued a report on the 

implementation of the adopted strategic framework for education (ECC 2015) in which 

the hitherto execution of the targeted goals was summarised and followed by main 

challenges concerning the priorities set for the future. The Council and the Commission 

found that areas which still require improvement relate to high-quality knowledge, skills 

and competences that are attainable only through development of lifelong learning (ECC 

2015: C 417/27). Further, it was stressed that inclusive education needs to be better 

implemented from early levels of education by application of innovative methods of 

education, such as for instance content and language integrated learning (CLIL) and task 

based learning (TBL) which allow for good recognition of skills which facilitate learning 

(see chapter 3, sec. 3.2.2.1 and 3.2.2.2).  What is more, investments in national systems 

of education, including development of  strong forms of support for teachers and other 

educational staff were listed. In particular, it was underlined that the new educational 
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perspective is very demanding for teachers who are expected to combine in practice the 

subject matter, pedagogy and practice.  

 According to the last of the reported issues, in 2018 the EASNIE launched a 

project for teacher professional learning for inclusion (TPL). The project was divided into 

two phases. The first phase was complemented in 2020 and aimed at exploration and 

analysis of national policies on TPL for inclusion (EASNIE 2019: 12). The second phase 

started in 2021 and focused on the profile of inclusive teachers (EASNIE 2019: 10). 

Among the goals of the second phase the Agency (EASNIE 2019: 12-13) included: 

control over teachersô professional qualifications that qualify them for inclusive 

education, strengthening of teaching skills with respect to teachersô involvement in co-

teaching, planning and developing teaching materials collaboratively. The Agency also 

drew attention to diverse professional learning opportunities available for teachers, the 

aim of which is to prepare teachers of various educational groups for work in the inclusive 

environment (EASNIE 2019: 14). The final assessment of the strategic framework was 

planned in the year 2022 in which year the Agency issued a report on the profile for 

inclusive teacher professional learning. The report is considered to be a guidebook for the 

member states in developing competence for inclusive education. Among its essential 

features the EASNIE enumerates a need to connect education professionals, share teacher  

and school perspective and use a values-based approach (EASNIE 2022: 18-22). With 

reference to these features, it is reported that teachers are committed to learnersô 

achievements however they are expected to collaborate with each other, parents and other 

educational professionals, such as support teachers, teacher educators and school leaders, 

in order to develop a truly inclusive educational conditions valuing learner diversity 

(EASNIE 2022: 25). Further, the advocated value-based approach demands significant 

changes in national systems of education. The national governments are expected to 

develop cultures and policies that impact on inclusive education, insist on a use of 

strategies that fight off non-inclusive attitudes and model inclusion-friendly social 

relationships (EASNIE 2022: 26).  In the report, also a need for a change in the inclusive 

role of schools is stressed. Schools are perceived to be institutions that are directly 

responsible for the development of quality and equality in education for all (EASNIE 

2022: 26).        

 The completed in 2022 project has recently been replaced by a new action plan on 

integration and inclusion for the years 2021-2027 (EUC 2020). Approved by the 

European Commission in 2020, it assumes further construction of inclusive societies for 
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all. Its key principles in education cover the issues of inclusion for all regardless of 

individual disabilities, anti-discrimination attitude and targeted support (EUC 2020: 5-6). 

According to the outlined conditions of the education for all, national authorities are 

expected to undertake steps to ensure that mainstream schools are open for all individuals 

and that didactive methods are inclusive for all, mindful of learnersô individual needs 

(EUC 2020: 6). Moreover, children with SEN are expected to have an access to additional 

educational support granted whenever it is needed in their best interest.  

Following the key principles of the newest action plan, it can be concluded that 

inclusion is perceived to be a non-evitable approach in modern education that demands 

comprehensible and accessible learning programmes. The European Commission puts 

emphasis on its thorough implementation via changes in national systems of education, 

aiming to achieve a change in mentality of their societies.            

 

 

3.2 Recommended foreign language teaching approaches and strategies for 

learners with SLDs 

 

Amendments in the national systems of education demand certain modifications in the 

applied methods of teaching. The problem how to approach learners with SLDs has been 

a dilemma of great importance also to foreign language teachers. Traditionally, a choice 

of a teaching method is determined by numerous factors, among which the basic ones 

involve course objectives, learnersô age and level of advancement, course materials and 

their teachability, as well as compatibility between the course content, curriculum and a 

chosen method. With the view to inclusion, however, in their choice of a method, teachers 

have to remember primarily about its suitability for learnersô individual educational 

needs.  

In the light of the assumptions of the inclusive approach in education, also English 

language teaching methods are expected to be adjusted to the needs of all learners. As it 

is explained by Katz and Mirenda (2002: 15), the inclusive methods of teaching are 

beneficial to all learners who are exposed to new educational opportunities and who in 

exchange are offered improved values and attitudes towards human diversity, more 

developed impersonal skills, as well as greater maturity, self-confidence and self-esteem. 

There is some doubt, however, if the existing methods of foreign language teaching are 

compliant with the requirements of the inclusive approach. 
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In order to respond to this question, in the present section, a selection of most 

commonly recognised and applied English language teaching methods are outlined with 

the view to their characteristic features, teacher and learnersô roles and a use of didactive 

sources. Each of them is summarised with attention given to their possible applicability 

in inclusive environments. Among the analysed methods there are  a traditional method, 

a direct method, an audio-lingual method, a communicative language approach, a total 

physical response and a silent way method. Moreover, in response to the set requirements 

of the inclusive approach, in section 3.2.2 attention is given to the methods and strategies 

of teaching foreign languages that are recommended for inclusive environments. They 

encompass task based learning (TBL), content and language integrated learning (CLIL), 

a ludic strategy and a concept of universal learning design. The analysis of their 

characteristic features is focused on their applicability and suitability for teaching young 

learners with SLDs.  

 

 

3.2.1 Popular educational approaches towards English language teaching to young 

learners  

 

3.2.1.1 The traditional method 

 

The traditional method towards language teaching derives from a grammar-translation 

method which in the nineteenth century was a standard way of teaching foreign 

languages. Patterned on the study of Latin and Greek, the method puts the burden of 

responsibility on the shoulder of the teacher who is the knower and information provider 

for his students (Larsen-Freeman and Anderson 2011: 23). Initially, the method was used 

for helping learners to develop the reading skill in order to appreciate foreign language 

literature (Larsen-Freeman and Anderson2011: 23). Rather monotonous lessons were 

teacher-centred, based on reading and translation of longer literary texts, accompanied by 

explicit grammar and vocabulary explanation. As Richards and Rodgers (2016: 6) inform, 

the grammar-translation method had dominated the way foreign languages had been 

taught until 1940s and although it was later exposed to severe criticism, its modified 

version is still in use, identified as the traditional method.  

 The most characteristic features of this method include teacher dominated 
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interaction with students, with seldom student to student exchanges, decontextualised rote 

learning of vocabulary based on memorisation of words, as well as, deductive teaching 

of grammar structures supported by accuracy drills (Harmer 2007: 63). Language learning 

is based on development of receptive skills, whereas the spoken language is given little 

if any attention. According to Larsen-Freeman and Anderson (2011: 23), in the traditional 

method, the native language is used for class instruction and generally no attention is paid 

to the target language pronunciation. Vocabulary is explained on the basis of translation 

into learnersô mother tongue and practiced with the use of memorisation techniques. 

Learners are expected to reach linguistic perfection through accuracy exercises, i.e. drills, 

based on repetition, transformation and translation techniques. The teacher is perceived 

as an authoritarian knower and the main source of information. According to Zhou and 

Niu (2015: 798), the teacher is not required to possess specialised skills, however he must 

have a good knowledge about the language.   

The traditional method may turn to be very demanding for the learners. Richards 

and Rodgers (2016: 4-5) notice that the learners in the traditional method are very passive, 

awaiting knowledge to be passed to them from the teacher. Not surprisingly, the 

traditional language learning courses are remembered with distaste by school attenders, 

quite contrary to their teachers, who appreciate the traditional method for its explicitness.  

Following the traditional method can be beneficial for learners who desire to 

extend their knowledge about the target language and who expect to develop their 

translation skills. The presence of the learnersô mother tongue at lessons diminishes 

ambiguity, eases unnecessary tension and saves time needed for explanation. Moreover, 

the method does not require diverse didactive materials or multimedia sources to be 

applied. Unfortunately, its drawbacks seem to advantage the benefits. Only two language 

skills are in the centre of attention, whereas oral communication, listening comprehension 

and pronunciation practice are ignored. Also, the didactive sources are rather unattractive 

and vocabulary is presented out of functional context. Richards and Rodgers (2016: 6) 

stress that the traditional method lacks a theory as it is neither linguistically nor 

psychologically rooted. Additionally, Zhou and Niu (2015: 799) underline that the 

traditional method can be beneficial only for advanced, rather adult learners of the target 

language. Unfortunately, as many (Richards and Rodgers 2016: 6, Zhou and Niu 2015: 

799, Kim 2008: 332) agreeably notice, attractiveness of the method lies in its simplicity 

of application and low requirements of teaching skills, what makes its choice tempting 

for many teachers of English. 
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Summarising, the traditional method is not recommended to be used with learners 

with SLDs, nor with any young learners as it inhibits their natural zest for communication 

and well-balanced development that is possible only when learners are active members 

of the learning process.   

  

 

3.2.1.2 The direct method 

 

Since it was discovered that the grammar translation method failed to build 

communicative competence of the learners, there was a need for a new, more effective 

method. At the decline of the nineteenth century a reform movement in the field of 

education gave a beginning to a direct method which regardless of the passage of time 

and its limitations survived until the present day. 

Most significant features of the direct method refer to a favourable position of the 

speaking and listening skills, rejection of translation and avoidance of learnersô mother 

tongue (Harmer 2007: 63-64). According to Larsen-Freeman and Anderson (2011: 24), 

the name of the method reflects a direct use of the target language, conveying the meaning 

by techniques of demonstration and visualisation. The skills of writing and reading are 

postponed to intermediate level of advancement. Grammar remains important, however, 

contrary to the traditional method, it is taught inductively. Everyday vocabulary is 

introduced through the means of demonstration, realia and pictures, practised together 

with grammar structures, usually in form of oral drills based on a question-answer pattern 

(Richards and Rodgers 2016: 12).    

Due to its practicality, the direct method makes students actively involved in the 

process of learning. Although they have limited autonomy, according to Larsen-Freeman 

and Anderson (2011: 52), the relationship between the teacher and learners resembles 

partnership. Learners speak in the target language a lot in various communicative 

situations. The use of situational syllabus additionally helps to break the communication 

mould.     

 The teacherôs role is not only to control learnersô performance directly and correct 

their mistakes but also to inspire them when problems arise. Richards and Rodgers (2016: 

12) underline another important feature of the teacherôs tongue, that is using full sentences 

while addressing learners. In this way, students gain knowledge about the language 

structure and learn words in a meaningful context. Batool et al. (2017: 38) underline that 
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the method demands special qualities from its teachers which include proficient mastering 

of the target language, physical mental energy and wide imagination. The teacher is a 

decisive factor in the successful application of the method which demands the use of 

various teaching materials, for instance visual aids, stimulating prompts and audio-video 

recordings. Additionally, according to the assumptions of the method, course books are 

not in use (Batool et al. 2017: 37).    

Undoubtfully, the direct method is the one that can be applied to young language 

learners due to the application of inductive techniques in grammar practice and the use of 

the power of gestures which make learning more motivating and natural. Further, focus 

on oral practice, although controlled, involves learners emotionally and helps to build 

teacher-student relations. Moreover, in the direct method attention is drawn to 

pronunciation aspects, what is an additional advantage in teaching young learners with 

SLDs. 

As many others, also the direct method is exposed to some criticism. Specialists, 

including Larsen-Freeman and Anderson (2011: 52-53), Harmer (2007: 64), Ali (2020: 

289), notice that although the direct method brought some significant changes to the 

methodology of English language teaching, it neglects the skills of reading and writing. 

Postponing these two skills can be beneficial for young learners who may not master them 

in their mother tongue, however, permanent avoidance of reading and written practice 

deprives learners of chances to develop full competence in the target language. Moreover, 

Ali (2020:289) comments that a need to use a diversity of often expensive teaching aids 

is one of the most common complaints that foreign language teachers make about the 

direct method. In addition, teachers are expected to possess high professional competence 

and address learners exclusively in the target language, regardless of the arising 

communication difficulties. Such a way of teaching may ruin learnersô comfort and a 

sense of security, what in case of young learners is of a primary value.  

 

 

3.2.1.3 The audiolingual method and the PPP procedures 

 

Rooted in the behaviouristic theory, the audiolingual method was firstly developed as a 

specialised training programme for the American army in the 1942 and shifted onto the 

civil ground after the World War II (Richards and Rodgers 2016: 50). It is based on the 

stimulus-response-reinforcement model according to which the process of learning is 
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enabled through conditioning (Harmer 2007: 64). Following the explanation of Larsen-

Freeman and Anderson (2011: 59), in this method learners are expected to respond to 

stimuli provided by the teacher, their correct responses are reinforced, so that new habits 

of good foreign language speakers are formed. Language itself is perceived as a system 

of structurally connected elements such as phonemes, morphemes and words composing 

sentences.  

 Among the most characteristic features of the audiolingual method Ali (2020: 291) 

enlists gradual introduction of all language skills with extended emphasis on speaking 

and listening, presentation of texts in forms of dialogues, limitation and levelling of newly 

introduced vocabulary, and also drawing attention to pronunciation aspects. Richards and 

Rodgers (2016: 55) underline that in the audiolingual method language is a set of habits 

and speech is language whereas other skills are considered to be just supplementary. With 

reference to grammar, it is taught inductively, induced from the examples provided by the 

teacher with no explicit rules given. Practising grammar structures and new vocabulary 

is performed mainly by oral drills based on an imitation and repetition pattern (Larsen-

Freeman and Anderson 2011: 70), however, as Richards and Rodgers (2016: 57) point 

out, the meaning of words is discovered by learners within a linguistic and cultural 

context, never in isolation as it happened in case of the two previously characterised 

methods of teaching. 

 A specific variation on the audiolingual method mentioned by Harmer (2007: 64), 

which is still commonly applied, is a presentation-practice-production (PPP) procedure. 

Stemmed from structural-situational model of teaching the PPP demands the use of 

situational contexts. As Harmer (2007: 64-65) further explains, a foreign language lesson 

is based on a three-stage-procedure. At the first stage, the teacher presents the language 

to be taught in a situational context. Then, students are expected to practice the language 

through a number of accurate reproduction techniques and cue-response drills. At the last 

stage learners are believed to be ready to use the new language independently, producing 

their own sentences. Keeping the order of all stages in the procedure warrants formation 

of a good speaking habit.  

 In case of both teaching procedures in the audiolingual method and the PPP, 

students can be nothing more but imitators of language models served by the teacher. A 

lot of attention is paid to their language accuracy and automatization of responses. 

Richards and Rodgers (2016: 62) draw attention to a certain nonsense that in a method 

aiming at the development of the speaking skill, learners are not encouraged to initiate 



74 

 

interaction. It is justified by a belief that spontaneous communication may lead to 

mistakes. Due to the above reasons, potential errors in learnersô utterances are subjected 

to immediate correction. Moreover, learners are expected to memorise new vocabulary 

on the basis of its constant repetition (Richards and Rodgers 2016: 55).     

 As to the roles of the teacher, he is expected to take a very authoritarian and central 

role. Brooks (1964: 143) mentions a list of fifteen features related to the teacherôs role in 

the audiolingual method, what depicts the importance of the person of teacher. The 

teacher is a kind of an orchestra man who uses the target language, organises lessons, 

controls the class, leads, models and serves to be a pattern to follow (Larsen-Freeman and 

Anderson 2011: 70).  

 With reference to instructional materials for the audiolingual method, it is 

important to mention that textbooks are usually not used with elementary level students. 

According to Richards and Rodgers (2016: 63), an introduction of written texts at early 

levels of language education may be harmful to learners as it destructs their attention from 

aural input. At later stages of advancement, a coursebook with situational dialogues, 

accompanied by drills and other activities is introduced. The key didactive equipment 

includes audio-visual records and also special audio equipment for extended 

pronunciation practice such as an audio laboratory for training error-free structures.      

 Audiolingualism is the first method that is grounded on a theory of language 

learning with distinction into its phonological, morphological and syntactic levels  

(Larsen-Freeman and Anderson 2011: 71). Although the method was exposed to some 

criticism firstly in the 1960s and later in the 1990s, it is still commonly applied to young 

learners of English language as the emphasis in learning is put on oral practice organised 

in form of student-student interaction, habit formation patterns and everyday vocabulary 

introduced in various contexts (Harmer 2007: 64). Additionally, in the audiolingual 

method a lot of teaching time is dedicated to pronunciation practice, what is of a great 

importance while educating young learners.     

 Similarly to other methods, the audiolingual one is exposed to some critical 

opinions. The major problem is related to theoretical foundations of audiolingualism that 

are proven to be inadequate (Richards and Rodgers 2016: 65). A theory of 

transformational grammar developed by Noam Chomsky in the 1960s revolutionised 

linguistics and rejected the concept of language learning that was based on habit 

formation via drilling and memorisation. Among other allegations Harmer (2007: 66) 

mentions lack of fluency practice, over-learning and extensive mechanical drilling, as 
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well as, a dominant role of the teacher.  

 Much as the raised objections cannot be ignored, it needs to be remembered that 

the pure audiolingual method, unlike the PPP procedure, is rarely applied in isolation 

from other methods of teaching nowadays. Regardless of the justified criticism, the 

audiolingual method has its undoubtful advantages and is often applied by English 

language teachers of young learners. Results of a study conducted by Ali (2020: 292) 

confirm that the audiolingual method is positively opinionated as one of the traditional 

methods that is suitable in teaching oral communication to young learners. Further, the 

audiolingual method is believed to significantly improve their listening skill.     

  

 

3.2.1.4 Communicative language teaching 

 

Developed in the 1970s as an alternative to structure-based approaches towards language 

teaching, communicative language teaching (CLT) is currently considered to be a major 

notional-functional approach (Richards and Rodgers 2016: 154). It gained popularity 

mainly because of appointing communicative competence as its main teaching objective 

(Hymes 1972: 270). Lack of prescribed classroom techniques, what is a rule in case of 

language teaching methods, makes CLT a flexible and easily adaptable approach.  

 The most characteristic feature of CLT, which is also recognised under the name 

of the communicative approach (Richards and Rodgers 2016: 154), includes introduction 

of all language skills from the very early stages of advancement without diversification 

of their importance. As a lesson conduct is carried with a communicative intent, a number 

of communicative activities are given to students who mostly work in groups or pairs. 

Among favourable techniques of oral practice Larsen-Freeman and Anderson (2011: 161) 

mention role-plays, games, problem-solving tasks and other information-gap activities, 

all of which are truly communicative. Both accuracy and fluency types of practice are 

present, though the latter is of a greater importance. Grammatical issues are approached 

inductively and appropriately for learnersô age and level of advancement.  

 Considering the nature of teacher-student interaction, Larsen-Freeman and 

Anderson (2011: 162) inform that CLT lessons are learner-centred. Students are assumed 

to be intrinsically motivated to study as from the very first lessons they are expected to 

make attempts to communicate in the target language. What is more, they have a lot of 

freedom of expression while sharing their ideas and giving opinions to others. According 
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to  Richards and Rodgers (2016: 162) it helps to build interpersonal relationships between 

course participants and the teacher. 

 The role of the teacher exceeds his duties of a lesson conductor. Richards and 

Rodgers (2016: 167) enumerate six of them. The first one is a role of facilitator who 

enables the communication process between students by organising various activities, 

resources and even cultural contexts. The second one is a role of participant, as the teacher 

is a member of a learning-teaching group. According to the third a teacher is a guide 

because he is responsible for leading learners throughout the classroom procedures. The 

following two roles refer to the teacher perceived as a researcher and learner, contributing 

to knowledge and abilities of his students and gaining information from them, as well. 

Richards and Rodgers (2016: 167) further mention that apart from the above main roles, 

CLT teacher is also a counsellor, analyst and a manager to which list Larsen-Freeman and 

Anderson (2011: 162) add a prompter, helper and co-communicator. The roles of the 

teacher in the communicative approach are definitely more complex in comparison to 

other methods. The teacher, although not authoritarian, gains more autonomy in taking 

decisions about the course conduct than in any other of the previously mentioned methods 

of teaching. 

 Generally, it can be said that CLT is one of these foreign language teaching 

approaches where advantages exceed disadvantages. Following Harmer (2007: 70), there 

are several positive aspects that promote CLT to the leading position among foreign 

language teaching methods from the perspective of communication continuum. They 

include learnersô rising desire to communicate in the target language, having a clear 

communication purpose, drawing more attention to a content of the used language rather 

than to a form, variety and freedom of choice of vocabulary, no necessity for teacher 

intervention and freedom of choice of didactive materials. As to the last element, it is 

important to mention, that in CLT the use of authentic teaching materials is approved and 

perceived as a motivational factor (Larsen-Freeman and Anderson 2011: 166). A variety 

of text-based and task-based materials, communicative activities and varied forms of 

work make the communicative approach additionally attractive and appropriate for all 

groups of learners. 

  Of course, after a decade of its high popularity, some weaknesses of the 

communicative approach have been noticed. For instance, according to Richards and 

Rodgers (2016: 174) in CLT insufficient emphasis is put on correction of grammar and 

pronunciation errors. As it is explained, in case of fluency practice, errors are not 
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immediately corrected by the teacher. Left without correction, they may lead to 

fossilisation. Another accusation refers to insufficient attention that is given to accuracy 

practice and grammar teaching. Much as intermediate students may benefit from extended 

fluency practice, beginners need more of controlled practice (Harmer 2007: 71). The final 

complaint addresses the numerous roles that the teacher is expected to take. Richards and 

Rodgers (2016: 174) notice that not every teacher is predisposed to use this approach. For 

instance, some teachers lack good monitoring skills what may negatively influence the 

quality of learnersô performance. 

 To sum up, the communicative approach continuous to be a preferable approach 

in English language teaching settings what seems to be confirmed by a large variety of 

coursebooks and teaching resources dedicated to its principles (Richards and Rodgers 

(2016: 202). Additionally, CLT is said to have a significant influence on other approaches 

and methods that follow the same philosophy of language teaching. 

 

 

3.2.1.5 The total physical response method 

 

Apart from the mainstream language teaching methods, in the 1970s and 1980s some 

alternative methods of teaching appeared with didactive attention focused mainly on 

language as communication settled in authentic background (Richards and Rodgers 2016: 

71). One of these alternative methods is the total physical response (TPR) developed by 

James Asher, an American psychologist, who combined elements of developmental 

psychology, humanistic pedagogy and learning theory to create a method of teaching that 

would respond to educational needs of young learners. According to Larsen-Freeman and 

Anderson (2011: 137), the TPR is the first method that respects the natural order of 

language acquisition where the period of understanding precedes production. This is 

exactly the order in which infants acquire their first language, developing passive 

knowledge about the language before taking the first attempts to communicate verbally. 

Additionally, Asher observed that meaning in the language can sometimes be conveyed 

through gestures, on the basis of which premise he included movement and action into 

his method. Another important factor of the TPR mentioned by Richards and Rodgers 

(2016: 73) is a fact that the method reflects a grammar-based approach with the stimulus-

response-reinforcement procedure as underlying language teaching pedagogy. Therefore, 

lessons are based on orders given by the teacher and followed by his students. When 
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learners are ready to speak in the target language, they instruct each other in which way 

lessons are believed to be stress-free and involve a lot of enjoyable actions (Harmer 2007: 

68).  

 Students interact together with the teacher by showing their understanding of the 

target language through gestures and mimicry. As Larsen-Freeman and Anderson (2011: 

145) inform, the teacher often gives many commands and humour to make language 

learning fun. What is more, learnersô native language is often used at the introductory 

stage of the TPR lessons in order to ease tension and anxiety.   

  In the TPR, the teacher directs students actions, controlling learnersô 

understanding of commands ordered in the target language. According to Larsen-Freeman 

and Anderson (2011: 144), he takes the entire responsibility of the teaching process, 

organising, demonstrating and controlling learnersô actions. It is also important for the 

teacher to adjust the pace of learning to students abilities enabling them internalisation of 

the rules governing the target language.  

 The theoretical assumptions adopted into the TPR make the method an interesting 

alternative in educating young learners. Its teaching techniques include storytelling with 

demonstration, singing and drama activities which can easily engage learners in the 

process of foreign language learning in a stressless environment. Additionally, a dose of 

fun raises learnersô intrinsic motivation. The method is also not very demanding with a 

view to teaching resources such as realia, pictures, slides and word charts which are used 

as a stimulating material in specific situations, for example at the supermarket, the home, 

the beach (Richards and Rodgers 2016: 77).  

 Regardless of its advantages, however, using the TPR raises some justified 

objections. First of all, there is no equity in introduction of language skills as emphasis is 

put primarily on listening and then speaking with very little attention given to reading and 

writing. Most of the classroom practice is based on repetition and drilling and learners 

are regarded as imitators of nonverbal models. As Larsen-Freeman and Anderson (2011: 

144) stress it, some teachers may find it difficult to decide when there is the right moment 

for his learners to start to speak. Some problems are also reported with reference to 

vocabulary practice. According to Harmer (2007: 69), the TPR lacks cognitive depth as 

there are limits to which gestures can convey meaning. 

 Concluding, the TPR seems to be an effective method of teaching a foreign 

language to children. It helps learners develop not only their English language skills but 

also positively influences their physical abilities. Learning that is fun and play is the most 
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suitable form of young learnersô education. However, following an advice of Richards 

and Rodgers (2016:79), it needs to be remembered that TPR gives best results when 

applied in association with other methods and techniques.     

 

 

3.2.1.6 The silent way method 

 

Another method of foreign language teaching from a group of alternative methods is the 

silent way, launched by Caleb Gattegno in the 1970s. This method is based on an opposite 

to the TPR assumption in which the teacher remains silent for the majority of teaching 

time allowing students to discover the meaning of demonstrated objects and activities. 

Harmer (2007: 68) explains that in the opinion of Gattegno learners should discover and 

create language rather than memorise it via repetition of given patterns. This discovery 

process is facilitated through noticing and experiencing. Pursuant to Larsen-Freeman and 

Anderson (2011: 81), learning with the silent way demands an engagement of learnersô 

perception, cognition, creativity and even intuition. It is not surprising, then, that a variety 

of didactive resources is a necessary key factor without which the method cannot be 

successfully applied. A lesson is performed with the use of problem solving tasks where 

students play an active part and the teacher is a mute actor. As it is noticed by Bruner 

(1966: 83), learning is also enabled through an application of discovery techniques and 

stimulation of learnersô creativity. Such an approach to young learners increases their 

intellectual potency, revives their intrinsic motivation and inborn curiosity, as well as, 

strengthens memorisation.   

 In the silent way method a structural syllabus is adopted, for which reason lessons 

are planned around grammatical items and accompanied with related vocabulary 

(Richards and Rodgers 2016:84). It is important to notice, however, that the syllabus is 

neither fixed nor linear, and the teacher build learnersô knowledge around the language 

they are already familiar with (Larsen-Freeman and Anderson (2011: 93). All language 

skills are present, though speaking precedes reading and writing. Additionally, a lot of 

attention is given to correct pronunciation and recognition of phonetic sounds. In the 

lesson conduct, the teacher who is silent uses various techniques of language presentation 

to depict the meaning. He facilitates studentsô guesses with some help of colourful charts, 

pictures and even real objects.  

Learners in this method are left to their common sense and mutual cooperation. 
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As Larsen-Freeman and Anderson (2011: 93) explain, interaction between students is 

desirable because they are believed to learn the best from each other. They also try to 

enter into some interaction with the teacher who, though very active physically, remains 

silent throughout of the lesson. In this way they are believed to learn how to develop 

autonomously and become independent thinkers. 

The role of the teacher is to prompt, show, suggest and encourage learners 

participation with gestures and body language. He needs to be a good observer, 

controlling learnersô correct understanding and raising their awareness. The teacher rarely 

speaks, and when it happens it is only to give a clue (Harmer 2007: 68).   

 The silent way rises controversies because it differs from standard teaching 

procedures. Quite surprisingly, however, learners may find this alternative method 

liberating and exciting. As it is noticed by Harmer (2007: 69), the silent way is a method 

which allows learners to take full responsibility for their deeds, the teacher is just an 

organiser of the learning fun. The method, therefore, positively influences learnersô self-

esteem and activates their cognitive powers. 

 On the other hand, the silent way method cannot function without an engagement 

of other approaches as language learning is more than pure perception (Larsen-Freeman 

and Anderson 2011: 94). What is more, according to the assumptions of the method, no 

formal tests are planned as the teacher is expected to evaluate studentsô progress simply 

on the basis of observation. Taking into consideration requirements of national systems 

of education, lack of formal evaluation discriminates the silent way as a mainstream 

method of foreign language teaching, at least for the present moment. 

  

 

3.2.2 English language teaching approaches and strategies recommended for 

inclusion 

 

Regardless of the availability of a number of foreign language teaching approaches and 

methods, not all of them are equally good for educating young learners with SLDs. Due 

to their disorders, individuals with SEN demand psychological, pedagogical and 

therapeutic support in gaining knowledge and developing life skills. They also need a 

didactic approach where strategies and forms of teaching would satisfy their special 

needs. This problem finds its confirmation in a report published by the Education 

Development Centre in Poland in 2018,  according to which children with SLDs 
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experience intensive anxiety, what has negative influence on their educational success 

(SozaŒska 2018: 5). With reference to foreign language education of learners with SLDs, 

Kormos and Smith (2012: 182) inform that learning a foreign language can be a source 

of stress or even a humiliating experience for them, both of which factors lead to learnersô 

lack of motivation for learning a language. For this reason, knowing teaching methods 

that are adjustable or simple appropriate for the needs and cognitive abilities of learners 

with SLDs is of primary importance. Pursuant to priorities of the inclusive education, 

these changes mean a departure from explanatory methods of teaching in favour for 

exploratory and discovery ones which allow learners to develop their intellectual potential 

and individual interests. Mittler (2000: 78) notices that the inclusive approach demands 

certain pedagogical steps to be taken by teachers. They refer firstly to teachersô 

professional knowledge about learners specific disorders and their educational needs, 

secondly to perception of each learner as an integral individual, thirdly to an ability to use 

learnerôs interests for the development of their knowledge and skills, and finally to setting 

educational expectations which would be adjusted to learnerôs cognitive capacity via clear 

and accurate communication. Having in mind the enlisted pedagogical steps, as well as 

the European Union premises about the inclusive approach, some English language 

teaching approaches and strategies that are recommended for inclusive environments are 

discussed in the following subsections.    

 

 

3.2.2.1 Content and language integrated learning  

 

According to a Eurydice Report on teaching languages at school in Europe (Eurydice 

2017: 13), Content and Language Integrated Learning (CLIL) is indicated as an approach 

which has a major contribution to the realisation of the European Union educational goals. 

Based on an idea of using a foreign language as a medium in learning school subjects, 

CLIL is believed to be highly motivational for learners and helps to build their self-

confidence. It is so, as children are immersed in education by the use of the target 

language in meaningful contexts, rich in communication situations. What differentiates 

CLIL from other teaching approaches is the concept of integration between the taught 

school subject and a language which is a medium and an objective of the learning process 

(Marsh 2002: 37). Coyle et al. (2010: 32) underline the potential of this approach which 

may involve the use of project work, drama, mathematical investigations and even 
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puppets. Unfortunately, due to insufficient proficiency in the target language of the 

teaching staff, CLIL is popular only in a handful of countries such as Austria, Cyprus, 

Estonia, Finland, Italy, Liechtenstein, Luxembourg, the Netherlands, and Spain (Eurydice 

2017: 13). 

 According to its background, CLIL is not a novelty on the education market. 

Introduced in 1990 as an interdisciplinary educational convergence, it was approved by 

the European Union Council as early as in 1995 by means of a resolution in which it was 

declared to be an innovative approach that provides bilingual teaching (Eurydice 2006: 

8). Based on information given by Larsen-Freeman and Anderson (2011: 174), the 

concept of CLIL had been used even earlier in many countries in form of content-based 

instruction (CBI) for competency-based programmes which served immigrants in gaining 

survival skills or life-coping. Also Richards and Rodgers (2016:207) give two reasons 

justifying the development of CLIL. The first refers to a fact that foreign language 

learning is more successful if the target language is used as a means of acquiring 

information, not only as an end itself. Secondly, the approach is believed to meet learnersô 

educational needs better than other teaching methods because it makes the content of 

academic knowledge quickly accessible for learners. In this sense, CLIL is also an 

excellent choice for those who opt for multiculturalism, inclusion and international 

mobility. As it is noticed by Mehisto et al. (2008: 11-12), CLIL is the approach which 

helps to develop cognitive, linguistic, social, cultural and academic skills, what makes it 

suitable for inclusive purposes. Such a view is also presented by Coyle et al. (2010: 30) 

who believe that CLIL can satisfy special needs and differences between young 

individuals.  

In most of CLIL courses, a content-based syllabus is applied, organised around 

specific subtopics (Richards and Rodgers 2016:212). Techniques of learning can be 

classified into categories of, for example, vocabulary building, language skills 

improvement, communicative interaction, discourse organisation or synthesis of grammar 

(Stoller and Grabe 1997: 78). Employment of discovery techniques and engagement of 

learners into project works make them emotionally involved in topic content because, as 

Stryker and Leaver (1993: 11) explain, they feel to have power that can influence a course 

direction.     

The primary role of learners in CLIL is to become autonomous individuals who 

take responsibility, understand and manage their own learning (Stryker and Leaver 1993: 

286). In the opinion of Richards and Rodgers (2016: 213), such perception of the learner 



83 

 

results from ólearning by doingô pedagogy in which students are in the centre of attention,  

expected to interpret actively the input, tolerate ambiguity, explore learning strategies in 

search of most suitable ones for their educational needs.  

 CLIL also redefines the roles of the teacher. In this approach the traditional 

leadership has to give place to mentoring. Outlining a profile of CLIL teacher, Stryker 

and Leaver (1993: 292) draw attention to two features: being knowledgeable in the subject 

mattered and being competent in eliciting knowledge from students. To make his course 

complete, the teacher needs to gather, plan and present a lot of authentic materials for 

studentsô analysis and discussion. They may include, for example, tourist guidebooks, 

timetables, TV broadcasts or internet blogs. Coursebooks are avoided as they are believed 

to kill the authenticity (Stryker and Leaver 1993: 295). It is needless to mention that very 

often teachers have to adjust these authentic sources into studentsô level of linguistic 

advancement. The approach, then, is very demanding for teachers who must be subject 

knowers and proficient foreign language speakers in one person. According to Richards 

and Rodgers (2016: 214), the demand of having adequately trained instructors is a real 

obstacle for adopting CLIL in many European countries. Furthermore, it is noticed that 

developing a CLIL course is a time and energy consuming process for schools, what 

additionally makes it a very challenging approach.     

 Summarising, CLIL is undoubtfully a practical approach that gives its users 

unlimited opportunities, on one hand, to develop teaching skills, and on the other, to 

promote learnersô interests. Any CLIL course is subject specific, stimulating learnersô 

intellectual development and strengthening their autonomous thinking. Teaching 

materials are varied and authentic, what additionally raises learnersô intrinsic motivation. 

Classroom work is performed mostly in groups with the use of educational techniques 

that demand cooperation. The approach definitely supports the concept of inclusive 

education. However, it is still far from being applied by majority of schools as it is 

overdemanding for teachers, most of whom lack subject-specific or foreign language 

competency.  

 

 

3.2.2.2 Task based learning  

 

With reference to foreign language education of younger learners of pre-school and 

primary level of schooling, an alternative approach to CLIL has been popularised since 
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the early 1990s. It is recognised by the contemporaries as a task-based learning approach 

(TBL) (Ellis 2003: 21). Hismanoglu and Hismanoglu (2011: 47) explain that TBL 

emerged as a response to constrains caused by the traditional method and based on the 

presentation, practice, production scheme.  

Similarly to CLIL, TBL is a learner-centred approach in which a foreign language 

is perceived as a communicative tool in comprehending and performing educational goal-

oriented activities (Burrows 2008: 11). Willis (1990: 34) informs that TBL teachers 

provide students with various target language resources which may be used for solving 

problems, playing games, doing puzzles, as well as, for comparing and sharing 

experiences. Popular examples of task types include diagrams and formations, drawing, 

using maps, timetables, itineraries, clock faces and the calendar (Richards and Rodgers 

(2016: 231). Most importantly, the aim of TBL educational activities is to make learners 

exchange meanings in the target language in order to achieve an outcome. As Willis 

(1990: 36) stresses, communicative tasks are not activities which are organised for the 

sake of the target language practice. Tasks require the use of a variety of grammar forms 

and vocabulary which enable an exchange of meanings and the final solution to the set 

problem. What is more, the difficulty of given tasks depends on learnersô abilities and 

skills, previous experience and the degree of support available (Richards and Rodgers 

(2016: 224).  

The learner has several roles assigned in TBL. Richards and Rodgers (2016:235-

236) mention three most important of them. First of all, the learner is perceived as a group 

participant who cooperates with others in pairs or small groups. Secondly, he learns how 

to become responsible for his learning by noticing and monitoring how language is used 

in communication. Thirdly, as many tasks require learners to act creatively and 

alternatively, they are considered to be risk-takers and innovators. It can also be added 

that TBL learners need to be good guessers while using linguistic and contextual clues, 

as well as, they must be brave and open to discussions and consultancy.  

Creating a learner-centred environment, the teacher needs to facilitate students 

work by means of organising and engaging them in a variety of activities which lead to 

completion of a given task. Larsen-Freeman and Anderson (2011: 200) explain that to 

throw interesting lessons the teacher must plan a project carefully and organise a pre-task, 

for example an opinion or reasoning-gap task, that would enjoyably lead his students to 

further more creative activities. Throughout the lesson, the teacher monitors students, 

offering supports when necessary. He has to be a good observer, cautious about potential 
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changes that learners may wish to introduce to their creations.    

A list of educational advantages of TBL is long. According to Swan (2005: 377), 

its benefits include an involvement of natural language use, application of a variety of 

work forms, incidental learning of grammar forms in meaningful contexts, and focus on 

communication in the target language. It can also be added that TBL allows learners to 

take control over the pace of work and the range of developed tasks, which is of a 

substantial value in teaching inclusive groups. This is definitely an approach which can 

be applied to young learners as it satisfies their natural curiosity and builds knowledge 

about the surrounding environment on the basis of experiences.  

Following information given by Larsen-Freeman and Anderson (2011: 205), TBL 

is one of the approaches that finds support from researchers in second language 

acquisition, however some sceptical opinions are raised with reference to its effective use 

by public education units. The reason for this lays in lack of traditional forms of 

assessment in TBL, what stays in disagreement with the requirements of national systems 

of education where results of exams decide about students promotion and a choice of 

subsequent schools.  

Regardless of some discrepancies between the assumptions of approach and the 

systemic solutions, TBL seems to be one of the best options for young learners, as it builds 

their competence in the target language enabling at the same time learnersô general well-

balanced development. As lessons are learner-centred, all students, regardless of their 

individual abilities, can perform tasks accordingly to their needs and at their own pace. 

Preferable forms of group and pair work facilitate the process of socialisation.  

 

 

3.2.2.3 Multiple intelligences and multi-sensory strategies 

 

Apart from the above characterised inclusion-friendly approaches, recent attention of 

language specialists is directed towards learning strategies that suit different learning and 

cognitive styles of learners, what allows on individualisation of the educational process. 

One group of such strategies assumes involvement of various senses into the acquisition 

process and is supported by a theory of multiple intelligences developed by a psychologist 

Howard Gardner (Larsen-Freeman and Anderson 2011: 239). In the opinion of Gardner, 

recognition of learnersô intelligences is crucial for strengthening their accurate 

understanding of what is taught because an assumption that all individuals learn in the 
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same way is wrong. Krechevsky and Gardner (1990: 69) are of the opinion that strategies 

based on the traditional method in education constitute a óone chance modelô in education, 

fine only with a narrow group of learners, whereas each learner has its own unique style 

of learning. As Richards and Rodgers (2016:115) explain, Gardnerôs philosophy is based 

on noticing of natural human talents, which are developed by means of various learning 

styles. Pedagogy based on multiple-intelligences is then the ówhole-personô approach 

(Richards and Rodgers 2016:119). There are eight intelligences according to Gardner 

which include as follows: linguistic, logical-mathematical, spatial, musical, naturalistic, 

bodily-kinaesthetic, interpersonal and intrapersonal abilities (Davis et al. 2011: 488). 

Using multiple intelligences in educational practice goes beyond traditional schooling 

and is learner-centred. Richards and Rodgers (2016:116) add that building learnersô 

inherent talents results in them being strengthened and lets learners be intelligent in their 

own way, what is also the essential assumption of the inclusive approach.    

Together with the development of technology and introduction of multi-media into 

didactics, some new educational strategies grounded on multi-intelligences mode 

appeared (Christensen 2014: 12). Known as multisensory strategies, they follow the 

ówhole-brain learningô theory (Morgan 2019: 46). The use of multi-sensory strategies is 

justified by differences in learnersô perceptive abilities and interests. According to 

SozaŒska (2018: 9) involvement of all senses into the process of foreign language 

education helps especially young learners whose perception of the surrounding is 

emotionally and sensually conditioned. Pokrivļ§kov§ et al. (2015: 128) also recommend 

the multi-sensory strategies as they integrate the reception of information through seeing, 

hearing, touching, moving and even through the use of smell and taste. According to 

Morgan (2019: 47) the multi-sensory strategies are especially dedicated to young learners 

with SLDs as is has been proven to have positive influence on the development of oral 

and written language skills.  

Multi-sensory teaching makes use of audio, visual, tactile and kinaesthetic stimuli 

to enable communication of learners in a foreign language (Morgan 2019: 48). Its 

didactive techniques  entail  chanting, rhyming, singing and repeating which significantly 

improve learnersô educational potential (M. Bogdanowicz 2014: 123). Activities are 

dedicated to experiencing and experimental learning, therefore a variety of didactive 

resources are needed.  

The teacher needs to be a charismatic designer because integrating goals of every 

lesson with learners preferred styles depends on his teaching skills and selected materials. 
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Itagi and DôMello (2019: 83) notice that integration also refers to tasks that the teacher 

gives to students, in which the same content must be experienced by learners with the use 

of different learning styles. Only then, the teacher can know that studentsô perception has 

increased, learning is maximised and comprehension is deep. Additionally, as learners are 

believed to open to a meaningful input the best when they are in a comfortable 

environment, teachers need to organise the classroom practice in group settings.  

Thinking about the benefits of the multi-sensory strategies, it can be said that 

influencing senses of young learners, including those with SLDs, can boost their creative 

thinking which in turn stimulates developing of their language skills. The usability of the 

multi-sensory strategies is high also in relation to therapeutic programmes for children 

with various disabilities which proves their universality. The multi-sensory strategies 

definitely suit individual needs of learners with SLDs, giving them equal chances in 

developing their foreign language competence and skills. In this sense, they also match 

the new European concept of the óschool for allô. 

Much as the strategies are beneficial for learners, their application can be 

demanding for teachers who take the entire responsibility for the preparation and 

performance of interest-rising lessons. Again, similarly to previously described TBL, 

evaluation of learners achievements via traditional techniques can be problematic. Also, 

the multi-sensory strategies exclude the use of traditional coursebooks, which entails 

constant researching, developing, adjusting and combining of teaching materials 

accordingly to learners individual needs and preferences. A question can be asked if 

teachers are creative enough to throw multi-sensory lessons and whether schools have 

sufficient financial sources to afford them. 

 

 

3.2.2.4 Ludic strategy 

 

The described multi-sensory strategies are consistent with a ludic strategy which engages 

learners emotionally in the learning process and is thought to change foreign language 

learning into an unforgettable adventure. Grounded in humanistic psychology and 

compatible with positive psychology, the ludic strategy has been developed and 

popularised since the 1990s by Teresa Siek-Piskozub, a Polish linguist who used the term 

óludic strategyô to define an approach in foreign language teaching, applicable as a remedy 

to some problems of pedagogical or linguistic nature (Siek-Piskozub 2016: 99).  
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According to Siek-Piskozub (2001: 9-11), the primary goal of the strategy is to 

create a learner-centred educational environment in which learning is enhanced through 

play. Focused on pure fun, the strategy stays in opposition to the traditional method of 

foreign language teaching. Its most popular techniques include pure play, gaming, or 

combination of these two, simulation, elements of drama, imagery and other forms of 

linguistic interaction between learners that can be both teachable and enjoyable (Siek-

Piskozub 2001: 34). Interestingly, the techniques allude to learnersô creativity and 

imagination, what makes lessons highly attractive and motivating. Confronting learners 

with ludic techniques and engaging them in activities that develop not only their foreign 

language skills but also their multiple intelligences is of an additional benefit for those 

with SLDs.  As Surdyk (2020: 23) notices, with the use of the ludic strategy, children 

learn about the world through play, which also helps them manage emotions and 

understand the rules of social functioning. Further, factors which refer to cooperation of 

lesson participants and their competition compose conditions which are essential for 

achieving a goal set by the teacher.   

In the ludic strategy, the teacher plays an important role. Although classes are not 

teacher-centred, he takes a responsibility for the process of planning, matching the goals 

and organising of lessons. He can be described as a kind of creative composer, building 

the background of play, setting the rules for games, creating roles for children to be 

played, and for most, leading them through stages of joyful fun. He may even become a 

participant of play, tying a strong bond of mutual understanding with his students. Siek-

Piskozub (2016: 102) draws attention to one important condition that must occur if the 

strategy is to be successfully implemented which addresses learnersô willingness to use 

the target language for communication, especially at preparatory stages of play. In 

linguistically homogenic groups, learners can show a tendency to use their native 

language, especially while working in groups or pairs. It is then the teacherôs duty to 

monitor students actions and insist on them to use the target language. 

Much as some of ludic techniques may demand artistic talents from teachers, for 

instance singing, rhyming or entering into an imaginary role, still many of them show 

interest in the strategy and are ready to reject their inhibitions. This fact was particularly 

observable during the recent pandemic COVID-19. Many teachers strived to throw 

attractive online lessons that would constitute an alternative to standard teaching and 

would enable to maintain studentsô interest in distant education. KaŦmierczak (2021: 106) 

comments this situation by confirming that most of the techniques applied in distance 
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education are in fact a part of the ludic strategy. It is also noticed that the strategy is still 

evolving into new directions, also these beyond the field of education, for example 

gaming (Surdyk 2020: 30).  

To sum up, the ludic strategy can undoubtfully be of great usefulness in 

implementing the inclusive approach as it complies with all its conditions. According to 

its assumptions education takes place on equal basis for all, by means of socialisation and 

with regard to pedagogical assumptions of learnersô well-balanced development and 

freedom of expression.      

 

 

3.2.2.5 Universal design for learning 

 

A set of strategies that are not exclusively dedicated to foreign language teaching but 

constitute a more general framework for designing proactive learning environment is 

known as universal design for learning (UDL). The concept of UDL derives from the field 

of architecture and was initially used by Ronald Mace to mark products and devices which 

can be characterised by their easy usability and practicality for all individuals regardless 

of their abilities, age or status in life (Areekkuzhiyil 2022: 19). Research in cognitive 

science and a development of neuroscience made UDL effective on the ground of 

education where it is considered to be a truly inclusive approach towards design of 

curricula and syllabi (Dalton 2017: 18-19). According to Areekkuzhiyil (2022: 21) UDL 

is not a novelty as it has already been used by educators for over the past two decades to 

ascertain that educational environments meet SEN of learners. More recently, as he 

further explains, UDL has become a synonym for inclusive practices with reference to 

instructional techniques and the use of multimedia materials.  

 According to information provided by the Teaching Excellence in Adult Literacy 

Centre (TEAL), the UDL framework addresses three principles that count for óknow-howô 

of the education process. They include: multiple means of representation, multiple means 

of action and expression ad multiple means of engagement (TEAL 2010: 1). The first 

principle opts for a use of variety of teaching methods and strategies in designing a course. 

The second refers to a need for using multisensory techniques in approaching mixed 

ability groups. As Dalton (2017: 21) specifies, it is a call for applying a variety of physical 

actions and options for communication and expression. The third principle urges for 

organising didactive material around learnersô interests and needs, what can be achieved 
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by the use of various teaching tools. Following this principle warrants learnersô interest 

in a course of action, helps to sustain their effort and gives a chance for self-regulation 

(Dalton 2017: 21). 

 With reference to foreign language inclusive education, it is suggested to use 

modern technological solutions that can enable accessibility to a course content by all 

parties involved in the process of education. Areekkuzhiyil (2022: 22) provides an 

example of electronic curricular material that can be additionally upgraded with assistive 

technology for better programming of its content. This solution would be of significant 

help especially for teachers in selecting and adjusting multimedia teaching materials. 

What is more, didactive resources are advised to be accessible to be used in digitalised 

versions so that learners, for example with SLDs, could apply them individually in 

accordance to their needs by adjusting the font size, highlighting or even converting a 

written text into speech.   

 What is of special importance in UDL is the fact that evaluation of learnersô 

achievements is also possible with the use of multimedia sources. It is diversified and 

adjusted to individual abilities of learners who become strategic, knowledgeable and 

purposeful experts (Areekkuzhiyil 2022: 23).  

 Idealistic, as it may seem, UDL requires engagement of national authorities to 

introduce the necessary improvements into national systems of education. It is needless 

to say that these changes usually require time and financial sources.   

   

 

3.3 Selection of teaching materials for inclusive settings  

 

Not only methods of teaching must be adjusted to learners SEN but also teaching 

materials need careful selection to suit individual needs of learners with SLDs. 

Considerations over didactic materials in English language teaching encompass both non-

authentic and authentic teaching resources. The first type of educational tools refers to 

commercially-produced textbooks dedicated to the international education market, 

accompanied with audio and video recordings that are already adjusted to studentsô age 

and level of advancement. These resources, however, rise a lot of controversies in the 

light of individual SEN of the learners. In fact, Smit (2007: 67) points to three general 

problems. First of all, such resources lack contextualisation, and for this reason they may 

address tradition, culture and habits of a nation that students are not interested in. 
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Secondly, the layout of teaching material in textbooks may be incompatible with the 

school curriculum. Finally, there is no coursebook that would satisfy special needs of each 

individual student with SLDs in the classroom. Taking the above difficulties into 

consideration, a logical assumption is that teaching materials, in order to suit inclusive 

measures, need to be mostly developed by teachers, whether they come from authentic or 

non-authentic sources. For this reason, while selecting teaching resources, it is advised to 

follow several criteria for creating specific learning materials. Mehisto (2012: 17-25) 

enumerates ten key factors which indicate high quality didactic materials. These are:  

- considering the learning intentions, i.e. the language, content and learning skills,   

- fostering academic language proficiency systematically, 

- supporting development of learning skills and learnerôs autonomy, 

- including various forms of formative assessment, 

- creating a safe learning environment, 

- promoting cooperative learning, 

- aiming at incorporating authentic language and its use, 

- enabling critical thinking, 

- fostering cognitive fluency via scaffolding of content, language and skills 

development, 

- making learning meaningful. 

Apart from the above criteria, in inclusive education, teaching resources are expected to 

provide for self, peer and group formative assessment. They also need to encourage 

students for experimenting with language and content. According to Hattie (2012: 126) 

self and peer assessment is of special value, as it not only improves studentsô achievement 

and influences standards of education, but it positively impacts learnersô attitudes, 

improves relationships between peers and engages them deeper in the process of 

education. As content of authentic materials can be challenging for learners, they 

concentrate on understanding the concepts. Therefore, content information neds to be 

divided into small chunks. Mehisto et al. (2008: 105) notice that such materials are easily 

manageable, respect diversity of learnersô abilities and as such foster inclusion. 

Additionally, they rise meta-affective awareness as they refer to learnersô feelings and 

emotions, build safe learning environment in which learners are not afraid of making 

mistakes while experimenting with the target language.  

The inclusive approach requires cooperative learning, therefore teaching materials need 

to encourage students to interact groups in order to establish correct understanding of 



92 

 

terminology, activate critical thinking, analyse the served didactic material, respond and 

report their outcomes (Mehisto 2012: 21). The use of authentic didactic materials 

addresses the need for applying resources which form a bond between the members of 

the communication process.  

What is important, Little et al. (2017: 384-385) notice that pure use of authentic teaching 

materials is not enough for educational success, as authenticity depends on the teacher-

student relationship and a number of tasks that aim at personalisation of the content 

included in the teaching materials, activation of previous knowledge, degree of freedom 

and creativity, as well as promotion of self-discovery and self-awareness. Teachers who 

provide intellectually challenging educational materials raise opportunities for successful 

learning, as students do not concentrate on language chunks separately, but use the target 

language as a meaningful communication tool (Mehisto 2012: 23). To make this tool 

meaningful and useful, however, teaching materials need to foster cognitive fluency via 

scaffolding of content, language and skills development (Gibbsons 2014: 8). Walqui 

(2006: 169-178) enumerates several scaffolding strategies that teaching resources should 

allow on such as bridging the previous knowledge with the current context, modelling 

(exemplifying), adding context to the language, using thinking frameworks, re-presenting 

text, as well as monitoring and evaluating. Learners who benefit from scaffolding 

strategies become self-directed in the language learning process.  

The above considerations show that selecting and adjusting teaching materials, which 

conform to the generally accepted norms and standards and foster inclusion, may be 

challenging for English language teachers of learners with SLDs.  

 

 

3.4 Final comments 

 

Scientific discoveries in the field of SLDs allowed to conclude that individuals with SLDs 

were able to become participants of the mainstream education process. Therefore, 

educators and psychologists opted for their reverse from the special to general education 

path. International declarations and acts of will (see section 3.1), supported this tendency 

which was finally approved with favourable regulations in the European Union and 

national laws. According to the results of the analysis of the legal basis for educating 

learners with SLDs, the evolution in the mainstream education can be divided into two 

periods. 
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The first one includes a decade from 1990 to 2000 and is characterised by adoption 

of the integrative approach in education and formulation of functions of public integrative 

schooling.  Based on the reports of the EASNIE, it was noticed that individuals with 

SLDs, though factually integrated in public schooling, experienced discrimination and 

stigmatisation, and effects of their integrative education turned to be unsatisfactory in 

comparison to education of learners without disfunctions. Modifications to the integrative 

system were suggested in 2000, a year which marked a turn from integration to inclusion.  

 The second period of inclusive education, counting from 2000 until now and 

advocated as an óeducation for allô approach, is being implemented and subjected to 

improvements. On its basis, significant amendments in national systems of education 

have already been introduced that inter alia include a reform of higher education 

programmes for the field of studies of pedagogy and foreign philology. The main goals 

of the assumed changes target at more profound education of teachers with reference to 

issues such as learning disorders, educational difficulties and satisfying learners SEN. 

Further, based on the requirements included in EU directives (EC 2007, EC 2009, EC 

2015) and guidelines of the EASNIE (EASNIE 2012, EASNIE 2017, EASNIE 2019), 

substantial changes in the applied teaching methods and didactive materials are assumed. 

The need for amendments arouse initially from differences in understanding of the 

integrative and inclusive approaches towards learners with SLDs. As it is explained, 

modern education stands in contradiction to a one-size-fits-all model of education in 

which individuals have to fit it. Diversely, according to inclusive practices, the 

educational system is required to meet learners' SEN. In school practice, this change 

entails amendments in applied teaching methods via which human rights, freedom and 

tolerance are promoted. 

The current European Union plans (see section 3.1.2) for the forthcoming years 

are particularly directed to further fight with discrimination, creation of equal learning 

opportunities, as well as removal of barriers to learning. According to the EASNIE, the 

said barriers refer in particular to four aspects of education, namely: ñschools' ability to 

stimulate creativity and problem-solving and democratic forms of governance support; 

the form of teaching provided; teacher-learner relations; and various forms of evaluation 

and assessment ensuring that different forms of learning are accounted forò (EASNIE 

2017: 8).  

Through changes in national laws, improvements in the existing education 

systems are reported to be systematically introduced. However, it can be noticed that the 
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success of inclusion is primarily determined more by the human factor, that is by relations 

between the school staff and learners together with their parents. Dependently of their 

good communication, identification of SEN, deliberate selection of teaching methods and 

didactive materials, inclusion has a chance to become the national mainstream approach.  

With the view of a deliberate selection of teaching methods that suit the needs of 

inclusion, an insight into presently applied approaches and methods of teaching a foreign 

language was given (see section 3.2). The applied methods of teaching English language 

were presented together with a bunch of approaches and strategies recommended for 

teaching young learners with SLDs and coherent with the concept of inclusive education.  

According to the analysis of the characteristic features of the first group of teaching 

approaches and methods, it can be concluded that not all of them suit the assumptions of 

inclusion or can be used with young learners.  

Methods and strategies which fit into the concept of inclusive education are 

usually grounded in humanistic psychology where classes are learner-centred and 

learnersô comfort is of equal importance in the target language development. Methods that 

belong to this group are: the silent way, the TPR, CLIL, TBL, as well as multi-sensory 

strategies and also the ludic strategy. In all of them, priority is given to learnersô individual 

educational needs as children differ not only with reference to their abilities or disabilities 

but also in relation to their sustainable development. The characteristic features of the 

recommended approaches and strategies show that application of any of them is an 

important step towards inclusion. They aim at successful communication in which the 

target language is a powerful tool. They also use the target language which is relevant and 

comprehensible to each other. All of the recommended approaches and strategies fit into 

the idea of inclusive education and can be used by subject teachers interchangeably or in 

compilation. However, having considered their strengths and weaknesses, it can be 

concluded that their accurate application, is highly dependent of four factors, enlisted by 

the EASNIE (see section 3.1.2) which include: systemic amendments in the national 

systems of education, schoolsô abilities to implement the changes, the teacherôs 

competence and ability to enter into the prescribed roles and also easy access to modern 

multi-media teaching materials. 

 The systemic improvements include changes within the organisation of the 

evaluation process of learnersô achievements, as well as, their adjustment and 

implementation into schoolsô internal systems of assessment. Nowadays, formulas of 

compulsory examinations are standardised and as such expose learners with SLDs to 
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stigmatisation because they are either released or treated differently than others. Also, 

formative assessment of learnersô efforts is mainly organised in a form of written tests, 

what significantly restricts the possibility of accurate assessment of learnersô 

communicative skills.  

 Not only methods of teaching are subjected to amendments in the inclusive 

approach. Changes also embrace the person of a teacher and his pedagogical roles. As it 

has been described, in all of the recommended approaches and strategies classes are 

learner-centred which shifts the teacherôs position from a leader and a knower to an 

assistant and a helper. In traditional educational settings, this change can become a real 

challenge especially for experienced teachers who are not familiar with inclusive-friendly 

approaches and strategies.  

The final issue that can be an obstacle in reaching for the recommended 

approaches and strategies refers to didactive resources, or rather to their availability and 

adjustability. Although majority of multi-media teaching materials seem to be easily 

accessible on the Internet, their accommodation and tailoring to studentsô SEN may cause 

problems. Additionally, it must be remembered that not all schools are sufficiently 

equipped with electronic devices that would enable teachers to use this kind of materials, 

as well as, not all teachers are accustomed to their use.    

 

Understanding the concept of inclusive education and changes that its 

implementation into national systems of education entails, an analysis of a selection of 

English language teaching methods together with a view to approaches and strategies of 

teaching that support inclusion in education closes theoretical considerations of the 

dissertation. The gathered information constitutes a basis for the comparative study of 

English language approaches towards learners with SLDs from the perspective of 

inclusion. The four of the previously stated indexes of a system of education, schools 

readiness for inclusion, teachers competence and methods of teaching, as well as, the use 

of didactive materials are applied for evaluation of inclusiveness of the applied 

educational approaches in three countries: Austria, Czechia and Poland, respectively in 

the following three chapters of the dissertation. The results of the comparative study will 

later serve as indications for further development and improvement of the inclusive 

approach on Polish ground.  
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Chapter 4: Methodology of the comparative study 

 

4.0 Introduction 

 

Before the extensive study on English language teaching approaches towards learners 

with SLDs was undertaken as a part of the present dissertation, a pilot study about views 

of foreign language teachers on inclusive education was conducted by the author of the 

present work. The subject matter was analysed in 2016 on a micro scale concerning the 

views of English language teachers within the Region of Mazovia in central Poland. Its 

results brought some disillusioning conclusions about the teachersô perspective on 

inclusive education (Puzia-Sobieska 2017: 72-73). The outcome of that study was 

compliant with the results of research conducted earlier in 2015 on a much bigger scale 

by the Educational Research Institute in Poland, published in form of an annual report of 

the institute (MuszyŒski et al. 2015). Weighing the fact that inclusion has been advised 

for implementation to the national systems of education from 2000, and taking into 

consideration the results of the conducted pilot study, researching potential obstacles that 

prevent successful development of the inclusive trend in education became inspirational 

for the author of the dissertation. In order to establish the areas of potential problems 

preventing the development of inclusive education in the country, a comparative study 

was planned.  

Spotting similarities and differences in the state of development of the inclusive 

approach between three selected countries is believed to reveal the strengths and 

weaknesses of the existing state of national education with reference to inclusion. The 
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results of the planned study are hoped to indicate the necessary improvements for the 

existing state of inclusive education towards more flexible and incremental 

implementation of inclusion to Polish schools. Taking into consideration similarities and 

differences in the historical backgrounds and the functioning systems of education of 

various European Union member states, it was decided to appoint Austria and Czechia 

for the comparative study. In the present chapter, the conceptualisation of the study, 

including justification for the choice of the countries for comparison is presented. 

 

 

4.1 Conceptualisation, organisation and limitations of the study  

 

As the initially planned research was extended in time and subjected to some 

modifications caused by unforeseeable difficulties connected with the pandemic, the 

decision of its division into two studies was taken. As a result, the comparative study of 

the documents and specialist literature dedicated to education of learners with SLDs in 

the selected countries was conducted in years 2017 ï 2022 (see chapters 4-8), whereas 

the supplementary study giving an empirical insight into the educational situation of 

learners with SLDs in Poland, in which country the author of the dissertation has the 

greatest interest, was conducted in years 2022-2024 (see chapters 9 ï 10). Figure 1 below 

presents particular stages of both the comparative and supplementary studies with their 

characteristic features. 

  

 

Figure 1: Stages of the comparative and supplementary studies 
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4.1.1 Stage I: Collection of documents and specialist literature 

 

From 2017 until the end of 2018 international documents in form of declarations, 

directives, national acts and resolutions, together with specialist literature in the field of 

SLDs, concerning historical perspective of studies on learning disorders, as well as, 

language related learning disorders, were collected and read extensively (see chapters 1, 

2 and 3). On the basis of the gathered data, a decision about the scope and range of the 

empirical study was undertaken by the author of the dissertation. Furthermore, a decision 

about the countries for comparison was finally undertaken on the basis of the historical 

and cultural similarities and differences between them.  

 

 

4.1.2 Stage II: Selection of countries for comparison 

 

In the present comparative study, the current state of implementation of the inclusive 

approach in neighbouring three selected European Union member states of Austria, 

Czechia and Poland is discussed. A decision about the choice of the countries was made 

in 2019 upon certain premises, as explained below.  

The first chosen country is Austria. It is a nation that represents western European 

culture, with the system of education comparable to such European countries as the 

United Kingdom, Germany and France. According to Stepaniuk (2019: 328), there are 

several differences between eastern and western nations which reflect divergences in 

political, cultural and social determinants. With a view to that, Austria is a country rooted 

in the western tradition and as such is expected to approach the concept of inclusive 

education in a more dynamic manner than it is done in eastern countries. 

Secondly, there is at least one significant difference between systems of education 

in Austria and Poland. It is the fact that Austrian system of schooling is decentralised. It 

means that crucial decisions about the adopted type of education, its financial sourcing 

and relevant implementing measures are mostly left to local governments rather than to 

central authorities. Such a solution may have many advantages, for instance the decision 

making process is simplified and therefore amendments to the system can be introduced 

faster. Immediate response to the needs of the inclusive environment may positively 

influence issues, such as teacher training, access to and application of modern electronic 
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teaching tools, and improved social attitudes towards individuals with SLDs.  

Thirdly, differences in the historical background and achievements in the field of 

scientific research dedicated to SLDs in the compared countries may cause discrepancies 

in teaching approaches and experiences, what in turn may influence the present state of 

inclusive education in Austria and Poland.   

Quite contrary to the first choice of the country for comparison, the next selection 

of the European state was based on the common features that Poland and the chosen 

nation may share. For this reason, the Czech Republic, with the organisation of its system 

of education resembling the one in Poland, was appointed as the second country for 

comparison. In the present work, this country will be referred to as Czechia in accordance 

to the national preference and governmental recommendation issued by the Ministry of 

Foreign Affairs of the Czech Republic from 2016 to apply the shorter name of the country 

which depicts its independent character after the split of Czechoslovakia into Slovakia 

and Czechia (Ministry of Foreign Affairs, 11.11.2016).   

Similarities between Poland and Czechia also refer to historical events, political 

systems, governing and social policies that both countries share in common. 

Undoubtfully, Czechia is culturally close to Poland, moreover its system of education has 

been subjected to reforms similar to the ones introduced in Poland since the 1990s, the 

moment when the concept of integration was given international attention. Further, 

typically for countries from the former Eastern Bloc, their national systems of education 

are centralised, quite contrary to the systems of Western European countries. Local 

authorities have limited autonomy, especially with regard to financial sourcing and 

undertaking legally binding decision. This fact is of great importance as the differences 

in managing the system of education by Western and Eastern European countries can have 

a crucial impact on the pace of implementation and quality of the adopted inclusive 

education.  

It is important to notice that after the year 2000, governments of all three selected 

countries agreed to shift their systems of education from integration to inclusion, 

appointing the latter as the mainstream approach in education, what requires an 

introduction of substantial diversification from traditionally applied methods of teaching 

towards content and language integrated learning (Eurydice 2007: 13). With reference to 

foreign language education, the three countries decided to introduce inclusion-friendly 

methods of teaching to their systems of education what enforces a substantial change in 

the perception of educational priorities. According to the assumption of the inclusive 
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education, knowing a target language is no longer an educational goal itself but it becomes 

a tool in developing life skills and gaining general knowledge. Therefore, a decision about 

the choice of favourable methods of teaching to young learners has already turned to be 

a key educational factor affecting learnersô potential success that needs attention and 

analysis. 

 

 

4.1.3 Stage III: Collecting the data of the state of inclusive education in the three 

countries 

 

Having selected the countries for the comparative study, serious attempts were made to 

reach primary school teachers of English and contact specialists in the field of education 

in the three appointed countries. Due to a variety of the applied research tools and certain 

difficulties in collecting the data in each of the countries, this stage of the study lasted 

from 2019 until 2021. 

At the beginning, academic units which offered tertiary education programmes in 

early pedagogy or/ and English language teaching, as well as public primary schools 

offering education of learners with SLDs were searched on the Internet. Contacts to the 

university, college and school authorities were established and noted. The selected 

universities and colleges were located in cities all over the countries: Fieldkirch, Graz, 

Innsbruck, Klagenfurt, Linz, and Viena in Austria; Brno, Olomouc, Ostrava, Pardubice, 

Pilsen, and Prague in Czechia; and Bydgoszcz, GdaŒsk, Lublin, Ğ·dŦ, Pğock, and 

Warszawa in Poland. In some cases, whenever such information was displayed on a site 

of a university or college, contacts to heads of sections and academic teachers engaged in 

educational matters were noted. With reference to schools selected for contact, priority 

was given to general education units with integration sections.  

In a following step, a letter inviting to participate in the interview was composed 

in Polish language for each group of potential respondents and consequently translated 

into German and Czech languages. The invitations were sent to twelve Austrian, six 

Czech and six Polish academic units via an electronic message and addressed to the deans 

or academic teachers of faculties of philology and pedagogy. A similar procedure was 

adopted for the survey of English language teachers of young learners. A questionnaire 

form was prepared and also subjected to translation to German and Czech languages. 

Letters of invitation for foreign language teachers together with an Internet link to the 



101 

 

questionnaire and the attached questionnaire were directed via e-mail to school principals 

in the appointed countries. In total, over one hundred and fifty primary education schools 

received the invitation and the questionnaire (56 schools in Austria, 50 in Czechia, and 

51 in Poland).  

The expected answers, however, have never occurred as in the beginning of 2020 

the COVID-19 pandemic was announced in Poland, Czechia and also Austria, due to 

which all educational institutions in the countries were closed. Students and lecturers 

were directed to distant form of education for a period of two years, followed by further 

restrictions in direct contact with educational units. As a result, only one response to the 

questionnaire from Czech and six from Poland were received. Further online contacts 

with teachers were impossible. On the basis of telephone conversations with school 

principals and secretaries it was established that English language teachers were informed 

about the study and encouraged by their supervisors to respond to them. However, as 

some principles admitted, they had no power to convince or even force their staff to 

participate in it.  

With reference to planned interviews with university and college representatives, 

some interest was shown among academic teachers from Austria (3 persons), Czech (2 

persons) and Poland (2 persons). Regretfully, it soon turned out that the respondents did 

not find themselves to be the appropriate specialists neither in the field of early education 

nor foreign language teaching, nor in the inclusive approach. Only in Poland, two 

academic teachers: one from the Polish Naval Academy in GdaŒsk and one from the 

Mazovian Academy in Pğock agreed to be interviewed. 

 As a consequence of experienced difficulties, unwillingness of the respondents to 

participate in research and limitation in direct contact with others, the commenced forms 

of the study had to be terminated. The situation forced the researcher to base the 

comparative study exclusively on the analysis of the collected documents and specialist 

literature referring to the state of inclusive education in the considered countries. 

   

 

4.1.4 Stage IV: Comparison of the state of inclusive education in the selected 

countries 

  

In 2022 the collected documents and specialist literature referring to inclusive education 

of learners with SLDs were subjected to comparison in accordance to the four research 



102 

 

criteria referring to systemic changes, the teacher, methods of teaching and didactive 

materials (see section 4.2), on the basis of which eight research questions were elaborated 

(see section 4.3). The read data were then described, supplemented with current 

information wherever it was necessary, and analysed separately for each country (see 

chapters 5, 6 and 7). The final results of the analysis were summarised in total for all 

countries and presented in forms of comprehensive figures (see chapter 8).   

 

 

4.2 Criteria for the comparison 

 

Based on the analysis of the international documents, it can be assumed that inclusion is 

perceived as the best educational approach towards learners with SLDs. Its 

implementation, however, demands an introduction of thorough amendments to the 

existing systems of education. The most substantial change refers to assurance of 

inclusion-friendly teaching methods based on the use of individual cognitive and socio-

affective strategies that support sustainable development of all learners regardless of their 

abilities (EASNIE 2017: 9-10). The need for an adjustment of the applied methods of 

teaching entails further improvements in organisation of school functioning, the applied 

system of evaluation from importance of assessment towards importance of performance, 

and foremost a development of teachersô roles and competence for work with inclusive 

environments. 

Therefore, based on these premisses, four educational aspects have been developed as the 

research criteria for the realisation of the scope of this complex study. They entail as 

follows: 

¶ historical background of the scientific interest in individuals with SLDs in Austria, 

Czechia and Poland, followed by modern systemic solutions for their education;  

¶ roles and competence of the inclusive foreign language teacher in the appointed 

countries;  

¶ the use of inclusion-friendly teaching methods and strategies by Austria, Czech 

and Polish foreign language teachers;  

¶ an access to and use of inclusion-friendly teaching materials. 

Similarities and differences between the countries under the comparison maybe 

indicative of the present conditions of inclusive education in each researched country. 
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Secondly, they may also expose positive solutions for the implementation and further 

development of inclusion in Poland. Also, some negative outcomes may become warning 

signs against practices that could withhold the development of inclusion in education. In 

order to conduct the comparative study in accordance to each of the established criteria, 

the key research questions and applied diagnostic tools were appointed and described in 

sections 4.3 and 4.4 below. 

 

 

4.3 Research questions 

 

To settle the similarities and differences in implementation of the inclusive education to 

national systems of education in the three compared countries, based on the set research 

criteria, as well as, to learn whether English language teaching approaches towards young 

learners with SLDs in Poland are compliant with the assumptions of inclusive education, 

the following eight research questions were composed: 

RQ (1) How was the scientific interest in SLDs developed historically in each of the 

compared countries? 

RQ (2) What systemic solutions have been introduced to the national systems of 

education with the view to inclusion?  

RQ (3) What are the legal basis for educating learners with SLDs in each of the 

compared countries? 

RQ (4) What diagnostic procedures of SLDs are applied in the three compared 

countries? 

RQ (5) How are educational institutions and support services for learners with SLDs 

organised in the three compared countries?   

RQ (6) How are teachers of the compared countries educated and what is their (self) 

development of competences with the view to inclusive education? 

RQ (7) What language teaching methods are used by primary level teachers of English 

language in the three compared countries? 

RQ (8) What types of teaching materials are used by English language teachers of 

learners with SLDs in the three compared countries? 

The results of the planned analysis of the documents and specialist literature are 

further confronted with the results of an analysis of further research instruments the use 

of which gives an insight into the teaching practice. 



104 

 

 

 

4.4 Method of data collecting: Instruments 

 

Aiming to find responses to the research questions, set in accordance to the established 

criteria, varied research tools were engaged among which identification and collection of 

documents and specialist literature of the researched subject were of primary importance.  

The data to be collected in this phase of the study derived from the formal 

documents, legal acts and specialist literature, which were selected for a descriptive 

analysis in accordance to validity of the included information under the four established 

criteria (see section 4.2). Legal acts, governmental resolutions, declarations and other 

formal documents were mostly searched on the Internet as all of the three countries offer 

an access to their records via electronic journals. In case of the review of specialist 

literature, both paper and electronic sources were researched. They included individual, 

as well as, collective works, monographies and articles concerning issues of inclusive 

education, foreign language teaching and learning, education of young learners and 

learners with SLDs. The gathered and selected data were then grouped and subjected to 

the analysis in eight subsections (see section 4.5), co-responding to the developed 

research questions (see sections 4.3). Research findings were presented separately for 

each of the three countries (see the concluding sections of chapters 5, 6 and 7), and then 

used for comparison in chapter 8.  

 

 

4.5 Method of data analysis 

 

The data acquired under the scope of the study and in accordance to the presented methods 

of data collection were subjected to a mixed type analysis. In particular, the descriptive 

analysis of the documents and specialist literature was organised in accordance to the 

determined research questions (RQ) (see section 4.3) under the following sections: 

(1) scientific interest in SLDs in the historical perspective (RQ 1),  

(2) legal basis of educating learners with SLDs (RQ 3),  

(3) diagnosis of SLDs (RQ 4),  

(4) systemic solutions and educational institutions and support services (RQ2, RQ 5)  



105 

 

(5) education of language teachers, split into three subsections concerning formal 

requirements for becoming a foreign language teacher, teacherôs competence in 

educating learners with SLDs, as well as (self) development of in-service teachers 

(RQ 6), 

(6) methods of teaching applied by English language teachers (RQ 7), and  

(7) types of foreign language teaching materials used with early education students 

(RQ 8). 

Extensive reading was used in order to integrate the findings which were then 

marked as positive or negative tendency. For greater transparency, the results of this 

qualitative analysis were gathered in comprehensive tables with regard to the above 

enlisted eight sections and presented separately for each compared country (see 

conclusions of chapters 5, 6 and 7). 

  

 

4.6 Final comments 

    

Regardless of the unforeseeable difficulties experienced in the comparative study and 

caused by the occurrence of the COVID-19 pandemic, the researcher managed to collect 

and analyse the documents and specialist literature from Austria, Czechia and Poland in 

accordance to the established research criteria. The gathered data of the comparative study 

of documents and specialist literature were analysed with the use of qualitative methods. 

The results of the analysis responded to eight research questions which had been posed 

in accordance to the four research criteria. Some modifications, however, had to be 

introduced as restrictions in direct contact and mobility precluded the use of research 

instruments which were planned for collection of research data abroad. For this reason, 

supplementary study (Stage V) was organised with regard to the state of inclusive primary 

education in Poland, the organisation and results of which are presented in Chapters Nine 

and Ten of the dissertation.  

In the following Chapters Five, Six and Seven below, data from documents and 

specialist literature, referring to the inclusive foreign language education in Austria, 

Czechia and Poland, are subjected to detailed descriptive analysis, the results of which 

are discussed in chapter 8.  
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Chapter 5: Foreign language education of learners with SLDs 

in Austria 

5.0 Introduction 

 

For the last two decades Austria has developed its system of education seeking for full 

inclusion of learners with SEN into the mainstream schooling, preceded by over a twenty-

year-process of integration in education. According to information included in a report on 

language and language education policies in Austria of 2008 edited by the Federal 

Ministry of Education, Arts and Culture and the Federal Ministry of Science and 

Research, foreign language education run by Austrian educational institutions has a long 

history as Austria was among the first European countries where modern foreign language 

(MFL) teaching was introduced to primary level education in the school year 1983/84 and 

extended to first level of primary education from school year 1998/99. Two decades after 

the introduction of foreign language education to public schools, beginning with the 

school year 2003/04, English language became compulsory for pre-school and first two 

primary level students in amount of 32 hours yearly and supplemented with maximum of 

80 hours of additional foreign language lessons yearly, run without student assessment. 

Further, it was decided in a national core curriculum that the best approach in language 

education was integration (Carnevale et al. 2017: 37). In order to maintain a unanimous 

line of language education, a national framework, known as Basic competences foreign 

language alive (GK2, GK4), was defined in 2015 and later included into Language and 

language education policies in Austria of 2017 (Ebenberger 2017: 178). GK2 outlines 

linguistic skills which learners are expected to achieve after the first two years of their 
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primary education, and GK4 after the following two ones. According to the above 

regulations, learners are perceived as individuals who differ in their cultural and social 

background, interests, skills and gifts. For these reasons teaching is advised to take 

various social forms of work and be based on different tasks. Additionally, an emphasis 

is put on the selection of didactic materials which need to stimulate multiple intelligences 

and include activities which develop special-kinaesthetic, gross and fine motor skills, 

logical thinking, as well as different inter- and intrapersonal learning styles by the use of 

various teaching strategies (Ebenberger 2017: 179).  

For better understanding of how the inclusive system of Austrian education  

functions in educational practice, it is subjected to a close analysis with special attention 

given firstly to the historical background of scientific interest in SLDs in Austria, 

secondly to legal basis for educating learners with SLDs in this country, followed by the 

procedure for diagnosing Austrian individuals with SLDs and a description of the system 

of public education in Austria, including tertiary level of teacher education. The 

considerations are finished with the applied English language teaching approaches and 

the use of didactic materials with inclusive groups.    

 

 

5.1 History of scientific interest in SLDs in Austria 

 

The first traces of interest in SLDs among Austrian scientists can be noticed in the 

foundation phase when Franz Joseph Gall revealed his discovery in the field of neurology. 

As Tesak and Code (2008: 37-38) explain, Gall identified the areas of a human brain that 

are responsible for managing motor activities, emotions and intellectual qualities. He also 

introduced a term of faculty of language which maintains control over verbal expression 

and manages lexical memory. What is more, basing on scientific observations, Gall also 

noticed that injuries and certain diseases may damage or ósuspendô brain activities, for 

which phenomenon he had no word, and which was later recognised as aphasia (Lesky 

1979: 51). His revelations raised interest of other European scientists among whom were 

Joan Baptiste Bouillaud and Pierre Paul Broca (Guardiola 2001: 5), whose achievements 

in the field of SLDs were mentioned earlier (see chapter one).   

Among other Austrian scientists deeply involved in a development of language 

localisation theory, and mentioned by Tesak and Code (2008: 68), were Theodor von 

Meynert, Johann Baptist Schmidt and Eduard Hitzig. Their works which were dedicated 
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to a language disorder of hearing and reading had influence on further studies about 

dyslexia and dysphasia. Worth remembering is the fact that from the initial stage of 

research in language disorders, studies about dyslexia and dysphasia had not been 

separated until the end of the nineteenth century when the concept of developmental 

dyslexia was used with reference to non-aphasic patients (Guardiola 2001: 3, 5).  

In 1913, an Austrian psychiatrist Arnold Pick (1913: 9) attempted to introduce 

psychology and linguistics into studies about SLDs. In his studies about dysphasia, he 

developed a new theoretical foundation for dysphasia theory which stayed in opposition 

to solid authoritative psychology. In the opinion of Tesak and Code (2008:126), his 

perception of dysphasic language had an influence on further development in the field of 

scientific research which is presently recognised as a psycholinguistic perspective. In 

particular, Pick (1909: 30 in Friederici 1994: 256) justified that language comprehension 

is not mere activation of isolated meanings of words but a complex mechanism of series 

of processes that are synergetic. For this reason, Pick developed a model of language 

production which was divided into several stages from mental formulation of a sentence 

schema to its final articulation. By analysing processes of each stage he indicated the 

reasons for agrammatism which, in his view, stood for core symptoms of dysphasia 

(Friederici 1994: 256). His discoveries drew attention of German scientists Karl Kleist 

and Max Isserlin whose work on dysphasia was unfortunately interrupted by the 

outbreaks of the first world war. Consecutive periods of the first and then the second 

world war withheld studies of SLDs in European countries due to their involvement in 

the military conflicts. As Tesak and Code inform, the events of two wars forced a shift of 

the centre of scientific research in SLDs  from Europe to North America. And although 

scientific studies about SLDs returned to European countries after the end of the second 

world war, medicine was no longer the leading discipline in research of SLDs, giving its 

way to interdisciplinary studies of neuropsychology, neurolinguistics, speech and 

language pathology (see section 1.2).  

In the post wars period, neurocognitive studies turned to be in the centre of 

attention of a group of psychologists from the University of Salzburg, including Heinz 

Wimmer, Martin Kronbichler, Florian Hutzler, Alois Mair, Wolfgang Staffen and Gunther 

Ladurner, who researched German-speaking children with dyslexia. They established that 

the reading disorder is of neural nature as it results from a dysfunction of left posterior 

areas of the brain (Kronbichler et al. 2006: 1822). Their discovery became a basis for 

much later studies of Gebauer (Gebauer et al. 2012: 6) from the University of Graz, who 



109 

 

successfully developed a morpheme-based strategy for intervention. As a result of his 

research, increased reading fluency and efficiency among the dyslectic learners was 

found. Together with his collaborators, Gebauer also established that brains of dyslectic 

learners which are subjected to the morpheme-based strategy demonstrated higher 

connectivity between parietal and frontal regions of the brain in comparison to patients 

without intervention. Functional magnetic resonance imagining tests used by Gebauer et 

al. (2012: 7) also evidenced that dyslexia can be hereditary and that early morpheme-

based intervention applied to children at risk of dyslexia may improve effective 

functioning of their brains.  

Psycholinguistic insight of Austrian scientists into SLDs added significantly 

important knowledge to the field of SLDs and stayed in agreement with a new educational 

perspective for educating children with dyslexia and dysphasia by mainstream units. 

However, pure acceptance of individuals with SLDs into public education schooling was 

not enough for their successful education. Forming mixed ability classes demanded 

amendments in the national law and further in the existing system of national education. 

In the following sections 5.2 and 5.3 the issue of education in the light of Austrian law is 

given close attention, followed by a presentation of an Austrian model of the diagnostic 

system that is applied at present and which also has an influence on the quality of 

educational services.   

 

 

5.2 Legal basis of educating learners with SLDs in Austria  

 

The analysis of scientific developments in the field of SLDs in Austria from the historical 

perspective (see section 5.1) shows that there are solid foundations for development of 

the inclusive education in the country. Austria is one of the first European countries which 

introduced integration to the system of general education and as such served as a pattern 

for other European states. What is more, it is also the leader in implementing the inclusive 

approach and forming a multitrack system of public schooling after 2000 (Buchner and 

Proyer 2019: 87). Table 4 below shows legal changes in Austrian system of education that 

led from special education to inclusion, all of which are described in the present section 

with attention given to their most important legal provisions. 
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Table 4: Evolution of Austrian system of education towards inclusion 

1962 

 

The School Organisation Act - establishing education centres for children with 

learning disorders 

1984 

 

1st pilot project on integration in Oberwart 

(Burgenland) 

- introducing the integrative approach to public 

mainstream education 

1988 

 

Order of 7 April 1988 of the Federal Ministry of 

Education, the Arts and Sports 

- learners with SLDs gain an access to public 

schooling 

1993 

 

The 15th School Organisation Act Amendment - establishing integration schooling 

2009 

 

Ratification of the Convention on the Rights of 

Persons with Disabilities (UNCRPD) 

- adopting the inclusive approach into Austrian 

system of education 

2012 

 

The National Action Plan for Disability 2012-

2020 

(NAP 2012-2020) 

- developing inclusive education in public 

schooling; 

- Teacher Education for Inclusion Project (reform 

of the teaching profession) 

2016 

 

 Reform Programme of Austria 2016 

 

- early recognition of SLDs due to unification of 

last year kindergarten education with two years of 

primary schooling; 

- team teaching (lesson conduct by an early 

education teacher and a special education teacher 

acting in cooperation); 

- establishing Units of Inclusion, Diversity and 

Special Education that offer training and advisory 

services for teachers; 

- obligatory in-service training for teachers yearly 

2021 

 

The National Action Plan for Disability 

(NAP 2021-2030) 

- establishing a supervisory board for NAP with 

the Disability Ombudsman and the Monitoring 

Committee for implementation of the UN 

Disability Rights Convention in Austria; 

- developing a list of priorities for NAP 

- evaluating stages of the NAP 2021-2030 

 

On the basis of the gathered documents and revised specialist literature, it was 

established that integration of learners with SLDs has been introduced to the Austrian 

system of education since the 1980s. The roots of the evolution in the policies of special 

education, however, reach much earlier to the year 1962 when the post-war school reform 

started with the adoption of the School Organisation Act (Schulorganisationgesetz of 

1962). In this document, the basis for the present Austrian school system was established 
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and special schools were appointed by federal authorities as education centres for children 

and adolescents with disabilities (Engelbrecht 1988: 70). According to the European 

Agency for Development in Special Needs Education (EADSEN 2003: 11), providing 

education to learners with intellectual disabilities in Austria led to an establishment of a 

two-track approach: the mainstream and special school systems, which  from the mid-

1980s started to evolve into an integrative system of education. Buchner and Proyer 

(2019: 84) critically refer to the establishment of special school system which led to a 

mandatory segregation of learners with disabilities as their education was impairment-

oriented and focused on functional limitations derived from medical diagnosis. As a 

matter of fact, protests were raised by parent organisations objecting against the special 

school system and subjecting the issue of SEN into a public debate. This, in Buchner and 

Proyerôs (2019: 86) opinion, inspired practitioners in schools to search for new 

educational solutions.  

The first pilot project promoting integration was launched in 1984 in a mainstream 

primary school of Oberwart, the federal state of Burgenland in Southern Austria. Its 

success drew nationwide attention to the concept of integrative education and caused 

changes to the law. In 1986 pursuant to a decree on physically handicapped or sensually 

impaired children in Austrian school system (Kºrperbehinderte oder sinnesbehinderte 

Kinder im Schulwesen ¥sterreichs) issued by the Austrian Ministry of Education, the 

mainstream education became accessible for learners with physical and sensory 

disabilities (Buchner and Proyer 2019: 86). Two years later, Austrian Parliament decided 

to introduce amendments to the School Organisation Act of 1962, establishing basis for 

further integrative education projects all over Austria (Gruber and Petri 1989: 161). 

Together with the recognition of article 23 of the UN Convention on the Rights of the 

Child in 1993, a nationwide discussion about integration started, resulting in an evaluation 

of the pilot projects and legitimisation of integrated education in primary schools under 

the 15th School Organisation Act Amendment in 1993 (Buchner and Gebhardt 2011: 298). 

It was a milestone in moving from a two track education system of special schooling and 

general schooling towards multitrack system with integrative teaching. In 1994 the World 

Conference on Special Needs Education was called to declare inclusive schooling an 

integral part of national education programmes, according to which schools and teachers 

were expected to recognise and respond to different learning styles (Paleczek et al. 2015: 

30).  Opening of general policy for integration led to an increase of learners with 

disabilities in the Austrian mainstream schooling. As Buchner and Proyer (2019: 87) 
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inform, in 2000 almost 50 per cent of Austrian learners with SEN were educated in the 

mainstream schooling system which number remained unchanged for over 10 years. Such 

high interest of students with various disabilities in general education schools needed 

adjustment of teaching approaches and pedagogical resources to fit special needs of all 

learners.  

According to Feyerer (2009: 73-74), there are three different approaches that have 

been introduced to Austrian primary schools, namely: single integration, integration 

classes and cooperative classes. According to the first approach, an individual with SEN 

was placed in a regular class, entitled to extra four to eight support hours per week at 

which they worked with a special education teacher in form of remedial practice dedicated 

to the learnerôs diagnosed disability (Buchner and Proyer 2019: 87). This, however, did 

not turn to be the most common approach in Austrian system of education. Due to 

governmental policies which permanently influenced the mainstream education, the 

greatest popularity was gained by forming integrative classes. As Buchner and Proyer 

(2019: 87) further explain, they were composed of a reduced number of students, 

amounting to maximum twenty per class, with five up to seven students with official 

medical diagnosis of SEN. Additionally, teaching was performed collaboratively by teams 

of two teachers, one of whom needed to be qualified in special education. The last of 

integrative approaches mentioned by Feyerer (2009: 73-74) was also introduced to the 

mainstream schooling in form of remedial classes composed of small, up to ten students, 

groups of learners with disabilities who were instructed by a special education teacher. 

Students at cooperative classes partly joined some regular classes with other pupils for 

less demanding subjects, such as art or physical education, where academic performance 

was not expected to be high (Buchner and Proyer 2019: 87).  

Regardless of successful initial implementation of integration projects, the 

Austrian dual school system of the mainstream and special education turned to be rather 

resistant to changes. Paleczek et al. (2015:25) notice that governmental authorities were 

rather unwilling to accept new educational solutions which aimed more at inclusion than 

integration and demanded more thorough restructuring of the education system. For this 

reason, the authors further explain, inclusive education programmes were implemented 

locally in forms of independent projects, limited in time and with poor impact on the 

mainstream schooling. As a result, inclusive education was unevenly introduced and 

developed in schools of various federal states.  

The ratification of the UN Convention on the Rights of Persons with Disabilities 
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in 2008 broke the mould and revived the national discussion about educating learners 

with SLDs in general education units of Austria. It was led by the Ministry of Social 

Affairs and in consequence finished with a formulation of the national action plan for the 

years 2012-2020, developed in order to meet the obligations of the ratified UN 

Convention (Buchner and Proyer 2019: 88). According to the plan, two basic goals were 

set for achievement in the field of special education needs. The first aimed at 

implementation of the inclusive model regions and the second, at reforming the system 

of teacher education. In 2020, The National Disability Action Plan 2012-2020 was 

evaluated revealing significant shortcomings in both assumed goals.  

With reference to the first, Buchner and Proyer (2019: 89) inform that the 

governmental plans turned to be over ambitious as until 2019 apart from three pioneering 

federal states of Carinthia, Styria and Tyrol, only one additional inclusive model region 

of Vorarlberg has been formed out of nine Austrian federal states. As they explain, the 

situation was a consequence of the drastically low budget dedicated for the 

implementation of the goal. With regard to the second goal assumed in the action plan, 

deficiencies in teacher training were reported (Sonntag 2022: 70). 

Regardless of the difficulties, however, efforts around the implementation of the 

national plan on the governmental and local levels can be assessed positively as they 

brought an increase in the number of learners with SEN in mainstream units, which in 

school year 2016/2017 reached 61 percent of all students labelled with SEN (Mayrhofer 

et al. 2019: 164) and is reported as a rising tendency (Sonntag 2022: 71). Additionally, it 

needs to be noticed that a new education reform from 2016 resulted in a transformation 

of the dual structure school system. In 2018, structural changes in the system of education 

were introduced under The School Entry and Primary School Package 

(Schulrechtsªnderungsgesetz). According to its assumptions, by the means of  unification 

of the last year of kindergarten and the first two years of primary level education, early 

identification of learning disorders was facilitated and learnersô competencies were 

strengthened (OECD 2017: 12). Consecutive packages improved school autonomy and 

simplified school administration (OECD 2018: 65). Additionally, based on the changes 

on the administrative level, new organisational Units for Inclusion, Diversity and Special 

Education (Bildungsdirektion) were formed to take responsibility for the management of 

the mainstream school administration (Buchner and Proyer 2019: 89). Spread locally, the 

units exercise a main control over the quality of inclusive practises, the process of teacher 

training and school development in meeting learners SEN. 
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With reference to teacher training issue, important steps are reported to have 

already been undertaken. Sonntag (2022: 71) informs that the reform of teacher education 

is presently perceived as the key factor in successful process of inclusive education. For 

this reason, a new tendency of multi-professional cooperation is promoted, assuming 

structural openness in achieving educational goals and tasks on the basis of autonomy and 

trust (Kielblock et al. 2017: 142). This multi-professional cooperation riches beyond 

simple cooperation between teachers. It refers to a cooperation between two groups of 

specialised  professionals who exchange professional information and coordinate their 

actions. In the opinion of Sonntag (2022: 72), multi-cooperation teams can be formed 

between general and special education teachers, school assistants, social workers, school 

psychologists, therapists, counsellors, and parents. As it is further explained, multi-

cooperation may involve various fields, including training, counselling, projecting, 

exchanging pedagogical concepts, didactic and diagnostic competences. Multi-

professional cooperation is believed to enforce diversity to pedagogical approaches 

leading to a reduction of barriers in educating learners with SLDs and improvement of 

inclusive practices. Such a concept of cooperation seem to have a significant influence 

on current methods of teaching and teachersô competence, both of which issues are given 

close attention in the following sections 5.5 and 5.6.  

 

 

5.3 Diagnosing specific learning disorders in Austria  

 

The endorsement of inclusive education by Austrian school law enforced changes in a 

procedure of diagnosing learners with SLDs. According to the analysed formal documents 

and specialist literature, there are several differences in diagnosis of SLDs applied in 

European Union countries (see section 2.1). They are partly caused by discrepancies in 

interpreting SLDs in ICD 11 and DSM V (see section 2.2). These discrepancies in 

defining SLDs had also an impact on the choice of diagnosis in Austria. As Specht (2009: 

37) explains, in Austrian reality, SLDs are interpreted as ñsoftò disabilities for which no 

physical markers are known, which, however, can be manifested by significant difficulties 

in learning academic skills. For this reason, as it is explained by Krammer et al. (2014: 

31), the commonly accepted method of diagnosing SLDs in Austria is the discrepancy 

model, usually performed by special education teachers.  

According to the procedure, the decision about the choice of educational path is 
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left to Austrian parents who choose between special and inclusive education paths 

(Gebhardt et al. 2013: 148). According to convention, as Feyerer (2009: 79) informs, a 

child with SLDs who starts schooling in an inclusive unit is ascribed to a general special 

education curriculum, observed and diagnosed on the basis of his or her school 

performance by a certified special education teacher within the first two years of primary 

school education. What is important, only in case of controversy or ambiguity, and with 

explicit parental consent can an expert in person of a school psychologist complement the 

report on SEN issued by the special education teacher.  

One cannot but agree with many experts in the field complaining about the quality 

of the diagnosis based almost entirely on ability-achievement discrepancy approach. 

Schwab et al. (2015: 331) criticise it for lacking accuracy, as IQ tests used by 

psychologists in many European countries, are rarely done in Austrian reality. Such a 

form of diagnosing can be then described as partial. Further, Gebhardt et al. (2013: 148) 

stress the fact that focusing on performance deficits tends to be detrimental to learners 

with SLDs as it leads to their stigmatisation and in consequence social segregation. Based 

on a study on assessing SEN in Austria performed by Schwab, Hessel, Obendrauf, 

Polanig, and Wºlflingeseder in 2015, the ability-achievement approach shows tendency 

to be superseded by a response-to-intervention (RTI) model of diagnosis. This gradual 

change is the result of numerous complaints about the effectiveness of former tests. The 

researchers also notice that the RTI model of diagnosis seems to be more beneficial to 

learners with SLDs, though it is still far from perfection as so far there have been no 

indications how it should be implemented (Schwab et al. 2015: 332). 

Apart from the controversies about the choice of the diagnosing approach, also 

the criteria for diagnosis cause difficulties for assessors of SEN as they are not 

standardised, and may differ in each federal state. In order to have a general view on 

commonly applied criteria of diagnosing, Schwab et al. (2015: 337) gathered information 

that special education teachers include in their reports about learners with SEN and 

established their prevalence. A list of such items, diagnosed most often by special 

education teachers is presented below in table 5. 
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Table 5: Information included by special education teachers in SEN reports in Austria by Schwab et al. 

(2015: 337) 

Collected information Prevalence 

Personal data of the learner 91.1% 

Answering the question whether SEN is indicated 91.1% 

Learning and working behaviour 89.3% 

Perception  88.2% 

Motor development 84.0% 

Description of the domains investigated 84.0% 

Language 84.0% 

Family situation 82.8% 

Cognition 82.2% 

School competences mastered 82.2% 

Interpretation of results 82.2% 

Developmental level of the child 79.9% 

Recommendations regarding curriculum classification 79.9% 

Case history 79.3% 

School grades 79.3% 

School achievements assessed with normed tests 76.3% 

Statement about the most appropriate schooling 66.9% 

Analysis of the classroom learning situation 66.3% 

Sociomedical situation 62.1% 

Description of the assessment methods used 62.1% 

Sociocultural situation 59.2% 

Socioeconomic situation 53.3% 

Individual educational plan 26.6% 

 

According to Schwab et al. (2015: 331-332), the information enquired in the 

reports by special education teachers refers to two major reasons for diagnosing which 

are: deficits in mathematics and German language, followed by behavioural disorders. 

Krammer et al. (2014: 35) add two more of them which include: problematic social 

background and autism. All of the mentioned researchers point out that applying the 

above criteria for diagnosis can be misleading in distinguishing learners with SLDs from 

learners whose deficits are caused by non-favourable environmental conditions 

(Krammer et al. 2014: 35, Schwab et al. 2015: 332). For example, children of immigrants 

who often do not use German language at home may manifest poor language skills in 

German. More appropriate in the researchersô view are assessment criteria applied by 

special education counselling experts who perform additional diagnosis on requests of 
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parents or school authorities. In the opinion of Schwab et al. (2015: 335) their criteria for 

diagnosis are more SLDs oriented and include: learning disability, mental disability, 

behavioural problems, sensory disability, physical disability and speech and language 

disorders.  

In addition to the above reservations, the diagnostic criteria are not standardised 

and therefore a large percentage of special education teachers decide to use self-

constructed assessments and observation tools or even follow subjective criteria based on 

their professional and personal experience (Schwab et al. 2015: 337). Non-standardised 

approaches for diagnosis are criticised by experts in the field of SLDs as they are issued 

by teachers whose decisions are relatively infrequently consulted with other specialists, 

for which reason they are claimed to lack transparency and objectivity (Feyerer 2009: 

96).  

Regardless of imperfections associated with the Austrian diagnostic system,   

researchers underline its advantages, admitting that the form of assessment of SEN is 

more oriented to educational intervention rather than to diagnosis of certain disorders. In 

the opinion of Schwab et al. (2015: 340), such an approach is supportive for inclusive 

education and beneficial in developing inclusive teaching programs. Further, it is justified 

that understanding various learning needs of disabled learners is more valuable for 

creating equal educational opportunities than concentrating exclusively on identification 

of learnersô disorders. Additionally, according to recommendations of Austrian Ministry 

of Education of 2010, the diagnostic process demands constant verification and repetition 

in order to enable potential reclassification of learners with SLDs to the regular 

curriculum (Krammer et al. 2014: 33). 

It is clear that diagnosing learners with SLDs and establishing their individual 

special needs is just the first step towards inclusive education as successful inclusive 

environment demands proper managing of other factors that refer to organisation of 

support services, specialised teacher training programs and teaching resources. Therefore, 

all of them are considered below, in the following part of the present chapter. 

   

  

5.4 Educational institutions and support services in Austria 

 

According to information about education policy in Austria issued by the Organisation 

for Economic Cooperation and Development in 2017, there are around 6000 schools in 
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this country, whereas over 90 percent of them are public units (OECD 2017: 11). Pursuant 

to the Austrian Federal Constitution Law, the national system of education is divided into 

six levels of kindergarten, primary, lower secondary, academic secondary and upper 

secondary, vocational and tertiary education (Nusche et al. 2016: 44). Table 6 below 

shows the system of education in Austria with distinction to grades and age groups. 

  

Table 6: System of education in Austria after Eurydice ( https://eurydice.eacea.ec.europa.eu/national-

education-systems/austria) 

Education School/ level Age Years 

Pre-school Kindergarten 3-6 4 

Primary Primary 6-9 4 

Middle Lower secondary 10-13 4 

Secondary Academic secondary 10-17 8 

 Upper secondary 14-17 4 

Vocational Prevocational 15-15 1 

 Vocational 14-18 5 

Tertiary Bachelor  3-4 

 Master  1-2 

 Doctorate  3-4 

 

It is worth noticing that the first nine years of education are compulsory for all 

children, including these with SLDs. Education is free and schools are administered by 

the Federal Ministry of Education (Paleczek et al. 2015: 24-25).  

Similarly to other EU member states, also in Austria parents of disabled children  

confide inclusive education. Based on Statistik Austria, in 2012, 52 percent of all learners 

with SEN were educated inclusively in mainstream units together with non-disabled 

children (Statistik Austria 2012 in Krammer et al. 2014: 32). According to the results of 

a study conducted in 2016 by Feyerer and Wimberger (2016: 11), since the establishment 

of the inclusive education in the mainstream schools, the number of children with SEN 

has been rising. Avramidis et al. (2010: 192) report that in schools offering the inclusive 

environment, disabled learners are perceived and treated on equal basis with non-disabled 

ones. It is the school responsibility to facilitate both a positive learning environment and 

even social participation of all learners in their daily school life. Particulars for educating 

learners with SLDs are gathered in the General Special Education Curriculum to which 

learners with SLDs are ascribed, and which include the educational content, the class 

placement, a need for presence of special education teacher and instructional methods 

(Krammer et al. 2014: 33).  

As to the educational content, learners with SLDs are taught according to the 

special needs curricula which were developed in each Austrian region for all subjects or 
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at least for some of them (Krammer et al. 2014: 33). As reported by the OECD, teaching 

conditions are comfortable for all participants of the educational process as Austrian class 

sizes are below the average and in 2015 amounted to 18 students per class (OECD 2017: 

11). Such small class sizes are definitely beneficial for young language learners, 

increasing an opportunity for a use of variety of communicative activities and allowing 

teachers to approach students more individually.   

With reference to English language teaching to young learners, obligatory foreign 

language education was introduced to Austrian public primary units in school year 

2003/04 in amount of 32 hours yearly for pre-school, first and second level students on 

the basis of inclusive rules outlined in the national core curriculum (Carnevale et al. 2017: 

37). Unfortunately, educational regulations imposed by the federal authorities are not 

performed alike in all states which maintain their regional autonomy. As Kast et al. (2021: 

114)  explain, language education in Austria depends on financial and human resources 

available for the states, what has an impact on intensity and quality of language lessons, 

as well as the availability of teaching materials and quality of IT sources. For this reason, 

not always the rule of differentiation and individualisation of the teaching process can be 

met, leading to differences in learnersô linguistic competency at the secondary level of 

education (Giltschthaler et al. 2021).  

Apart from internal ruling procedures that aim at supporting the development of 

inclusive approach in public education, Austrian federal authorities also try to meet the 

requirements set by the UN Convention on the rights of persons with disabilities (UN 

2008, Art. 24). Therefore, an institution of special education centre (SEC) was established 

in each of the federal states. The centres were renamed first in 2016 and later in 2018 and 

at present are recognised as units for inclusion, diversity and special education (see 

section 5.2), which fact underlines the importance of inclusion as a leading educational 

approach and the duality of the system of education in which there are special schools for 

individuals with severe disorders and general schools which educate other learners. These 

specialised units form advisory boards which are responsible for providing support to 

local inclusive education units and for monitoring SEN standards in each of the federal 

states (Buchner and Gebhardt 2011: 298). In particular, the SECs co-ordinate the work of 

inclusive teachers, provide pedagogical expertise on demand of parents and logistical 

support in the states (Nusche et al. 2016: 127). They are also certifying bodies for special 

education teachers who perform diagnosis of learners with SLDs (Schwab et al. 2015: 

338).  
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As supplementation to governmental efforts for inclusion in education, non-

governmental associations are set all over the country, functioning as institutions of 

support for children with SLDs and their families. Some of them such as Austrian Federal 

Association of Dyslexia (¥sterreichischer Bundesverband Legasthenie), LEGA 

Vorarlberg Initiative and Styrian Regional Association for Dyslexia (Steirischer 

Landesverband Legasthenie) are members of the European Dyslexia Association. 

According to the information published on their sites, the main role of these non-profit 

organisations is to disseminate the issue of SLDs to the public, advise and help children 

and adolescents with reading and spelling problems. They also provide diagnosis of SLDs 

for individuals, helping parents of disabled children recognise their potential educational 

problems.  Their activities also enhance cooperation with federal authorities aiming at 

promotion of inclusive teaching approaches, organisation of training courses for inclusive 

teachers and distribution of recent information about SLDs.  

Pursuant to the report on language and language education policies in Austria of 

2008 edited by the Federal Ministry of Education, Arts and Culture and the Federal 

Ministry of Science and Research (2008a: 48), all initiatives are important for 

disseminating the concept of inclusive education, however, the key factor having an 

impact on the potential success of inclusion in the mainstream units refers to the subjects 

of teacher training and competence, as described in the following subchapters. 

 

 

5.5 Education of (language) teachers in Austria  

 

Among factors warranting successful inclusion Booth and Ainscow (2002: 57) enumerate 

school culture and policy, educational practice and teachers. Teacher professional training 

has always been perceived by Austrian central authorities as a decisive factor, responsible 

for proper execution of inclusion. As reported by Schwab et al. (2015: 332), many 

Austrian primary school teachers complain about their poor competences in diagnosing 

and unpreparedness for work with learners with SLDs. The first steps towards the reform 

of teacher education were undertaken in 2011 by a board of experts (Vorbereitungsgruppe 

PªdagogInnenbildung NEU) who elaborated changes to formal requirements in education 

of future teachers, extension of bachelor and master curricula for inclusive groups of 

students, and improvement of competence and professional skills in SEN among service 

teachers (Buchner and Proyer 2019: 89).   

http://www.legasthenie.org/


121 

 

In order to achieve a comprehensive overview on (language) teachers in Austria, 

the below discussed key facts about their educational path, roles and competence are 

presented in  table 7.  

 

Table 7: Education, competence and professional (self) development of Austrian teachers 

Teacherôs education - bachelor and master studies in pedagogy and English philology 

with tertiary programmes covering inclusion, SEN and SLDs; 

- compulsory four B.A. plus one year of M.A. studies for students 

of English philology;  

- obligatory four-year-studies for early education teacher trainees 

- studies of inclusion; 

- post-graduate studies of inclusion 

Teacherôs roles - flexible and individual approach towards learners; 

- good cooperative skills for team teaching and communication with 

parents; 

- using varied teaching strategies for individualisation of the 

educational process; 

- following studentsô interests; 

- using summative instead of formative forms of assessment; 

- collaborating with mentors 

Teacherôs professional 

(self) development 

- obligatory in-service refreshing and qualification courses of 15 

hours a year; 

- development of an individual approach for meeting learners SEN; 

- autonomy in course planning 

 

 

5.5.1 Formal requirements 

 

Before the reform of teacher education (PªdagogInnenbildung NEU) of 2011, teacher 

education and  training in Austria was based on the dual system, grouping teachers into 

two categories: first, of grammar and middle school teachers trained at teacher colleges, 

and second, of upper secondary school teachers who had to complete a six-year course of 

university studies (Andreitz and M¿ller 2015: 25; Buchner and Proyer 2019: 89). 

Introduction of the teacher education reform led to reorganisation of the higher education 

system pursuant to the European Bologna agreements. Due to the changes, all alumni of 

pedagogical faculties in Austria with a Bachelor degree (B.A.) have to complete a Master 

degree (M.A.). Exempted from this rule are primary school teachers in case of whom 

four-year university college studies are satisfactory. The reform also left the pre-primary 

education of teachers in Austria unchanged. As a consequence, it is sufficient to complete 

a five-year secondary school education in order to become a kindergarten guard (Andreitz 

and M¿ller 2015: 25). On the other hand, teacher training at university colleges is raised 
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from a three to four-year programme with obligatory one-year Master Degree Program 

(Fanta-Scheiner 2014: 17). Thus, the reform enforces close collaboration between 

colleges and universities with regard to the consistent programmes of the M.A. and B.A. 

levels (Andreitz and M¿ller 2015: 25). Supplementary M.A. studies after a B.A. 

programme include an induction phase which enables secondary school teachers access 

higher secondary school employment (Buchner and Proyer 2019: 90).  

The intensified cooperation between colleges of teacher education and universities 

resulting from the reform, allows on combining subject-related theory with pedagogical 

training (Nusche et al. 2016: 159). It must be noticed that such an approach to teacher 

training is also beneficial with the view to inclusive education of learners with SLDs, as 

it enforces changes in teacher training programmes of bachelor and master degrees into 

which a forward trend of inclusion has been introduced (Feyerer 2015: 4). Also Sonntag 

(2022: 76) informs about a new trend in tertiary education studies promoted by some 

Austrian universities at which a joined specialisation of early inclusive pedagogy is 

offered instead of separate faculties of special and early pedagogy. Moreover, some 

academic centres, e.g. Vienna University, offer inclusive education as a separate subject 

of studies if it is selected in a combination with a second obligatory subject, for example 

English, maths or art at the B.A. level (Buchner and Proyer 2019: 90). In practice, 

improvements in the tertiary education curricula make their alumni better prepared for 

work in specialised as well as inclusive settings (Andreitz and M¿ller 2015: 25). What is 

more, teacher trainees are required to choose a specialisation in SEN during their course 

of studies. Buchner and Proyer (2019: 92) mention four areas of pedagogical interest: 

language and sensory, socio-emotional, cognitive-motoric and/ or sign language. 

Including subjects of special education into tertiary pedagogical curricula changed subject 

teacher trainees into professional inclusive teachers.  

With reference to education of foreign language teachers in Austria, the Federal 

Ministry of Education, Arts and Culture and the Federal Ministry of Science and Research 

(2008a: 45-46) report that professional education before the reform was conducted by 

teacher training colleges (Pªdagogische Akademien) and by universities of applied 

sciences. Alumni of colleges gained pedagogical qualifications to teach all subjects, 

including a foreign language, in primary and lower secondary schools, whereas those who 

completed linguistic studies at universities gained full diploma qualifications. Curricula 

of teacher colleges assumed 6 semester training of foreign, usually English, language, 

cultural studies and didactics in amount of 8 weekly units. Based on the report of the 
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Ministry of Education, Arts and Culture (2008a: 45-46), apart from German and 

mathematics, English language was the third compulsory subject to choose by college 

trainees who planned to find employment with lower secondary schools. From the 

academic year 2007/08 teacher training colleges were transformed into tertiary university 

colleges of education (Pªdagogische Hochschulen) offering B.A. four-year diploma 

studies with a possibility to continue tertiary education of one and a half year M.A. 

programme at a university.  

With reference to foreign language teacher training programmes, the Federal 

Framework Act on the Introduction of New Training for Teachers from 2013 orders 

inclusive education as a compulsory part of studies for all foreign language teacher 

trainees. For this reason, beginning from 2015 universities and university colleges merged 

former teacher education curricula by adjusting them accordingly to general, special and 

vocational school types (Dalton-Puffer et al. 2019: 204). Andreitz and M¿ller (2015: 25) 

admit that the reform of teacher education has already had effects on trainees who entered 

into professional studies after the implementation of the reform, though, not on in-service 

teachers. To support the latter, additional university courses financed privately or co-

financed by province authorities are offered mainly to early intervention teachers as extra 

training to university curricula (Buchner and Proyer 2019: 93).   

Aiming at full inclusion of learners with SLDs in the mainstream schooling 

system, it can be stated that Austrian federal authorities undoubtfully make constant effort 

to improve competence and professional skills of teacher trainees and service teachers. 

Introduction of inclusion as an obligatory subject, adjustment of tertiary programmes in 

pedagogy to various types of schools as well as available free professional training 

courses in early intervention are probably the most significant improvements in the 

system of educating Austrian teachers. The fact that lower level of university studies 

(B.A.) are prolonged to four years also allows for an introduction of a larger selection of 

subjects related to inclusive education. Finally, learners from pedagogical faculties are 

obliged to learn English language, what undoubtfully influences their ability to 

communicate with learners in this foreign language at lessons. It can be stated that all 

these improvements confirm the countryôs attempts to establish inclusion as the main 

approach in education of young learners.     
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5.5.2 Teacherôs competences in inclusive education in Austria 

 

According to the report of OECD from 2016 on management of the teaching workforce 

in Austria, job satisfaction and morale of teachers appear high in the country. Nusche et 

al. (2016b: 157) inform about two main factors that have a great impact on teachersô 

performance of duties and willingness to continue their professional carriers. Firstly, 

small number of students per class, on average 18 children, and secondly, low number of 

teaching hours, with an average 779 teaching hours per teacher in primary schools 

annually. Undoubtfully, these two factors let teachers work comfortably as they have 

more opportunities and time to concentrate on studentsô SEN, develop and give more 

attractive lessons as well as approach students more individually. As mixed ability classes 

make the same-pace-learning impossible for all students, therefore teachers need to 

develop several educational roles that exceed the traditional role of an instructor. In 2012, 

The European Agency for Development in Special Needs Education (EADSNE) outlined 

a profile of an inclusive teacher by setting three core values of their work (see sections 

3.1.1 and 3.2.1). The key factors included appreciation of learners diversity, team work 

and collaboration with others, and constant personal professional development (EADSNE 

2012: 11). As  Ebenberger (2014: 12) informs, all of them have been adopted by Austrian 

educational authorities and implemented into teacher training programs.  

The first value of appreciation of learners diversity reflects the need for 

individualisation of the educational process. General as well as foreign language teachers 

are expected to adopt and develop a flexible attitude towards learners with SLDs in their 

professional practice. The EADSNE (2012: 12) enlists several characteristics of 

successful inclusive teachers which may help service teachers develop a positive attitude 

towards inclusive educational process. According to the Agency, the key factor is to 

comprehend that it is ónormal to be differentô and this ódifferenceô needs to be recognised, 

understood and valued as an opportunity for introducing a variety of teaching strategies. 

Ebenberger (2014: 5) rightly notices that teachers of inclusive classes not only have to 

face diverse learnersô abilities and needs but also different cultural and social 

backgrounds. For this reason, they need to demonstrate their autonomous position and 

expand a flexible attitude towards chosen methods of teaching and didactic materials. 

One of the basic roles of the inclusive teacher, then, is to become a planner who prepares 

lessons, selects, adapts or even designs teaching materials according to learnersô multiple 



125 

 

intelligences, different learning styles, interests and talents. Further, Schartz (2011: 25) 

stresses that the teacher as a manager, apart from organising learning space and 

controlling the lesson conduct, needs to demonstrate managerial diversity while 

establishing classroom culture, rules and routines. What is more, the teacher is expected 

to appreciate the potential that learnersô diversity brings to the educational process. 

Understanding childrenôs diverse abilities and learning styles demands from the teacher 

monitoring students peer work, providing individual support when necessary and 

facilitating the process of learning by applying a variety of teaching strategies. The 

teacher is also responsible for noticing and assessing students educational efforts. Within 

the roles of a diagnostician and assessor, the inclusive teacher of the Austrian primary 

school is advised to use new summative forms of assessment instead of formative ones, 

such as verbal descriptions, portfolios or pupil-parent-teacher conferences Ebenberger 

(2014: 5).  

The second core value of successful inclusive teacher indicated by the EADSNE 

refers to team work and cooperation with others and is understood as teachersô ability to 

collaborate with other teachers and parents of learners with SLDs. Close cooperation 

between the subject teacher and special needs teacher has an impact on quality of 

inclusive education and contributes to leadership and management skills. As Nimante and 

Tubele (2010: 170) explain, team teaching of SEN classes is inevitable due to general 

education teachersô lack of experience and knowledge of psychology and social pedagogy 

that are crucial for managing the difficulties the learners with SLDs might encounter. 

Schartz (2011: 25) explains that cooperation between teachers enhances teachersô 

perception of their responsibilities from óI and my classô to a wider concept of ówe and 

our schoolô. Within this wider perspective, collaboration refers to share of responsibilities, 

work and success with head teachers and other subject teachers. It also helps to overcome 

failures and stagnation as problems can be discussed, revised and corrected readily if 

subjected to constructive discussions in teams. Muehlbacher and Hagenauer (2023: 43) 

rightly notice that such cooperative organisation of the educational process requires 

constant monitoring of teaching practices and strategies on the daily basis. Further, with 

the view of young newly qualified teachers employed in inclusive units, collaboration 

with mentors and experienced coaches is beneficial for developing their self-autonomy. 

Ebenberger (2014: 8-9) informs that Austrian unexperienced teachers indicate mentoring 

to be a crucial factor for a successful start in the profession. Head teachers empower 

unexperienced teachers with strategies that are recognised to be well-considered and 
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provide feedback to their teaching. Beer (2014: 17) notices that the best cooperation is 

achievable when based on interpersonal relationships in groups not exceeding two or 

three newly qualified teachers per mentor. It is due to the fact that unexperienced teachers 

hesitate less to ask for consultation and contact mentors on daily basis.  

Finally, cooperation is also regarded as a contact and collaboration with parents 

who are the sources of information about their children (EADSNE 2012: 15). Proper 

understanding of learnersô social, cultural and ethnic backgrounds, as well as perspectives 

of parents may significantly influence the choice and then application of best adjusted 

strategies, adding value to the educational success. Additionally, regular contacts with 

parents and their active engagement in the educational process influence the development 

of so called onboarding strategies that newly qualified teachers may benefit from.        

The third key role of an inclusive teacher viewed by EADSNE (2012: 16) 

addresses professionalism of inclusive teachers, understood by means of constant 

personal professional development. Professionally aware teachers are confident of their 

competences and act as subject experts, they are self-autonomous but also self-reflective. 

By the latter, Schartz (2011: 25) means both in and on action, individual and collective 

self-reflection which leads to development of professionalism. For this reason, teachers 

in Austria are required to improve their teaching skills by attending postgraduate studies 

and professional courses which help them learn about new teaching approaches, reflect 

on their teaching methods, develop alternative teaching strategies. Finally, teachersô 

professionalism is expected to contribute to the development of the inclusive school as 

an educational community.  

 

 

5.5.3 (Self) development of in-service teacher competence in Austria 

 

University and college graduates who have become professional in-service teachers can 

improve their teaching skills in SEN and gain additional formal qualifications via in-

service training. Various professional courses in the field of SLDs are organised by 

university colleges, advisory boards and school psychological service units composed of 

educational psychologists. They support teachers with didactic knowledge, stimulate their 

active engagement in professional practice and provide coherent and relevant specialist 

expertise (Nusche et al. 2016: 153). Additionally, in-service teachers employed with 

inclusive units are supported by special needs teachers whose main role is to help learners 
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with SLDs follow the instructions of general education teachers and participate actively 

in lessons on equal rights with other group members. Schwab et al. (2015: 238) stress the 

importance of teachersô sensitivity to class diversity and their skilfulness in applying 

inclusive pedagogic strategies. Co-teaching is seen as a step toward full inclusive 

schooling where future general education teachers will turn to be high quality specialists, 

also in the field of special education needs (Schwab et al. 2015: 239).  

It needs to be noticed that in Austria 36.8 percent of in-service teachers employed 

with early childhood education are under thirty, which is one of the highest ranks among 

the European Union countries (OECD 2023: 351). Based on the improved tertiary 

education programmes, young teaching staff is said to be equipped with new, inclusion-

friendly methods of teaching and better understanding of learnersô SEN. In order to 

mitigate the differences in professional preparedness of in-service teachers of different 

age groups, a lot of attention is given to their post graduate training. Optimistically, 

heading for full inclusion in education, most in-service teachers express their interest in 

post graduate courses in dyslexia, dyscalculia, violence and behavioural problems 

(Nusche et al. 2016: 153). What is interesting, under the Federal Act on the New Teacher 

Training Scheme 2013 (Bundesrahmengesetz zur Einf¿hrung einer neuen Ausbildung f¿r 

Pªdagoginnen und Pªdagogen) upgrading pedagogical skills is obligatory for all 

Austrian teachers (Nusche et al. 2016: 152). In particular, general education teachers are 

requested to report their participation in at least fifteen hours of in-service training yearly.  

Since 2012 rules for in-service training must be compliant with the national 

program for quality management (Schulqualitªt allgemein 2012), according to which the 

choice of in-service training courses depends mostly on specific needs of individual 

schools and teachers interests (Andreitz and M¿ller 2015: 27). Archan and Mayr (2006: 

51) inform about two general types of in-service training courses run by universities and 

colleges for professional teachers, namely: update courses designed to support teachers 

with the newest teaching solutions, and qualification courses designed for those who 

desire to achieve higher quality managerial skills or acquire competencies in curricular 

subjects or in special fields. According to the information in the national database PH-

Online, a demand for in-service training among professional teachers in Austria fluctuates 

between 60% to 70% and regards most often areas of special education needs, teaching 

methods, as well as behaviour problems (Andreitz and M¿ller 2015: 32). The high 

demand for knowledge and skills in applying successful methods of teaching may indicate 

to the fact that service teachers are in search for alternative forms of work with students 



128 

 

with SLDs which would satisfy their special needs better than traditional subject teaching 

methods.   

 

 

5.6 Teaching methods applied by English language teachers in Austria 

 

With reference to English language education, there have been numerous teaching 

methods either rooted in Latin language teaching tradition or developed in contrast to it. 

Dalton-Puffer et al. (2011: 192) notice that although Austrian school curricula emphasise 

communicative approach, TBL and CLIL as dominant approaches, still traditional 

approach based on the PPP is used by English language teachers (see section 3.2). The 

growing popularity of TBL and CLIL is also confirmed by other Austrian specialists in 

the field including Buchner and Gebhardt (2011), Buchner and Proyer (2020), Dalton-

Puffer et al. (2011), Dalton-Puffer et al. (2019), and Ebenberger (2017) who underline the 

applicability of the two approaches to the inclusive environment. Ebenberger (2017: 179) 

specifies that apart from CLIL and TBL Austrian teachers are advised to approach 

students of inclusive environments by means of multi-sensory and ludic strategies where 

the target language is acquired by means of interaction and fun. As it is noticed by Dalton-

Puffer et al. (2011: 194) foreign language education in Austria is heading inclusion, 

however in some regions of the country amendments in teaching methods, and even more 

than that, changes of attitudes towards inclusive education are still expected. 

According to recent trends, schools need to take responsibility for enabling all 

learners, regardless of their differences, an equal start into the future adult life, preparing 

them to live autonomously in society and act independently in their professional activities 

(UNESCO 2008: 15-18). Ebenberger (2014: 5) notices that according to the EU 

educational guidelines the issues of differentiation and individualisation of the teaching 

process are the two key factors that stand for successful approach in education. For this 

reason the Austrian federal government developed a new National Reform Programme ï 

Austria (Federal Chancellery, 2012), which includes a national educational policy model 

based on these two factors. Ebenberger also points that the solid foundation of this model 

is composed of such features as: understanding learnersô diversity, a need for competence-

based methods of teaching, differentiation and individualisation of the educational 

process expressed by new alternative forms of assessment. With the view to the above, 

the most important factor in the process of education is the learner, not the target language 
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itself. Thus, the choice of foreign language teaching methods must cater for all his needs.  

Eichelberger (1997: 146) draws attention to the fact that student-centred methods 

of teaching have a long tradition in Austria which reaches the beginning of the twentieth 

century. She notices that among promotors of the competence-based approach whose 

methods served as patterns to follow in Austrian schools were Maria Montessori from 

Italy, her follower in the USA Helen Parkhurst, German educationalist Peter Petersen and 

Celestin Freinet from France. Their methods of teaching had common objectives which 

referred to shaping a responsible, autonomous and socialised member of society via 

democratic and cooperative means of learning. Among forms of work the ópattern 

educatorsô promoted education via socialising that included dialogues, games, celebrating 

feasts and festivals, experiments and  mapping real life situations. As Schwab et al. (2015: 

240) stress it, these educational concepts suit the modern needs of inclusive education 

which demands open learning, projecting weekly schedules for individual student with 

SLDs, working at learning stations in small groups, indirect instruction and discussion 

groups. For these reasons the said educational concepts have been applied as role models 

in composition of the new philosophy of the Austrian school system (Ebenberger 2014: 

5).    

In case of English language teaching that suits individualisation and 

differentiation of learning strategies and teaching materials, and by the same satisfies 

special needs of learners with SLDs educated in inclusive units, two approaches are 

mentioned in the related literature, namely task-based learning (TBL) and content and 

language integrated learning (CLIL). Experts in the field of education, such as Dalton-

Puffer et al. (2019: 211), Schwab et al. (2015: 339-340), Ebenberger (2017: 175) and 

Millonig (2015: 20) enlist these two approaches as the most preferably applied ones in 

educating learners with SLDs, noticing that language lessons conducted accordingly to 

the said approaches are organised around communicative tasks which facilitate natural 

communication via interaction in the target language. Additionally, both TBL and CLIL 

are beneficial for all language learners indifferently to their abilities, as the process of 

learning is based on learnersô individual experience and allows for self-reflection. Such 

an opinion is also confirmed by service teachers of English language who consider 

teamwork, communication in the target language and alternative forms of assessment as 

the key factors fostering a positive inclusive practice (Schwab et al. 2015: 240).  

Much as the communicative approach dominated English language teaching in 

1990ôs, also in Austria (Ebenberger 2017: 182), TBL has become the leading approach in 
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teaching English to young Austrian learners. Schwab et al. (2015: 240) explain that 

completion of meaningful tasks by the means of the target language provokes learners 

creativity, and by exploiting that creativity learning turns to be more efficient. Among 

task types Ebenberger (2017: 183) mentions as follows: 

- problem solving tasks: puzzles, logic problems, predictions, ordering, sorting;  

- matching tasks based on: sequencing, ranking, classifying, listing and comparing 

tasks that demand brainstorming, fact finding, comparing and finally sharing personal 

experience and projects; 

- and other creative tasks which refer to the use of authentic educational materials 

and real life situations. 

Seedhouse (1999: 150) complements this list of task types with dialogues, 

discussions and debates. Dealing with the tasks generates confirmation checks, 

clarification requests and self-repetitions which make input comprehensible and as such 

promote language acquisition (Seedhouse 1999: 154). Having such a variety of task types 

to choose from, the teacher needs to modify his roles of the leader and knower, and 

become the manager and helper who allocates and monitors tasks given to students who 

then act and manage the interaction on their own (Seedhouse 1999: 150). Dalton-Puffer 

et al. (2019: 203) also stress an important change in the compulsory assessment of 

students work, which is currently focused on the effort involved in gaining new skills and 

knowledge rather than on pure knowledge.  

Some experts in the field criticise TBL for linguistic simplifications, narrow and 

restricted variety of communication of the language learners use for communication (Ellis 

1994: 278). Much as this opinion can be justified in case of more advanced language 

learners, it is undisputable that in view to young learnersô education TBL is an efficient 

approach.  It helps to develop childrenôs target language skills by the use of practical 

purposes where the language is usually limited to communicative and comprehensive 

units (Dalton-Puffer et al. 2019: 2010).   Fulfilling the need for individualisation and 

differentiation of the educational process in inclusive units, it is not surprising that TBL 

has been widely adopted in Austrian primary schools.  

With reference to the other commonly applied approach in Austrian system of 

foreign language education, Dalton-Puffer et al. (2019: 2010-2011) have recently 

informed that apart from TBL, CLIL is indicated in Austrian English language teaching 

programmes as a dominant approach and even a mandatory one on upper secondary level 

of education. The leading role of CLIL approach in Austrian school finds its confirmation 
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in formal documents, such as Language Education Policy Profile issued in 2008 by the 

Federal Ministry of Education, the Arts and Culture and Ministry of Science and Research 

(2008b: 30).  Additionally, these authorities call for further extension of CLIL approach 

towards teaching of foreign languages other than English and further commissioning 

work on CLIL curricula together with accompanying didactic materials.  As Harrop 

(2012: 57) explains, CLIL is an approach in which the content happens ñnot in but with 

and through the foreign languageò. With the use of CLIL Austrian secondary school 

learners gain skills in and knowledge about curricular subjects while using the target 

language, and by thus acquiring it. Bauer-Marschallinger et al. (2021: 1050) explain that 

learning a target language is enabled via implicit acquisition, not in the way of explicit 

teaching that is characteristic for the traditional approach. An educational success of CLIL 

finds its confirmation in results of a longitudinal study conducted by Serra (2007: 597) 

on Austrian and Italian primary school learners, due to which learnersô linguistic 

awareness and understanding of concepts in the target language was proven to be 

enhanced better through the use of everyday second language words. Moreover, the 

results of oral testing revealed that foreign language acquisition was successful, especially 

with reference to development of morphology and syntax, and with good level of 

accuracy (Serra 2007: 600-601).  

In order to give successful CLIL lessons, the teacher must follow several 

organisational steps. P®rez and Malag·n (2017: 634) report that a primary need is to 

establish a topic and associated language contents. Next, didactic written, audio and video 

materials must be found. If the resources are authentic, as it is often the case, they need 

to be adjusted and adapted appropriately to students age, level and needs. When the 

didactic materials are gathered and organised, the teacher must decide on sort of activities 

that learners may perform on the basis of the applied resources. Ebenberger (2017: 180) 

admits that organising CLIL lessons is a challenging task for teachers as class activities 

need to be individually elaborated so that they are suitable for learnersô SEN. Although 

applying CLIL may give in-service teachers a lot of autonomy in decision making, 

resourcing and teaching itself, still this demands from the teacher wide methodological 

knowledge and excellent managerial skills. 

Undoubtfully, competence-based learning advocated by CLIL meets the 

assumptions of the inclusive education as it leads to construction of stronger social 

competences, promotes autonomous learning and allows for holistic education by 

combining various subjects that can be discovered by learners by the means of English 
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language. This constructivist approach is especially desirable in Austrian multi-cultural 

schools characterised by ethnic differences. As Harrop (2012: 58) notices, it enables 

deeper intercultural understanding and prepares learners to life in international society. 

CLIL is then a holistic approach with flexible framework integrating content, cognition, 

communication and also culture. In particular, there are five dimensions of effective 

application of CLIL according to Coyle et al. (2010: 33): ñprogression in knowledge, 

skills and understanding of content, engagement in higher order cognitive processing, 

interaction in the communicative context, development of appropriate communication 

skills, and acquisition of a deepening intercultural awarenessò. In the opinion of 

Ebenberger (2014: 5), CLIL approach is a warrant of independence and self-confidence 

of both learners and their teachers; it eliminates rote learning for the sake of pure 

assessment, and as such, makes language learning a natural part of life and a sustainable 

life-long process as indicated in the European directives (EADSNE 2012: 15). 

Of course, specialists in the field of inclusion have already noticed some potential 

limitations of applying both TBL and CLIL by foreign language teachers. Harrop (2012: 

59) mentions the fact that both approaches, though giving teachers a lot of autonomy, 

might be time consuming at the preparation level. Using TBL or CLIL demands from 

teachers to be flexible with the choice of taught content, prepare their own teaching tools 

and use a mixture of non-authentic and authentic didactic materials in the educational 

process. For this reason, Ebenberger (2017: 188) appeals to teachers to be selective and 

critical in using a coursebook as many of its tasks are mainly form-focused. Also, Willis 

and Willis (2015: 200) complain about teachersô hesitance for the use of different from 

traditional approaches which would take control away from them and shift responsibility 

for the learning process to students. This internal fear derives, in their opinion, from the 

previously applied the PPP procedure (see section 3.2.1.1) that is deeply rooted in 

Austrian education. It is especially popular in states where inclusion has been poorly 

implemented (Smit and Schwarz 2020: 295) and where the educational impact is put on 

language accuracy (Erling and Paar 2022: 38). What is more, avoidance of alternative 

approaches in foreign language teaching can derive from formal aspects of teaching such 

as a need to maintain traditional forms of assessment (Dalton-Puffer 2019: 217).  

The still existing obstacles that prevent the development of fully inclusive system 

of education in Austria cannot be overcome without thorough and systematic reforms 

which incur costs. As it is pointed out by Ebenberger (2014: 9-10), every change in the 

educational system entails financial obligations, beginning with amendments in the 
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tertiary teacher training programmes and extension of university special education 

subjects, through organisation and performance of additional in-service courses, 

employment of mentors who support and control the work of service teachers, and 

finishing with revision of school administrative budgets and the need for new didactic 

materials that suit learnersô special needs. The last issue of using alternative to textbooks 

teaching materials may seem the least important, however it still remains problematic to 

foreign language teachers for various reasons which are given more attention in the 

following section.         

 

 

5.7 Sufficiency of language teaching materials in Austrian school 

 

Based on the analysis of the leading approaches towards English language teaching in 

Austrian schools it can be concluded that both CLIL and TBL give teachers a lot of 

autonomy in lesson organisation and class management. This freedom of choice, 

however, means that also didactic materials accompanying the lesson conduct need to be 

carefully planned by foreign language teachers. In Austria, teachers are reported to use 

both authentic and non-authentic materials, declaring the latter to be a more common 

language learning source. Dalton-Puffer et al. (2019: 221) inform that foreign language 

teachers in the country willingly reach for audio and video materials which accompany 

coursebooks, however, they do not restrict their work only to standardised resources. 

According to the information included in the review of school resources in Austria and 

issued by OECD in 2016 (OECD 2016a: 163), the use of coursebooks may stem from the 

fact that federal authorities are responsible for providing educational resources for 

learners with SLDs, what surely is convenient for the teachers, students and also their 

parents. However, as it has already been established in the first part of the dissertation 

(see section 3.3), using non-authentic materials may negatively influence teacherôs 

autonomy in lesson conduct as well as significantly limits the possibilities to satisfy each 

learner SEN. Moreover, it must be stressed that the resources are granted by Austrian 

educational authorities only at the beginning of studentsô schooling (Dalton-Puffer et al. 

2019: 221), what means that the financial burden of coursebook purchase in the 

subsequent school years remains on parents duty. What is more, usability of standardised 

didactic materials is reported not to be controlled. There is also no feedback as to their 

compatibility with school curricula. In such a situation, it is not surprising, that authentic 
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materials are declared by Austrian teachers to be preferable teaching resources.  These 

are understood as both non-pedagogical materials dedicated to the general audience via 

the general media, and also as subject-oriented didactic materials issued for native 

speakers of the target language (Ebenberger 2014: 10).  

 Dalton-Puffer et al. (2019: 220) draw attention to the fact that more and more 

Austrian teachers reach for digital media in the didactic process. Whereby, digitalisation 

of the teaching-learning process is not limited to the use of the Internet applications or 

generally accessible authentic online sources. It often means the use of the Internet 

learning platforms which help to build linguistic cooperation across long distances, 

facilitate linguistic barrier-breaking, strengthen intrinsic motivation, and many others. 

Finally, the use of electronic devices undoubtfully enforces diversification of the PPP 

practices and provides alternative strategies of teaching. 

Regardless of their benefits, resourcing teaching materials for self-developed 

lesson plans entitles some difficulties, beginning for instance with problems related to 

their selection in accordance to given criteria (see section 3.3) and finishing with such a 

prosaic issue as excessive time consumption. Harrop (2012: 58) notices, that although 

many Austrian teachers declaratively prefer using own sources to using coursebooks, they 

find outsourcing difficult. For this reason, many of them tend to doubt in their abilities to 

use CLIL or TBL approach successfully, lacking certainty how to use self-developed 

teaching materials and authentic resources.  

To sum up the above considerations, problems concerning sufficiency of teaching 

materials in Austrian schools are presented below in figure 2. 
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Figure 2: The use of foreign language teaching resources in Austria 

 

The information gathered in figure 2 leads to a conclusion that a common problem 

of resourcing teaching materials for inclusive classes in Austria lays not in their lack of 

availability on the market but much more in the process of their preparation and 

adjustment to learnersô SEN. Teaching inclusive groups enforces a diversification of 

methods of teaching to those supporting a bottom-top approach. Both CLIL and TBL are 

learner-centred approaches which need a variety of adjustable teaching materials that 

would be highly motivating for learners and strengthen the communicative skill. For these 

reasons authentic teaching materials are recommended for inclusive settings and declared 

to be used by Austrian teachers. 

According to the above analysis, it can be concluded that problems with the 

insufficiency of teaching materials reported by some Austrian teachers addresses not so 

much lack of didactic sources but teachers who, as it is put by Dalton-Puffer et al. (2011: 

194; 2019: 221), lack teaching and managerial skills in work with inclusive groups. 

   

 

5.8 Final comments 

 

According to the analysis of documents and specialist literature on Austrian inclusive 

education, it can be  concluded that changes in the system of education in this western 
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country were unequal but quite dynamic. The development stemmed from Austrian deep 

interest in SLDs since the nineteenth century and long tradition in educating disordered 

learners. The established facts summarised in table 8 below constitute the responses to 

eight research questions (see section 4.3), giving an image of the present state of inclusive 

approach in teaching English language to learners with SLDs in Austria. The gathered 

information is further contrasted with the results of the study concerning two other 

countries of Czechia and Poland.  

 

Table 8: Approaches to English language teaching to learners with SLDs in Austria 

Research 

question 

number 

Reference Factors influencing teaching of English language to 

young learners with SLDs in Austria 

RQ (1) Scientific developments in 

SLDs 
¶ 1913 ï Arnold Pick studied dysphasic language; 

developed a model of language production from 

mental formulation to utterance articulation 

¶ Postwar studies ï scientists from the University 

of Graz developed a morpheme-based strategy 

for intervention increasing reading fluency 

among dyslectic learners 

¶ Studies conducted individually by Austrian 

scientists led to development of modern 

diagnostic tools and further interest in general 

education of learners with SLDs 

RQ (2) Systemic solutions for 

inclusion 

Strengths: 

¶ Three mainstream education paths: single 

integration, integration class, cooperative class 

¶ Unification of last year kindergarten and two 

early education years 

¶ Obligatory foreign language education for 

learners with SLDs since 2003 

¶ Team teaching of inclusive classes 

¶ Control of Units of Inclusion, Diversity and 

Special Education over quality of inclusive 

practices in schools; consultancy for school 

principals, teachers, parents and students; 

organisation of in-service training and 

compensatory courses for learners with SEN 

¶ Integrative groups up to 20 students 

¶ 5-7 learners with SLDs per class 

 

Weakness: 

¶ 20 ï 25 teaching hours per week 

RQ (3) Legal basis for educating 

learners with SLDs 
¶ 1993 ï introduction of multitrack system of 

education (integration of learners with SLDs into 

the mainstream education) 

¶ 2009 ï ratification of UNCRPD convention 

(introduction of the inclusive approach to 

Austrian schooling) 

¶ 2016 -reform of the Austrian system of education 

¶ 2020 ï reform of teacher education in Austria 



137 

 

RQ (4) Diagnostic procedures of 

SLDs 

Strengths: 

¶ Diagnosis performed by special education 

teachers in schools 

 

Weaknesses: 

¶ Use of educationally-oriented ability-

achievement tests 

¶ No standardised criteria for diagnosis (selective 

use of response-to-intervention tests since 2015) 

RQ (5) Educational Institutions and 

support services 
¶ Ministry of Education, Arts and Culture 

¶ Federal Ministry of Science and Research 

¶ Six levels of education (kindergarten, primary, 

lower and higher secondary, vocational, tertiary 

units) 

¶ Regional Special Education Centres since 2008 

¶ Units for Inclusion, Diversity and Special 

Education since 2018 (former education centres) 

¶ Non-profit organisations that are part of EDA 

(Austrian Federal Association for Dyslexia, 

LEGA Vorarlberg Initiative, Styrian Regional 

Association for Dyslexia) 

RQ (6) Teacher education ¶ Four-year B.A. studies for teachers of primary 

level education 

¶ Compulsory M.A. studies in pedagogy for 

secondary and above level education 

¶ Obligatory English language education of 

pedagogy students 

¶ Issue of inclusion obligatorily introduced to 

university and college curricula for pedagogy and 

philology students 

¶ Since 2015, adjustment of tertiary curricula to 

demands of general special and vocational types 

of education 

 

Strengths: 

¶ Intensive cooperation between colleges and 

universities with reference to curricula structure 

¶ All teaching programmes include subject-related 

theory and pedagogical training 

¶ Teacher trainees have to choose a specialisation 

in LDs 

 

A. Teacher roles in 
inclusion 

Strengths: 

¶ Appreciate learnersô diversity 

¶ Use variety of teaching strategies 

¶ Follow studentsô interests 

¶ Develop an individual approach 

¶ Use summative forms of assessment instead of 

formative ones 

¶ Cooperate with special education teacher (co-

teaching) 

¶ Collaborate with mentors on daily basis 

 

B. Teacher 
competence for 

inclusion 

Strengths: 

¶ Obligatory in-service training upgrading 

pedagogical skills of minimum 15 hours yearly 

¶ Two types of in-service upgrading: refreshing and 

qualification courses 
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¶ Most common courses cover: SEN, teaching 

methods, behaviour problems 

¶ Availability of post graduate studies in special 

pedagogy, inclusion and SEN 

¶ Costs of in-service training covered by the 

employer 

RQ (7) English language teaching 

methods 

Strengths: 

¶ Preference of humanistic approach due to rich 

traditions of democratic and cooperative means 

of learning 

¶ Commonly applied methods of English language 

teaching: 

- Communicative approach 

- TBL for primary level learners 

- CLIL for secondary level students 

¶ Newest trends in language education: 

- Ludic strategies 

- Multiple intelligences 

- Projecting and experimenting 

RQ (8) The use of didactic 

resources in English 

language teaching 

Strengths: 

¶ Use of authentic, self-developed, materials and 

digital tools that foster inclusion 

¶ Cost-free access to teaching resources for 

teachers 

¶ Marginal use of non-authentic materials, usually 

at initial years of primary education due to cost-

free access to government appropriated 

coursebooks 

 

Weaknesses: 

¶ No adjustments of teaching materials to learners 

SEN 

¶ Teachers tend to complain about lack of ready-

made non-standardised teaching materials 

 

According to the analysed data, it can be concluded that Austria is a European 

country that successfully managed to implement the inclusive approach to the national 

system of education. Although the evolution happened unevenly in each federal state, it 

must be admitted that the already introduced amendments in law, teacher education and 

diversification of teaching methods advance Austria in their efforts for developing full 

inclusion in education. The initially undertaken steps based on an implementation of pilot 

integration projects in several federal states as early as in 1980s and later appointment of 

CLIL and TBL as the leading approaches in foreign language education seem to have 

already brought satisfying results. The gathered experience equipped Austrian authorities 

and teaching staff with precious experience that other European countries may miss. The 

analysis of formal documents shows that the Austrian way to inclusion before 2000 was 

not free from the periods of stagnation, mainly caused by financial shortages and lack of 

competent teaching staff. Regardless of the difficulties, however, Austria is a country 
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which  swiftly reacts to the changes required under the European Union directives and 

guidelines. The most recent and significant improvements in the Austrian system of 

education that essentially influence the present state of inclusive education in the country 

address an introduction of a team teaching strategy to public schools and establishment 

of Units for Inclusion, Diversity and Special Education. Both of the undertaken changes 

have already influenced the quality of inclusive practices in schools. With reference to 

English language education, the introduced changes definitely strengthened the use of 

recommended inclusion-friendly methods of teaching and rose teachersô interest in 

professional training dedicated to inclusion and SEN. Also, amendments in the tertiary 

system of education substantially added quality to educational services, concerning inter 

alia the obligatory introduction of inclusive approach to curricula at faculties of pedagogy 

and foreign philology, cooperation between different types of academic units and 

compulsory specialisations in LDs for teacher trainees.    

Due to certain difficulties in maintaining the dynamic development of the 

inclusive approach in the country, further recommendations were issued by the European 

Commission for Austrian central authorities. In accordance to them, the newest action 

plan for years 2021-2030 has been developed assuming, most importantly, regular 

involvement of the federal authorities in the revision and distribution of clear 

responsibilities and roles, as well as, adequate budgeting of individual measures.  
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Chapter 6: Foreign language education of learners with SLDs 

in Czechia 

6.0 Introduction 

 

Being a member state of the European Union, the Czech Republic systematically adopted 

new trends in education indicated by the EU council and commission. The analysis of the 

gathered data verifies whether the historical path of development of SLDs in the country, 

which is more nationally recognised as Czechia, created a background for recent 

improvements in the system of education in the country. Also the analysis of the European 

Union documents (section 3.1) allow to think that Czechia as a state member of EU has 

already opened its mainstream education to learners with SLDs. It is interesting then, 

whether the implementation of inclusion has already been completed successfully and 

whether the country of similar historical experiences to Poland struggles with some 

organisational or social obstacles mentioned by the European Agency for Special Needs 

and Inclusive Education (EASNIE 2017: 51).  

For these reasons, the content of the present chapter is organised in accordance to 

the set research questions (section 4.3) with focus on scientific interest in SLDs in the 

country, legal basis for educating the disordered learners, kinds of diagnosis of SLDs, 

organisation of the system of education together with offered support services and non-

governmental support organisations, as well as the role and competence of English 

language teachers and their education reinforcing the inclusive approach. Dinh and Thu 

H¨ (2010: 8) notice that inclusion is a voluntary model of education and its success 

depends in its major part on internal enthusiasm of teachers and their autonomous 

activities. The gathered specialistic literature shows however that not all Czech teachers 
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are enthusiastic about inclusive practices (Bendov§ and Fialov§ 2015: 812). It is 

interesting then, what might be the reasons for this state of affairs.  Further, the currently 

applied methods of English language teaching are subjected to the analysis. The 

comparative study aims at detection of the presently applied methods and strategies of 

foreign language teaching, what is an important indicator of inclusive practices in Czech 

schools or their absence. A selection of the teaching approach also entails the choice of 

teaching materials which can be standardised or not and come from authentic or non-

authentic sources. They are informative about the adopted teaching practices, too.  

With a view to the comparative study of the research results, the data were 

gathered in tables with distinction marked between the strengths and weaknesses within 

each of the analysed factors. 

  

 

6.1 History of scientific interest in SLDs in Czechia 

  

The history of research in SLDs in the Czech Republic dates back to the beginning of the 

nineteenth century, the foundation phase (1800-1930), when brain-behaviour relationship 

also gained attention of European scientists. Caravolas et al. (2019: 101) inform that in 

the Czech Republic the first documented case of dyslexia comes from the year 1904 and 

was described by a psychiatrist, Antonin Haveroch. Also Ġturma (1985: 258) noticed this 

fact explaining that Heveroch published an article about a female patient who was unable 

to learn how to read and write though had an excellent memory. He used the term ñalexiaò 

to mark this neurological dysfunction which in his opinion was rather frequent among 

school children (Heveroch as cited in Ġturma 1985: 258). His findings, though significant 

in the field of SLDs, remained unfollowed until early 1960s, when Otkar Kuļera, a child 

psychiatrist and Josef Langmeier, a psychologist from the Childôs Psychiatric Hospital in 

Havl²ļ® Brodǝ began a systematic study about developmental dyslexia (Smeļkov§ 2014: 

15). As Smeļkov§ (2014: 15) informs further, Kuļera, together with other clinicians, 

among whom were psychologists ZdenŊk MatŊjļek and Jaroslav Jir§sek, and a speech 

pathologist ZdenŊk Ģlab conducted clinical research in SLDs. Their multidisciplinary 

therapeutic efforts led to emergence of a multifactorial theory of the development of SLDs 

referring to cerebral, hereditary impairment, cerebral impairment in hereditarily 

predisposed, and neurotic impairment. According to their findings, majority of the 

researched patients with SLDs belonged to a group of dyslectics with minor cerebral 
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damage which occurred in perinatal period of life. In psychological examination such 

patients demonstrated disorders in perception and difficulties in using fine motor skills.  

MatŊjļek, who is considered by contemporaries to be the pioneering figure in 

Czech studies about SLDs (Caravolas et al. 2019: 102), developed further the discoveries 

of Kuļeraôs team of specialists by distinguishing patients with perinatal encephalopathy 

from the general group of those experiencing difficulties in reading and writing, naming 

the problem ómild brain dysfunctionô. In cooperation with other specialists, he developed 

first diagnostic tools for SLDs in Czechoslovakia, placing dyslexia within the frame of 

neurological studies and perceiving it as a medical problem which resulted from 

perceptual-motor deficit (Caravolas et al. 2019: 102).  

A different aetiology of SLDs is suggested contemporarily by V®ra Pokorn§ who 

classifies SLDs into two main categories of endogenous and exogenous factors. 

Smeļkov§ (2014: 18) reports that according to Pokorn§, endogenous factors include 

dysfunctions of central nervous system caused by genetic determinants, minor brain 

dysfunction, deviancy in laterality or atypical dominance of brain hemispheres. 

Exogenous factors, on the other side, refer to environmental conditions such as the family 

and school whose incorrect functioning has influence on childrenôs emotional well-being. 

Pokorn§ (2001: 112) explains that children who experience social pressure become 

frustrated and manifest their emotional condition by attention disorders. Also the choice 

of teaching methods and conditions, as well as didactic mistakes have negative influence 

on childrenôs behaviour. Smeļkov§ (2014: 18) interprets such a  perception of exogenous 

factors as inhibiting childrenôs well balanced development though not causing SLDs. 

What is important, however, is the fact that educational experiences may positively or 

negatively influence development of children with SLDs.    

Together with the popularisation of the problem of SLDs in Europe the issue 

gained attention not only of Czech physicians but more frequently of psychologists and 

educationalists. Smeļkov§ (2014: 16) reports that the first class for learners with SLDs 

was opened at the Childrenôs University Hospital in Brno in 1962, and followed by a 

similar educational initiative at the Childrenôs Psychiatric Hospital in Doln² Poļernice. In 

1966, there were already seven classes in Prague educating children with SLDs, which, 

as Ġturma (1985: 258) explains,  were incorporated into the regular school units beginning 

with 1972.  

The tendency to perceive SLDs as an educational issue took advantage over the 

medical approach, what in turn resulted in a formation of a support network of educational 
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psychology counselling centres by Czechoslovakian authorities (Ġturma 1985: 258). By 

the 1980s this support network reached a number of approximately 100 centres and 

survived until the present day (Caravolas et al. 2019: 102). The influence that support 

centres have on current development of inclusive education is examined in the ensuing 

sections 4.3 and 4.4.    

 

 

6.2 Legal basis of educating learners with SLDs in Czechia  

 

According to the analysis of the Czech specialist literature, the system of education in this 

country has its pedagogical traditions rooted in post-communism. Stepaniuk (2019: 328) 

explains that education in countries from the former Easter Block can be characterised by 

the PPP approach in teaching, standardisation of teaching practices, segregation and, what 

follows, stigmatisation of individuals with disabilities. As Soviet ideology opted for a 

perfect socialist citizen, children with various disorders who could not meet socialistic 

standards were subjected to a medical diagnosis, labelled as defective and directed to the 

special education path (Vadurov§ and Panļocha 2023: 246). Such an attitude towards the 

disabled was even expressed in the Education Act of 1948 (ME 1948, section 13) 

according to which children with mental or physical defects were released from 

obligatory education. In educational practice, it meant exclusion of learners with SLDs 

from the mainstream education which situation lasted until the collapse of the Soviet 

hegemony, from which moment a slow change in perception of learners with SLDs is 

dated. For greater clarity of the alterations within the Czech system of education, the most 

important factors influencing the evolution of this system from initial exclusion towards 

inclusion are presented in Table 9 below and consecutively discussed. 

 

Table 9: Evolution of Czech system of education towards inclusion 

1948 

 

The Education Act of 1948 - Defining learners with mental or physical 

disabilities as defective and redirecting them to 

special education. 

1990 

 

The Education Act of 1990 - Granting access to public schooling for learners 

with SLDs. 

2004 
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The Education Act of 2004 - Integration of learners with SLDs into public 

schooling on equal basis with others. 

- The country joins the EU Agency for Special 

Needs and Inclusive Education. 

- Learning a foreign language becomes 

compulsory for learners with SLDs. 

2016 

 

Ratification of the Convention on the Rights of 

Persons with Disabilities (UNCRPD) 

- Adoption of the inclusive approach into the 

Czech system of education. 

2015-2020 

 

The National Action Plan on Disability 2012-2020 

(NAP 2012-2020) 

- Implementation of inclusive education to public 

schooling; 

- A reform of teacher education  

- Participation in the EU Teacher Education for 

Inclusion Project organised by the European 

Agency for  Development in Special Needs 

Education. 

2021 until now 

 

The National Action Plan on Disability 2021-2025 

(NAP 2021-2025) 

- Forming fourteen regions for development of 

inclusive practices in the country. 

- Developing regional strategies to support 

inclusion within the regions 

- Organising professional training for inclusive 

teachers. 

- Adjusting teaching methods to learners SEN. 

 

 In 1990, on the basis of a new education act first integration units were formed 

allowing children with SLDs to enter the general education schools. It is important to 

remember, however, that the decision of the central authorities put no obligation on public 

schools to open integration units. Additionally, due to no financial support from regional 

authorities, integration remained to be a declaration rather than a school reality (Stepaniuk 

2019: 329).  

Similarly to other European countries in 1994, the Czech Republic adopted the 

Salamanca Statement and headed towards changes in the education of pupils with SLDs. 

However, according to Graves and Gargiulo (1994: 208) the initial changes in the 

educational system were minor and had no influence on teaching methods, which in 

consequence led to continuous stigmatisation of students with SLDs in public schools. In 

the opinion of Graves and Gargiulo (1994: 209), there are a few causes responsible for 

the situation. Firstly,  they point to lack of professional experience of mainstream teachers 

in work with disordered students. Secondly, insufficient knowledge of SLDs and teaching 

skills made teachers concentrate on learners educational weaknesses rather than their 

strengths. Thirdly, due to curricular assumptions, teachers felt obliged to put pressure on 

learners to achieve good measurable educational effects rather than concentrate on their 
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sustained development and approving of learnersô individual differences. From the year 

2002, together with diversification of educational goals on the international level, learners 

with SLDs in Czechia were warranted an access to public schooling on equal rights with 

others. In 2004 the country joined the European Agency for Special Needs and Inclusive 

Education, following by the same its initiatives in the field of inclusion. A new education 

act was issued by the Ministry of Education, Youth and Sport (ME 2004) and approved 

by the Czech government in 2004 (in force since 2005). According to new legislation, 

learners with SENs were defined dependently on types of their learning disorders and 

divided into those with intellectual, sensory or physical impairment, speech and language 

impairment, autism, multiple disabilities, specific learning and behavioural difficulties 

and socially disadvantaged (ME, 2004, art. 16). Moreover, as Pokrivļ§kov§ (2018: 15) 

notices, foreign language education became compulsory for all learners regardless of their 

abilities. A decision about obligatory foreign language education had an impact on 

educating learners with SLDs. Wight (2015: 40) confirms this fact and explains that the 

initial strategy of exempting learners with SLDs from compulsory language learning, due 

to a common believe that learning some language skills could be too difficult for learners 

with SLDs, was subjected to sever criticism. It was proven that the exemption turned to 

be more a deprivation rather than privilege, and as such led to stigmatisation of the 

disabled learners by peers. Pokrivļ§kov§ (2018: 15) rightly notices that such an avoidance 

strategy contrasted with the basic assumptions of inclusive education which refer to 

equality of learnersô rights and duties, and therefore demanded changes. With time, the 

education act of 2004 has been subjected to further improvements, though a significant 

amendment was introduced a decade later, in 2016, when inclusion was formally adopted 

as the best approach towards learners of the mainstream education (Vadurov§ and 

Panļocha 2023: 248). Together with the inclusive approach, learners with SEN have been 

granted additional free of charge educational support in form of access to specific didactic 

materials, compensatory equipment, counselling services and additional support such as 

speech therapy, orientation and mobility teaching, as well as stimulating techniques 

(Pivarļ 2020: 18-19). The most important change, however, addressed a diversification 

of the teaching approach. Schools became obliged to adjust their methods of teaching to 

learnersô SEN by adopting the bottom-top approach in education, what imposed a change 

in roles of teachers from omnipotent knowers to supporters and mediators of the learning 

process (Vadurov§ and Panļocha 2023: 248). Moreover, due to the mentioned 

amendments, a support system for learners with SLDs, composed of five stages, was 
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introduced  (Bendov§ and Fialov§ 2015: 814). On the top in this hierarchy is a newly 

formulated Support Centre for Inclusive Education which is an advisory body monitoring 

the development of the inclusive approach in public schools (Bendov§ et al. 2014: 1015).  

Changes in the fundamental laws regulating the system of education in the Czech 

Republic led to appearance of other national documents that have had a further impact on 

development of inclusion in schools. An appointed Government Board for Persons with 

Disabilities (GBPD) have monitored the system of education and projected improvements 

to education of learners with SLDs by issuing National plans for the promotion of equal 

opportunities for persons with disabilities for years 2015 ï 2020 and 2021 ï 2025. The 

plans are patterned on the UN convention on the rights of persons with disabilities and 

approved by resolutions of the government of the Czech Republic (GBPD 2015, 

resolution No. 385, GBPD 2020, resolution No. 761). The documents include detailed 

descriptions of the main goals and principles for implementing and developing inclusive 

strategies in education, culture and health. With reference to educational policy, GBPD 

(2015: 24-25, 42) specifies the strategies of equal treatment and protection of the disabled 

against discrimination, their right to access to education in public units on the same basis 

with others, as well as awareness raising actions and education of the disabled persons. 

What is more, close attention is given to creation of favourable learning conditions and 

application of procedures which can effectively prevent and compensate for personal 

disadvantages. Fulfilment of all these steps is believed to warrant continuous 

development of inclusive system of education on all its levels (GBPD 2015: 42).  

Currently, due to the educational policy included in the national plan of education 

for the years 2021-2025, the central authorities assume to create fourteen regions within 

the country, responsible for formulation of long-term regional strategies on inclusive 

education (GBPD 2020: 14-16). To make the undertaking coherent, a specific guidance 

for schools managerial powers and teachers was prepared by the Ministry of Education, 

Youth and Sport in 2017, issued as the Framework Educational Program for Basic 

Education and introduced to mainstream and special education units. Pivarļ (2020: 18) 

informs that in the said framework program, apart from the general content and fields of 

education, objectives together with key competences and expected educational results are 

outlined. What is worth noticing, education by play is indicated as the most desirable 

approach to young pre-school learners, for whom foreign language education became 

compulsory since 2018 (EUC 2018: 5). Obligatory language education at the pre-school 

level is of great importance, as the risk of dyslexia can be estimated at the initial  stage of 
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education.  

Regardless of formal efforts to introduce inclusion to Czech schools there are still 

some doubts as to rationale of governmental regulatory steps. For instance, Regulation 

27/2016 Coll. issued by the Ministry of Education, Youth and Sport as an amendment to 

provisions of the Education Act is criticised for limiting the number of support teachers 

accessible for learners with SENs in mainstream units to only one support teacher per 

class (Pokrivļ§kov§ 2018: 12). Due to the same regulation, the number of circumstances 

under which parents of children with SLDs can appeal to advisory centres for an 

assessment is, according to Ol§h (2019: 2), dramatically limited. Pokrivļ§kov§ (2018: 

12-13) claims that despite good efforts of central authorities, the present situation of 

learners with SLDs in mainstream units is far from ideal, and the responsibility for the 

state of affairs lays in bureaucracy, as well as in insufficient funding, which are believed 

to block the development of inclusive approach in public schools. Pivarļ (2022: 202) 

notices, due to lack of financial investments in public education and general resistance to 

change expressed by teachers, the inclusive approach is not developed at the expected 

speed. Also Bendov§ and Fialov§ (2015: 813) are of the opinion that Czech kindergartens 

and primary schools have adopted the inclusive measures only in part as they are 

struggling with organisational, material, personnel and methodological-didactic expertise 

deficiencies. For the present moment, it can be stated that Czech governmental authorities 

have already introduced the necessary changes to the system of education approaching 

inclusion. However, there are still some important steps to be taken, especially with 

reference to financial sources for the development of the inclusive approach and, as 

MachŢ and Koļv§rov§ (2013: 813) suggest, substantial improvements in the perception 

and acceptance of inclusion among Czech teachers.         

 

 

6.3 Diagnosing specific learning disorders in Czechia 

 

Diagnosis of learners with SLDs in the Czech Republic has a long history reaching the 

beginning of the twentieth century when the first case of dyslectic student was described 

and reported by a Czech psychiatrist Heveroch in 1904 (Caravolas et al. 2019: 103). A 

milestone in diagnosing of SLDs, however, was made much later in the 1950s when, as 

Caravolas et al. also inform, specific disorders in reading and writing were researched, 

described and defined. Initially, diagnosing, as well as remedial courses which aimed at 
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improvement of perceptual-motor functions of the disordered children, were performed 

at medical clinics by teams of psychologists, physicians and education teachers. Matǝjļek 

(1978: 15) explains that learners with SLDs attended specialised classes at mainstream 

schools where they were additionally assisted by special education teachers. Later, due to 

intense development of the scientific filed of learning disorders in the 1970s, the first 

educational psychology counselling centres emerged. Their duties included: performance 

of diagnosis, organisation of intervention for persons with SLDs, cooperation with 

mainstream schools and parents of children with SLDs. Caravolas et al. (2019: 103) 

mention that by the year 1980, almost 100 counselling centres were established within 

the territory of the Czech Republic, performing diagnosis of SLDs until the present days.   

At present there are three institutions in the Czech Republic where the diagnostic 

procedure is performed by educational psychologists. As Kucharsk§ (2014: 10) informs, 

these are: counselling centres, special pedagogical centres and diagnostic institutes. The 

assessment body establishes the nature of the disorder on the basis of an IQ-literacy 

attainment discrepancy and defines the range of special educational support that is 

needed. The diagnosis is based on an analysis of the learnerôs development of letter 

knowledge, phoneme awareness and rapid automatised naming in case of kindergarten 

children, and on reading efficiency and spelling accuracy in case of school aged children 

(Caravolas et al. 2012: 679). The first three factors stand for, what Caravolas et al. (2019: 

102) recognise as triple foundation of code-related skills that are responsible for 

development of reading and spelling skills. As Caravolas et al. further inform, in the 

Czech system of education, development of literacy at children is monitored from their 

late kindergarten age, for which diagnosis screening tools are used. Further, in the middle 

years of primary education individuals who demonstrate significant delays in literacy, 

regardless of earlier support and intervention, are subjected to thorough diagnosis 

performed by specialists from special pedagogical centres and diagnostic institutes 

(Caravolas et al. 2019: 106). 

According to the information included in the Czech Republic special education 

needs provision within mainstream education (Eurydice 2021b), among the types of  

available remedies, the most advisable include: the need for modification of methods of 

education, adjustment of teaching materials, application of alternative forms of 

communication, as well as the use of compensatory aids or even development of an 

individual educational plan.  According to Kaprova et al. (2006: 2), there are three 

educational paths for individuals with SEN in the Czech Republic at which sustainable 
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development of learners with SLDs is monitored and can be diagnosed. These are 

mainstream units, special education units and individual integration. Regardless of the 

chosen form of education, learners are assessed subjectively and their learning difficulties 

are verified with the use of standardised tests, for instance a standardised reading test or 

phonological discrimination test. When an opinion about the nature of learning disorder 

is issued by a team of psychologists, together with indications for required remedies, it is 

then delivered to a school where, as Kucharsk§ (2014: 10) explains, an individualised 

educational plan and teaching materials for a learner with the diagnosed SLD are 

developed. Additionally, to these steps, the disordered learners may benefit from extra 

remedial and compensatory classes organised either at the mainstream unit or the 

counselling centre, where they receive more individualised attention adequately to the 

identified disorders. According to information provided by Caravolas et al. (2019: 105) 

such individualised courses include speech therapy services additionally to standard 

remedial and compensatory treatment.   

   

 

6.4 Educational institutions and support services in Czechia 

 

Organisation of education in the Czech Republic in general resemblances the structure of 

education systems in other European Union countries.  According to information 

published by the United Nations High Commissioner for Refugees on education in the 

Czechia, children aged three to six are educated in kindergartens where their attendance 

is compulsory for the last year which is considered to be the school preparation time 

(Eurydice 2021b). Baļ§kov§ (2017: 5-6) stresses the fact that the last year before 

enrolling into primary school is announced free of charge. With this decision, the Czech 

central authorities warrant equal participation of young learners from various social 

backgrounds in pre-school education. Additionally, considering education of learners 

with SLDs, detection of the risks of SLDs among young learners is possible at earlier, 

pre-school stage of a childôs development. Table 10 below shows the Czech system of 

public education with distinction to grades and age groups. 

 

Table 10: System of education in Czechia after Eurydice (https://eurydice.eacea.ec.europa.eu/national-

education-systems/czechia) 

Education School/ level Age Years 

Kindergarten  3-6 4 
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Primary Primary 6-10 5 

Middle Lower secondary 11-14 4 

Secondary Upper secondary (mature exam) 15-18 4 

 Conservatoire 11-18 8 

Vocational Prevocational 15-18 4 

Tertiary Bachelor  3 

 Master  2 

 Doctorate  3 

 

The elementary school education is divided into two levels of primary education, 

dedicated to students of six or seven to ten years old, and of lower secondary level for 

students from eleven to fourteen years of life (Baļ§kov§ 2017: 6). Nine-year-education at 

primary school is by means of  statutory requirement compulsory for all students 

regardless to their disabilities.  

High school education (upper secondary level) follows up on primary level and 

lasts four years until students are eighteen years old. Pol and Lazarova (2012: 22) inform 

that this level of education is not obligatory for students, who can choose between general 

high or technical schools. Both types of educational paths end with a formal examination 

known as the mature exam. Its result is decisive for a choice of tertiary studies. High 

schools offering general education develop adolescentsô general knowledge and skills, 

preparing them for university studies, whereas the second, technical schools, offer more 

professionally oriented education. Graduates of both types of high school have a right to 

apply for tertiary education which in the Czech Republic is performed by universities and 

tertiary professional schools. The latter, offer practical preparation for professional duties 

in the future. Students who complete their primary level education and aim at labour 

market can turn to vocational schools for professional training.  

With reference to inclusive education of learners with SLDs, Pol and Lazarov§ 

(2012: 21) inform that pursuant to the Education Act of 2004, primary school authorities 

are obliged to warrant counselling services in their educational units. Consultancy is 

performed by so called special education centres, composed of educational counsellors in 

person of a school psychologist, a preventive methodologist, a special education 

pedagogue or even a social worker trained as a teacher (Eurydice 2021c). As Pol and 

Lazarov§ also specify, their role is generally to support students against school failure, as 

well as serve professional counselling for teachers of disordered learners. Following the 

information included in the Guidance and counselling in early childhood and school 

education ï Czech Republic (Eurydice 2021c), providing direct psychological and 

pedagogical support for learners with SLDs, monitoring studentsô functioning in inclusive 
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units and consulting for their families on daily basis. Finally, school counselling centres 

are considered to be the warrants of inclusive conditions of education in schools, and as 

such, regularly evaluate effects of the applied support measures. 

Apart from direct help services in mainstream facilities, there are also extramural 

forms of educational support available for students with SLDs and their families which, 

according to the guidance and counselling document (Eurydice 2021c), include: 

pedagogical and psychological counselling centres (pedagogicko-psychologick® 

poradny) and special education centres (speci§lnŊ pedagogick§ centra). The earlier are 

established by regions and are first of all responsible for diagnostic measures which 

include: determining childrenôs school readiness, recognising SLDs, as well as outlining 

recommendations of educational support. Secondly, they take educational measures, 

among which Kucharsk§ (2014: 10) mentions: providing consulting services for children 

with SLDs and their parents, organising professional training for school authorities and 

teachers, analysing background documents and advising on modifications to educational 

conditions, and finally, developing educational projects in cooperation with other EU 

countries. As it can be seen, counselling services are of great importance as approximately 

48 percent of Czech young learners with SEN are educated in public units offering the 

inclusive approach (Eurydice 2021b). A similar opinion is expressed by Pokrivļ§kov§ 

(2018: 17) who notices that support measures in the Czech Republic are granted on five 

levels among which only the first one, developed in form of a plan of pedagogical support, 

can be applied without any recommendation of the pedagogical and psychological 

counselling centre by school authorities.  

The general supervision over all educational institutions and counselling services 

is carried by the Ministry of Education, Youth and Sports and its advisory body of the 

National Pedagogical Institute and Czech School Inspectorate (OECD 2016b: 20). 

According to the information provided by Dziewulak (2020: 177), the  Czech School 

Inspectorate (Ļesk§ ġkoln² inspekce - CSI) is a central unit established in 1995, 

responsible for external pedagogic supervision over educational institutions. It is also the 

body evaluating the system of education with reference to fulfilment of the educational 

framework programme by schools, quality and effectiveness of education performed by 

schools of all levels, as well as control over expenditures of budget sources by educational 

units. Apart from the central unit of the CSI, there are fourteen regional inspectorates 

spread all over the country. As Dziewulak further specifies, inspections of the CSI aim at 

control of the quality of teachersô work with the disabled learners and their engagement 
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in professional training that refers to the field of SLDs. The results of the regional CSI 

controls are gathered and published in form of reports which are then used as basis for 

development of long term strategies in each of the Czech regions. Regardless of the 

beneficial effects of the CSIôs statutory activities, its inspections have recently been 

exposed to some constructive criticism. According to Jones et al. (2017: 810), the 

aforementioned reports of the CSI, which in practice represent the main accountability 

mechanism over schools, put pressure on educational units for narrowing and refocusing 

of their curricula and for constant rearrangement of their instructional strategies. Such 

activities introduce chaos and are believed to blur the true educational situation of learners 

with SLDs in schools as their educational units are in constant process of reorganisation. 

Moreover, as it is stressed further by Jones et al., public evaluation of schools rises 

competition between educational institutions and creates the need for proving good 

educational results rather than the need for developing equal educational conditions 

favourable for all learners. 

Apart from the statutory institutions providing education and care to learners with 

SLDs, there are non-governmental institutions which run information services on SLDs 

for the public, as well as offer individual consulting and support services in the field of 

SEN. The Czech Dyslexia Association is one of such well-recognised entities. Established 

in the Czech Republic in 1999, it is the largest non-governmental organisation in the 

country. NevŚalov§ (2012: 4) informs that according to its main goals, the association 

offers advisory assistance, organises theme conferences, seminars and lectures, publishes 

new research revelations referring to dyslexia, and systematically develops a database of 

information on SLDs in the Czech Republic.  

The second well known support organisation of this type in the country which runs 

similar to the Dyslexia Association activities is DYS-centrum in Praha, accredited by the 

Ministry of Education, Youths and Sport. In its offer assessment of potential learning 

difficulties as well as counselling in the field of SLDs can be found. The organisation also 

runs individual remedial courses for learners with various disorders by means of 

alternative remedial and compensatory methods based on so called good practice models 

advocated by foreign educators.  

 Successful education of learners with SLDs depends primarily on the 

preparedness of educational institutions to provide inclusive standards of education. The 

availability of support services also has an impact on a fast development of the inclusive 

approach. All of these measures, however, would be insufficient in reaching the 
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educational success by learners with SLDs, without an active involvement of the teaching 

staff in the process of inclusion. Therefore, problem oriented teacher training, 

professional knowledge, adequate teaching skills and positive attitude towards inclusive 

education among professionals and teacher trainees in the Czech Republic need deeper 

considerations.   

 

 

6.5 Education of (language) teachers in Czechia 

 

Pursuant to the Bologna Process, tertiary education in the Czech Republic offers higher 

education studies on three levels of bachelor, master and doctor degrees conducted by 

universities or higher education colleges. As Shewbridge et al. (2016: 135) inform, Czech 

higher education institutions have a wide autonomy and are exclusively responsible for 

developing educational programmes and organisation of the studies, which are then 

presented to the Minister of Education, Youths and Sport for acceptance. Regardless of 

differences in tertiary educational programmes of teacher training, they have to comply 

with some formal requirements for pedagogical staff presenting the ascribed roles and 

having core competences of inclusive teachers. The analysis of these three factors is 

performed in separate subsections below, however its most important outcomes were 

included in table [ ] for greater clarity and comprehension.    

 

Table 11: Education, competence and professional (self) development of Czech teachers 

Teacherôs education - compulsory master studies in pedagogy (3+2 or 5 years); 

- certification in pedagogy required from foreign philology students; 

- obligatory implementation of modules on SEN into college and 

university teacher training programmes 

Teacherôs competence - appreciating learners diversities; 

- adjusting the applied methods of teaching to learners SEN; 

- developing an individual approach for each student; 

- cooperating and sharing opinions with others (counselling centres, 

parents, other teachers) 

Teacherôs professional 

(self) development 

- obligatory in-service refreshing and qualification courses 12 days 

a  year, payable by the employer; 

- unrestricted autonomy in course planning, choice of teaching 

methods and used materials 
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6.5.1 Formal requirements 

 

Requirements for teacher qualifications in the Czech Republic are defined with the Act 

No. 563/2004 on pedagogical staff on the basis of which educational programmes of 

tertiary level education are developed by colleges and universities (Pol and Lazarov§ 

2012: 78). Shewbridge et al. (2016: 136) inform that candidates for pedagogical studies 

need to pass the high school leaving examination and in some cases take the entrance 

examination organised by a tertiary level institution. Further, university students who aim 

at employment with any type of school must complete master degree studies in 

compilation of three years of bachelor level education supplemented with master degree 

programme in pedagogy, or in form of one-cycle master degree studies of pedagogy. In 

case of foreign language studies, complete philological education with certification in 

pedagogy is required from graduates who aim at employment with educational facilities 

(Shewbridge et al. 2016: 135). As Dziewulak (2020: 189) notices, alumni of bachelor 

studies are entitled to work only as pre-school teachers whereas those with the master 

degree are qualified to teach all primary level subjects. Teachers of later primary school 

levels specialise in single subjects, like a foreign language or physical education, or two 

subjects, what in Shewbridge et al. (2016: 135) opinion is a common case in the Czech 

Republic.  

According to formal requirements set by the Minister of Education, Youth and 

Sport, teacher training educational programmes need to include components of subject 

education, didactics, psychology, and pedagogy. A lot of attention is given to practical 

skills of teacher trainees and apprenticeship (Shewbridge et al. 2016: 136). Potmǝġilov§ 

and Potmǝġil (2016: 117) add that all Czech university teacher training programmes also 

include modules on SEN, though they are not trained to become special education 

teachers. Further, they inform that courses included in SEN modules usually address such 

issues as counselling, approaches to students with SEN, legal protection of the 

disadvantaged, human rights in international documents, educational psychology, and 

inclusive education. These additional modules depict the tendency towards preparation 

of future teachers to work with learners with SLDs at inclusive educational units. 

Michalov§ et al. (2012: 42), who researched teachersô readiness for work in inclusive 

settings, perceive this fact positively as teachersô knowledge and readiness to work with 

pupils with SLDs depend more on their competences rather than on the length of their 

professional experience.  
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6.5.2 Teacherôs competence in inclusive education in Czechia 

 

The Czech Education Act of 2004 specifies modern education as inclusive and defines 

SEN of learners with disabilities which need to be satisfied by means of adjusted content, 

forms and methods of education that are selected and applied by the teaching staff. The 

Czech Republic government approved of the three core values set by European Agency 

for Development in SEN which inclusive teachers need to demonstrate. They include: 

appreciation of learnersô diversities, ability to work in a team and cooperate with others, 

and documented constant professional development (EADSNE 2012: 11; Ġmelov§ and 

Vavrdov§ 2017 333).  

The first value addresses teachersô ability to individualise the educational process 

accordingly to learners abilities and needs. In the opinion of Bendov§ and Fialov§ (2015: 

813), it is not a simple task as disabled learners of inclusive units cannot be considered to 

be homogenous groups. Their physical and mental development may significantly differ 

even within the field of the same disorder. This fact refers to all learners in general 

because all children gain various psycho-motor, language and social competences at their 

own pace. Potmǝġil and Peng (2015: 77) add that teachers need to act intelligently in the 

inclusive environment as they act under circumstances which are still rather new and 

unique for them and in which they have to react appropriately and on the spot.  For this 

reason, Bendov§ and Fialov§ (2015: 813) believe that Czech primary school teachers need 

to develop, plan and implement an individual approach for each of their students in an 

educational group, and further explain that the rule of individualisation has to be 

implemented while all learners in the group, regardless of their disabilities, pursue the 

same educational programme. This form of appreciation of learnersô diversities is possible 

in practice because Czech teachers are said to enjoy high levels of autonomy which 

encompasses the choice of teaching methods, selection of didactic materials and  

introduction of any improvements in applied educational approaches that teachers 

consider important (Shewbridge et al. 2016: 143). Wide autonomy creates inclusion 

friendly conditions; however, many Czech primary school teachers express their 

reservations towards inclusive education, which problem might be related to teachers 

competence to work in inclusive environment, as characterised below (see section 6.5.3).  

The second core value of an inclusive teacher, advocated by the EADSNE, stresses 
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the role of an organiser and mediator who organises team work and cooperates with 

others. Czech primary school teachers are expected to develop good teacher-student 

relationship based on understanding of learnersô SEN, share their professional knowledge, 

opinions and experience with school authorities, school pedagogues and support teachers, 

maintain regular contact with counselling centres in order to fight off barriers and monitor 

socio-psychological mechanisms. They are also expected to inform and gain information 

about learnersô with SLDs from their parents, what should help teachers adjust teaching 

methods to studentsô individual needs (Ġmelov§ et al. 2016: 327). Similarly to the first 

value of inclusive teachers, also in case of this scope some problems are raised by 

educators, what is given more attention in the following section 6.5.3. 

  

 

6.5.3 (Self) development of in-service teacher competence in Czechia  

 

As far as self-development of the teaching staff is concerned, Czech teachers are required 

to enlarge their knowledge about practical skills in work with learners with SLDs. 

Completion of post-graduate studies and/ or additional professional courses positively 

influences teachers perception of inclusion, strengthens their professional self-confidence 

in selecting and applying new methods of work, motivates and improves their attitude 

towards the idea of inclusion. Bendov§ and Fialov§ (2015: 817) notice that majority of 

Czech primary school teachers feel the need for thorough methodological pro-inclusive 

education, as they claim to lack specialised knowledge of how to select, adjust and apply 

teaching methods accordingly to learners individual needs. 

According to the OECD report on the teaching workforce in the Czech Republic, 

primary school teachers in this country have a forty hour working time weekly, based on 

the national Labour Code (Shewbridge et al. 2016: 141). Teachers divide the working 

between direct teaching at school and other activities resulted from and/ or associated 

with the conducted process of education which include planning and preparing lessons, 

developing educational activities, adjusting teaching materials to studentsô special needs, 

as well as assessing pupilsô works, maintaining contact with parents and many others. 

Teaching inclusive groups may additionally pile up professional duties and rise negative 

feelings among teachers, therefore professional trainings in the subject matter are needed. 

Completion of higher education studies does not end the path of professional 

development. As Dziewulak (2020: 190) informs lifelong learning is obligatory for Czech 
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teachers on the basis of art. 24 of the Education Act of 2004, and necessary for career 

building. 

In order to develop professionally, Czech teachers are entitled to twelve days of 

leave for self-study yearly, and any costs arising from undertaken forms of additional 

education are covered by the employer (Shewbridge et al. 2016: 140). According to 

Potmǝġilov§ and Potmǝġil (2016: 118), many teachers decide on post-graduate studies 

and additional courses in SEN, what gives them more confidence at work with the 

disabled learners, changes their negative attitude towards inclusion and helps them 

understand their role in inclusive education.    

The issue of teachersô disinclined attitude towards inclusive education has been 

subjected to numerous studies in Czechia, bring inconclusive results. Some researchers, 

like Potmǝġilov§ and Potmǝġil (2016: 123), Bendov§ and Fialov§ (2015: 818), and Kaleja 

(2016: 80), inform that the problem refers to the majority of Czech mainstream teachers 

who are rather sceptical about their roles in building a successful inclusive environment. 

Dziewulak (2020: 192), Ġmelov§ et al. (2016: 332-333), and Bendov§ and Fialov§ (2015: 

817) justify that responsibility for such perception can be found in conservative character 

of PPP didactic model applied by Czech primary school teachers and their favouring of 

previously functioning system of education which accepted the split between the special 

and mainstream education. Becirevic and Florian (2011: 4) name such an attitude 

ódefectologyô, as it concentrates more on learnersô disabilities and applicable remedial 

steps rather than childrenôs abilities. This attitude was typical for central Soviet authorities 

(see section 6.2). 

Others, like Shewbridge et al. (2016: 143) and Potmǝġil and Peng (2015: 22), 

report that mainstream teachers of Czech primary schools declare their willingness to 

become inclusive educators, however, due to many factors, including lack of specialised 

knowledge and skills to teach mixed ability groups, insufficiency of didactic materials, 

underpayment and low social status of teaching profession, they feel discouraged to 

undertake new educational challenges. Potmǝġilov§ and Potmǝġil (2016: 117) notice that 

regardless of their understanding of the inclusive education, they feel overwhelmed with 

the rise of workload with large groups of students and insufficient support from school 

authorities and counselling services. They are also concerned about the need to conduct 

teaching activities that are beyond conventional education. What is more, they feel 

insecure about their special education skills, complain about insufficiency of special 

educational tools and lack of time needed for preparation of inclusive lessons 
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(Potmǝġilov§ et al. 2013: 12).  

Certain fears of teachers to educate learners with SLDs can be explained by 

differences in the teacher training programmes. As it has been noticed, introduction of 

SEN modules to tertiary education programmes is a recent demand, whereas, according 

to information published by Dziewulak (2020: 192), majority of Czech primary school 

teaching staff is over their fifties. Based on a study by Bendov§  and Fialov§ (2015: 817), 

conducted on five hundred primary school teachers in the Czech Republic in which 

teachersô competence for work with inclusive groups of students was subjected to an 

analysis, it was established that 89 percent of the respondents expressed their 

unpreparedness to teach inclusive classes as they declare to have minimal knowledge 

about methods and procedures for working with learners with SLDs.      

Referring to teachersô organisational and cooperative skills, they often raise an 

issue of lack of support teachers per class what significantly hinders teachersô activities 

at lessons and precludes proper individualisation of the educational process (Bendov§ and 

Fialov§ 2015: 817). The reasons for a limited employment of support teachers can be 

found in schoolsô financial shortages (Bendov§ and Fialov§ 2015: 818). Another problem 

related to cooperative skills refers to insufficient coverage of intervention performed by 

counselling and special education centres. Ġmelov§ et al. (2016: 330) notice that in the 

opinion of mainstream teachers the cooperation is poor and does not correspond with the 

requirements of school practice. Lack of support teachers imposes a duty of satisfying 

various specific needs of learners with SLDs only on one person, what in the opinion of 

Ġmelov§ et al. (2016: 333) is practically impossible to be successful. Cooperation with 

parents of children with SLDs seems to be more successful and starts from the moment 

of preparing, together with parents and school advisory services, an individual plan of 

education which makes the recognition of the childôs abilities, limitations and educational 

possibilities easier (Ġmelov§ and Vavrdov§ 2017: 5). 

With reference to teachersô need for constant professional self-development, 

which demand constitutes one of the three values of the inclusive teacher outlined by the 

EADSNE, some problems of financial and social nature have been found. Due to financial 

limitations and underpayment of teaching profession, many teachers are reluctant to 

develop their professional skills above the standard teaching. Potmǝġil and Peng (2015: 

97) stresses the fact that financial shortages are the most serious problem of Czech 

education which needs un urgent action. Without well trained educational staff, support 

services and proper didactic materials inclusion  remains only a utopian dream. 
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Additionally, as Dziewulak (2020: 192) notices, poor remuneration of teaching staff 

negatively influences their morale and is responsible for low social perception of this 

profession. As Dziewulak further informs, due to these financial difficulties in the 

educational sector, only 40 percent of graduates of pedagogical faculties in the Czech 

Republic seek employment with schools. According the OECD report (Shewbridge et al. 

2016: 142) on teaching staff in the Czech Republic, its ministry of education included the 

need for more financial resources for teachersô salaries into National Action Plan 2021-

2025. Finally, as Pivarļ (2020: 31) points out, short-term professional courses, contrary 

to university long-term conceptual education in SEN and inclusive approach, may not 

have a sufficient impact on mainstream teachers to acquire the specialised knowledge in 

the field of SLDs, and also may have no or very little influence on their attitude towards 

inclusion in education.       

Lack of teaching staff that possesses problem oriented knowledge and good 

teaching skills at work with mixed ability groups of students may have a negative impact 

on the quality of teaching services. It is so, as inclusive teachers are expected to be highly 

autonomous in their professional acting, applying teaching approaches such as TBL or 

CLIL, which in turn demands the use of a variety of didactic tools and flexibility in the 

choice of teaching materials. In the following sections 6.6 and 6.7 these issues are 

presented with reference to the educational situation in Czechia. 

 

 

6.6 Teaching methods applied by English language teachers in Czechia 

 

From the formal point of view, Czech school authorities and teachers have a wide 

autonomy in developing primary education curricula and selecting methods of teaching 

(Shewbridge et al. 2016: 141). On one hand, this fact is of a great advantage for language 

teachers who can freely decide on kind of syllabi they apply, forms of work and didactic 

materials. On the other hand, however, teachersô autonomy is of no use if their knowledge, 

skills and attitudes are insufficient or inadequate for teaching in the inclusive 

environment.  

When it comes to foreign language teaching practice, Cimermanov§ (2015: 46) 

informs that English language teachers are not obliged to apply any specific method of 

foreign language teaching. They are, however, expected to adopt certain strategies within 

the information processing cycle of English language input, cognition and output at work 
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with learners with SLDs. Among such strategies she mentions: presenting language 

information in small chunks, the need for monitoring the load of work at a time, marking 

sign posts between tasks for learners not to get lost in the lesson conduct, relate the new 

information to the previously acquired or learnt material, use memory strategies 

(including mind maps and mnemonics) control and assess studentsô efforts frequently, if 

necessary. More than a choice of a particular method of teaching, then, it is important to 

manage the inclusive class in the wholistic way, what Homolov§ (2012: 51) calls after 

Rogers (2003: 3) óstrategopaediaô. With reference to a lesson conduct Cimermanov§ 

(2015: 46- 49) suggests the use of multisensory approach based on an exploration of 

available senses via kinaesthetic pathways. Involvement of the senses into cognition of 

new language helps learners with SLDs compensate for their deficits in phonological 

processing. Project works, role-plays, flash cards and all forms of work which involve 

movement, gestures and mimics comply with the assumptions of the multisensory 

approach. 

Among methods that allow for the use of the above strategies, and which are 

compliant with the multisensory approach, there are: the total physical response, 

suggestopaedia, and the earlier characterised TBL and CLIL, introduced to the Czech 

language teaching syllabi a decade ago (Frydrychov§ Klimov§ 2012: 573). Particularly 

CLIL is gaining popularity in Czech educational environment as it suits inclusive goals, 

and as Frydrychov§ Klimov§ further explains, it is ideal for primary education as it 

combines five dimensions, i.e. culture, environment, language, content and learning. 

Early education foreign language teachers whose aim is to manage young learnersô well 

balanced development, may use this holistic approach without any restricting rules 

significant for traditional language teaching methods. As Cimermanov§ (2015: 46) adds, 

CLIL allows learners to master their language skills autonomously, what activates 

learnersô affective strategies via completion of a task or overcoming stress and anxiety.   

Much as CLIL is appreciated by Czech teachers, there are certain constraints of it. 

First of all, Frydrychov§ Klimov§ (2012: 573) points to studentsô lower knowledge about 

English language, as teaching concentrates on other subjects and the target language is a 

tool of communication. A CLIL lesson, then, is not a language lesson nor a particular 

language lesson, but a class where the target language is a medium to broaden learners 

general knowledge. Such a perception of the teaching context demands from foreign 

language teachers to develop large and multi-dimensional competences which may 

exceed their professional knowledge and skills developed by university programmes of 



161 

 

education. Secondly, studentsô mixed language competences and mixed learning abilities 

may require a lot of individual attention, what in case of governmentally imposed limits 

to a number of special education teachers per class, is a serious problem. Finally, as it is 

noticed by Bendov§ and Fialov§ (2015: 818), Czech primary schools seem to lack suitable 

didactic materials to educate learners with SLDs via CLIL, the issue which is given more 

attention in the following section.  

Much as CLIL is being implemented in Czech schools, it is not the most popular 

approach of English language teaching applied by Czech teachers. Frydrychov§ Klimov§ 

(2014: 85-86) indicates that majority of in-service teachers who prefer the bottom-top 

approach most comfortably feel with the presentation practice production procedure. It is 

a specific variation of the audio-lingual method in which the teacher presents the target 

language to be taught in a situational context and then expects students to show their 

understanding through language practice based on accurate reproduction techniques (see 

section 3.2.1.3). However, this procedure, notices Frydrychov§ Klimov§ (2014: 87), is 

not effective with inclusive groups where children of mixed abilities have difficulties to 

perform linguistic activities with the expected accuracy.  

A study conducted by Rycht§Śov§ in the years 2003 and 2004 reveals that English 

language teachers of elementary schools declare to use most often the communicative 

approach in their classroom practice (see section 3.2.1.5). As it is reported by Rycht§Śov§ 

(2004: 105), 94 percent of the research participants believe that development of the 

speaking skill is the most important for their young learners. Unfortunately, other studies 

show that the use of the communicative approach with early education groups by Czech 

teachers is mostly declarative as they are reported not to use English language fully, 

limiting by the same learnersô opportunities to develop communicative skills (Chod®ra 

2013: 76). Also Ġebestov§ et al. (2011: 323) noticed that primary school teachers in 

Czechia concentrate their educational efforts on receptive rather than productive skills. 

This sort of acting is confirmed to be deeply rooted in easter European educational 

traditions where the bottom-top model of education has always been popular (Bendov§ 

and Fialov§ 2015: 818).   

With reference to TBL, which is perceived by the EADSNE as one of the most 

desirable approaches for inclusive environments (see section 3.2.2.1), Frydrychov§ 

Klimov§ (2014: 89)  reports that it is sometimes applied by Czech teachers of English 

language with higher classes of primary schools and secondary schools, however in case 

of primary schools, Frydrychov§ Klimov§ indicates that priority is still given to TPR (see 
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section 3.2.1.5).  

Summing up, two conclusions can be drawn from the above considerations about 

the methods of teaching applied by Czech foreign language teachers. The first is a 

problem of the dominant role of the PPP approach, which stays in opposition to the key 

assumptions of inclusion, i. e. treating studentsô educational needs individually by 

engaging alternative methods. The second issue refers to inclusive strategies which in the 

opinion of Czech researchers are applied by teachers only declaratively. Both problems 

require remedial steps to be taken with reference to teacher education and professional 

teacher training. 

 

 

6.7 Sufficiency of language teaching materials in Czech schools 

 

In general, pursuant to the Czech Education Act of 2004, students of primary public 

schools have free access to textbooks. In this situation, parents of learners with SLDs 

need to finance only certain additional didactic materials (Baļakov§ 2017: 6). The 

problem of insufficiency of teaching materials, however is reported by language teachers 

who expect additional teaching sources for learners with SLDs, as well as adjustment of 

textbooks which are commonly in use. What is more, according to the study of Bendov§ 

and Fialov§ (2015: 818), 70 percent of the Czech primary school teachers participating in 

their study inform about insufficient instructional materials which would guide them into 

the inclusive approach.  

It is undoubtful that lack of didactic sources dedicated to learners with SLDs may 

hinder the educational process, particularly when it is realised via traditional methods of 

teaching and/ or when teaching a foreign language is heavily based on a textbook. It is 

obvious, as well, that the potential of textbooks which are not adjusted to learners various 

SEN cannot be fully realised with inclusive groups. For these reasons, teachers who rely 

solely or mainly on textbooks in the process of teaching, are forced to introduce changes 

to the didactic materials for studentsô SEN individually and on the daily basis. Many 

teachers believe that participation in additional forms of professional self-development 

can help them solve problems with managing didactic materials. However, as Pivarļ 

(2020: 31) notices, pure attendance at professional courses, seminars and conferences is 

not enough for language teachers to prepare them for inclusive practices.     
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As an alternative to traditional methods of foreign language teaching, Czech 

teachers are advised to apply a multisensory approach, TBL or CLIL, which engage 

learners holistically and are textbook independent (Kov§ļikov§ and Prokeinov§ 2012: 

62). The use of such approaches demands from teachers creativity in lesson planning and 

organising, and in consequence reaching for teaching sources different from textbooks. 

Kov§ļikov§ and Prokeinov§ are convinced that learners with SLDs benefit from the 

variety of teaching materials, including these available from the external resources. 

Electronic devices as well as the Internet offer plenty of free educational programmes, 

applications and sites with didactic materials. As it is further explained, learners with 

SLDs, who have problems with short-term and working memories and for this reason are 

forgetful, may work on electronic devices where tasks can be easily adjusted. Kov§ļikov§ 

and Prokeinov§ (2012: 63) justify that visual and audio-visual materials like posters, 

pictures, real objects, chants, songs for kids, etc. are widely available and serve even 

better than standard textbooks as they stimulate learnersô multi-sensory perception and 

provoke self-expression. The use of teaching materials by Czech foreign language 

teachers with reference to their advantages and disadvantages is presented in figure 3 

below. 

 

 

Figure 3: The use of foreign language teaching resources in Czechia 

 

non-authentic teaching materials

(standardised coursebook sets 
including audio and video sources)

advantages:

- appropriated by the government 
and accessible free of charge for all 
students

- costless for teachers

- ready-made and standardised

disadvantages:

- controlled for compatibility with 
currricula

- unadjusted to individual SEN of 
learners with SLDs 

- no additional materials for 
learners with SEN

- no additional instructional 
materials for inclusive teachers

authentic teaching materials 

(including digital media)

advantages:

- generally accessible 

- mostly costless

- recommended for teachers applying 
TBL or/ and CLIL

- support bottom-top approach

- enforce diversification of teaching 
methods

disadvantages:

- need selection and adjustment

- involve time consuming preparations

- no instruction for teachers how to 
adapt and use them
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It can be concluded, then, that there are sufficient teaching materials for Czech 

teachers and students that can accompany the use of alternative methods and strategies 

recommended for inclusion, however, it is teachersô responsibility to select them 

appropriately to their learnersô SEN. The fact that some Czech teachers complain about 

insufficiency of appropriate teaching materials may indicate lack of expertise or pure 

unwillingness of foreign language teachers to act inclusively. 

 

 

6.8 Final comments 

 

The analysis of documents and specialist literature on the Czech Republic situation shows 

its uneasy way to inclusion in education. Although the scientific interest in SLDs 

flourished among the Czech researchers of the 1960s, causing the development of 

diagnostic tools and formation of first clinical classes within the regular school units, 

access to the mainstream schooling for learners with SLDs on equal basis with others was 

enabled not earlier than in 2002. This situation can be explained by the fact that the Czech 

Republic is a country built on the tradition of the former Soviet system in which the 

central authorities ran a policy of exclusion of those who were weak and disable, and who 

were pushed to live on the fringes of society. Only collapse of the Soviet Blok enabled 

amendments in the Czech law, which in case of education happened a decade later. Table 

12 below presents the key changes in the Czech system off education advancing the 

country towards inclusion. Wherever justified, the strengths and weaknesses are divided 

for maintaining a clear view on the implementation of the inclusive approach in 

accordance to the research questions set in section 4.3.  

 

Table 12: Approaches towards English language teaching to learners with SLDs in Czechia 

Research 

question 

number 

Reference  Factors influencing teaching of English language to 

young learners with SLDs in Austria 

RQ (1) Scientific developments in 

SLDs 
¶ 1904 ï Antonin Haveroch described the first case 

of dyslexia in the country; 

¶ 1960s ï first systematic studies of dyslexia in 

Czechoslovakia conducted by Otkar Kuļera; 

¶ a distinction between patients with 

encephalopathy and general ómild brain; 

dysfunctionô made by Zdenǝk Matǝjļek, the 

author of first diagnostic tools for SLDs in 

Czechoslovakia; 
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¶ 1962 ï first class for learners with SLDs set at the 

Childôs Psychiatric Hospital in Doln² Poļernice; 

¶ 1972 ï incorporation of clinical classes into 

regular school units; 

¶ 1980s ï formation of a support network 

consisting of approximately 100 counselling 

centres 

 

RQ (2) Systemic solutions for 

inclusion 

Strengths: 

¶ three mainstream education paths: single 

integration, integration class, cooperative class; 

¶ introduction of support teachers for class conduct  

 

Weaknesses: 

¶ financial shortages in the sector of education 

limiting an access to support services   

 

RQ (3) Legal basis for educating 

learners with SLDs  
¶ 1990 ï access to the mainstream schooling for 

learners with SLDs;  

¶ 2002 ï access to public schooling for learners 

with SLDs on equal basis with others 

(integration); 

¶ 2004 ï Czechia joints the EU Agency for Special 

Needs and Inclusive Education; introduction of 

compulsory foreign language education to school 

curricula (Education Act of 2004); 

¶ 2016 ï adoption of the inclusive approach in 

Czechia; 

¶ National Action Plan 2015-2020 ï 

implementation of the inclusive approach into 

schools; 

¶ National Action Plan 2021-2025 ï formation of 

fourteen regions for developing regional 

strategies of teaching and inclusive education 

 

RQ (4) Diagnostic procedures of 

SLDs 

Strengths: 

¶ initial performance of diagnoses by clinicians, 

focus on perceptual-motor functions; 

¶ current performance of diagnosing by counselling 

centres and special pedagogical centres; 

¶ use of standardised IQ literacy attainment 

discrepancy tests for diagnosing SLDs; 

¶ use of early diagnosis for children of kindergarten 

age 

 

RQ (5)  Educational Institutions and 

support services 
¶ counselling centres for diagnosing learners 

endangered by SLDs and for organising 

intervention; 

¶ Czech School Inspectorate supervising the 

quality of inclusive practices in public schools; 

¶ Government Body for Persons with Disabilities, a 

body supervising counselling centres; 

¶ leading non-governmental institutions:  

- Czech Dyslexia Association 

- DYS ï centrum in Praha 
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Weakness: 

¶ insufficient coverage of interventions by 

counselling centres and inadequate ruling of the 

inspectorates; 

 

RQ (6) Teacher education  

¶ obligatory M.A. studies in pedagogy (3+2 or 5 

years); 

¶ English philology students need certification in 

pedagogy; 

¶ all tertiary curricula include modules on SEN 

 

A. Teacher roles in 
inclusion 

Strengths: 

¶ appreciating learnersô diversity;  

¶ developing an individual approach;  

¶ being ready to work in a team and co-organise 

lessons with special education teachers; 

¶ monitoring socio-psychological mechanism in 

inclusive groups and Contact counselling centres; 

¶ self-development duty 

 

 

B. Teacher 
competence for 

inclusion 

Strengths: 

¶ autonomy in the choice of teaching methods and 

didactic materials; 

¶ availability of post graduate studies in special 

pedagogy, inclusion and SEN;  

¶ obligatory 12 days yearly of professional training 

for in-service teachers financed by the employer 

(limitations introduced due to financial shortages) 

 

Weaknesses: 

¶ teachersô complaints about excessive load of 

duties; 

¶ poor remuneration causing shortages in 

employment of young teachers (only 40% of 

alumni seek employment with schools) 

 

RQ (7) English language teaching 

methods 

Strengths: 

¶ newest trends in language education 

recommended by central authorities include TBL, 

CLIL and multisensory approach 

 

Weaknesses: 

¶ precedence of PPP approach in education; 

¶ favouring the former dual system of education of 

mainstream and special schools; 

¶ communicative approach used declaratively but 

PPP model and TPR used factually;  

¶ problems with managing inclusive groups 

wholistically (óstrategopaediaô) 

 

RQ (8) The use of didactic 

resources in English 

language teaching 

Strengths: 

¶ free access to standardised materials 

Weaknesses: 

¶ main use of non-authentic teaching materials 

(coursebook sets); 

¶ marginal use of non-authentic materials and 

occasional use of digital tools;  
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¶ lack of instructional materials guiding towards 

the inclusive approach; 

¶ teachers tend to complain about lack of pro-

inclusive methodological materials 

 

 Based on the analysed data from the Czech formal documents and the read 

specialist literature, it can be concluded that changes in the Czech system of education 

have been introduced with difficulties, due to political, social and financial conditions 

which have an influence on rather ambivalent perception of inclusive education in the 

country. Insufficient spendings on the education sector result in limitation of professional 

courses for in-service teachers and poor remuneration of teachers. The situation also has 

an impact on the ratio of young teachers with well-rounded inclusive knowledge and 

professional skills who often decide to leave their underpaid profession. Lack of teaching 

staff that would be fully competent in inclusive education supports stagnation of the PPP 

approach to learners with SLDs and the use of standardised teaching materials.  

 Regardless of numerous problems with the implementation of the inclusive 

approach that evidently need further attention, some improvements have already been 

successfully introduced to Czech education. The most significant of them refer to 

autonomy of (language) teachers who decide about the choice of teaching methods and 

accompanying didactic materials, introduction of an obligatory period of twelve days in 

every school year dedicated to teachersô self-development that is free of charge for 

teachers, improvements of the tertiary level programmes of education for teacher trainees 

and incremental introduction of inclusion-friendly methods of foreign language teaching. 

Finally, similarly to Austrian changes towards inclusion, also in the Czech Republic the 

central authorities decided to establish fourteen regions for developing inclusive 

strategies via inclusive project works. Most of all, since 2016, acting in accordance with 

the European Union directives, inclusion has been declared to be the mainstream 

approach in primary education. Therefore, it can be concluded that the inclusive approach 

in Czechia is still in the phase of its implementation, though dynamic changes within the 

system of education in the country make it probable to be completed successfully. 
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Chapter 7: Language education of learners with SLDs in 

Poland 

7.0 Introduction 

 

As many European countries, also Poland joined the modern concept of inclusive 

education based on the international acts and regulations as described in section 3.1. The 

outline of the scientific interest in SLDs in Poland and legal basis for educating the 

disordered learners show that approaches towards learners with SLDs in the country 

evolved gradually from general marginalisation of the disabled, through their integration 

into the mainstream education until the present moment which in fact is difficult to define.  

 Polish system of education is deeply rooted in Prussian model which was 

introduced to schools in the country after the third partitioning of Poland. According to 

its assumptions, the major goal of schools was to germanise Polish youths in order to 

achieve obedient and dedicated citizens. The most significant rules of the Prussian model 

included implementation of imposed curricula, forty-five minute lessons with short 

intervals in between, assessment of learnersô efforts with grades and most of all explicit 

methods of teaching and verification of knowledge with the use of examinations. Learners 

were expected to follow their teachersô instructions and lectures in order to memorise the 

received information (Ğukasiak 2022: 44-45). Unfortunately, the same assumptions are 

still present in Polish system of education, reaching over two hundred years of its 

continuation.      

At present, Poland is one of the European Union member states, declaring a 

redirection of its system of education towards the western model which is more dedicated 
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to learnersô creativity and sustained self-development. With reference to young learners, 

this is the model of inclusive education. Regardless of the approved new direction in 

Polish education and formal settlement of new educational goals, there are still many 

controversies concerning the present state of inclusion in Polish schools. For this reason, 

an analysis of the existing system of education, together with supervisory and support 

services are described, giving an outline of the educational conditions and perspectives 

for successful implementation of inclusion. Further, following the assumptions of the 

comparative study, also other factors such as the use of recommended methods of 

teaching, roles and competences of teachers, as well as, adjustability of teaching materials 

to learners individual SEN, are subjected to verification. The issue of inclusive education 

is very important as according to the report on Polish system of education from 2014 a 

number of students with SENs in mainstream primary schools already reached fifty eight 

per cent (SmoczyŒska 2014: 77). This high increase of the disordered learners in general 

education units is a result of an introduction of the integrative approach. However, there 

is a significant difference between integration, where a disabled student has to meet the 

educational standards, and a more recent inclusive trend, where standards of education 

are adjusted to studentsô abilities. Introduced by the European Union to the standards of 

modern education since 2000, its position in public schooling is still unstable due to 

numerous obstacles, which are related to maladjustment of the systems of education, lack 

of competence in inclusive teaching among subject teachers, inaccurate selection of 

teaching methods or persistence in applying a deeply-rooted traditional approach.  

The analysis of all these problems and other related issues on the Polish 

educational ground is performed in accordance to the established research criteria (see 

section 4.2) and in an order indicated by the research questions (see section 4.3). The 

results of the analysis will help to allay the doubts about the state of implementation of 

the inclusive approach into Polish schools. They are also expected to reveal a functioning 

of the Polish system of education in comparison to the two other European Union 

countries.  

 

 

7.1  History of scientific interest in SLDs in Poland 

 

The three partitions of Poland and long decades of destruction of Polish nationalism, 

education and culture, created unfavourable conditions for scientific developments in the 



170 

 

field of SLDs. Additionally, the introduced by the invaders Prussian model of education 

excluded learners with various disorders from the public system of education. Still, the 

history of studies about SLDs on the Polish ground has long tradition and dates back to 

the period before the Second World War when a study of Helena RadliŒska about school 

maturity among Polish pre-school children educated in Warsaw schools in the early 1930s 

opened a discussion about developmental and educational abilities of the disordered 

learners (M. Bogdanowicz 2002: 26).  In her study, RadliŒska  determined children's 

school readiness by identifying children with dysfunctions in one aspect of their 

development and offering them remedial courses to level up their learning abilities (Ğodej 

2016: 30). There were also other Polish scientists of the interwar period who expressed 

their interest in SLDs via published articles. Among them Zakrzewska (1996: 23) 

mentions psychologists, educators and physicians such as Bychowski (1934-35), 

UzdaŒska (1937), and Baley (1938). Unfortunately, the outbreak of the second world war 

withheld potential developments in the field of SLDs in the country.  

  The problem of SLDs regained attention of scientists in Europe in the post war 

period. Among Polish specialists the most influential were Anna Drath, Kazimierz 

DŃbrowski, Halina Spionek, Barbara Zakrzewska, Janina Magnuska, Teresa Danilewicz 

and Marta Bogdanowicz. The first of the mentioned scientists, Anna Drath, in 1959 

published a pioneering work entitled ñDyslexiaò where she outlined the concept of 

reading disorder. Drath and her colleagues from the Polish Academy of Science, 

supervised by Kazimierz DŃbrowski, undertook intensive studies about language 

disorders which aimed at diagnosis and therapy of learners with SLDs. As a result, 

DŃbrowski launched a method of re-education that was to help children with reading and 

writing disorders (Sawa 1999: 9). The method combined both didactic and psychomotor 

aspects of education (see also Tarnopol and Tarnopol 1981: 433-434). 

 In 1960s, another Polish scientific centre whose specialists engaged in the studies 

of reading and writing disorders was the Department of Psychology at the University of 

Warsaw. One of its professors, Halina Spionek, who was a clinical psychologist and also 

a pedagogue, interested in developmental psychology and pathology of children and 

adolescents, developed studies on lateralization in children, (Polish Academy of Sciences 

2002: 114). As noted by Bogdanowicz (1985: 263), Spionek followed the diagnostic 

methods popularised in out-patient psychological clinics in France. She discussed 

children's lack of school readiness and addressed the importance of impaired 

psychomotor functions as a source of school immaturity (Ğodej 2016: 31). She also 
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noticed that impairment of psychomotor functions influenced reading rate and dynamics, 

and, as such, was typical for learners with dyslexia (Spionek 1965: 94). In 1965 Spionekôs 

investigations were summed up in the first monograph dedicated to the psychomotor 

development of children with difficulties in learning reading and writing skills (Spionek 

1965: 94). In 1973 she suggested a distinction between dyslexia and dysgraphia, defining 

the latter as ñonly those reading, writing disorders that are caused by deficits of perceptual 

motor function development, estimated in relation to the child's age and evaluated in 

relation to the child's mental developmentò (Spionek 1973: 271).  

 Apart from Spionek, other Polish specialists in SLDs developed their research in 

pedagogical treatment of the disabled learners providing new therapeutic methods of 

remedy. Among them Tarnopol and Tarnopol (1981: 434) mention Zakrzewska, 

Markiewicz, Magnuska, Danielewicz and KoŦmiŒska. In 1959, Zakrzewska and 

Markiewicz launched a rehabilitation programme for dyslexic children which was divided 

into two components: (1) psychomotor rehabilitation which focused on visual, auditory 

perception and motor skills; and (2) psycho-education rehabilitation which aimed at 

improving reading and writing skills (Smythe et al. 2004: 191). Later, in 1976 Zakrzewska 

issued the first publication describing therapeutic techniques of teaching children with 

dyslexia which in M. Bogdanowicz's words (1985: 264) was a result of the cumulative 

experience of Polish, French and Czechoslovakian experts. Additionally, as the reform of 

Polish educational system from 1972 introduced teaching reading to the zero-grade of 

primary schools and for six-year-old children of kindergartens, it allowed to provide 

remedial help at early stage of childôs development. As noted by Szkolak-StňpieŒ (2018a: 

264), special classes for dyslexic children were open in Warsaw and later in Cracow and 

ToruŒ. They offered therapy based on the French diagnostic methods of Zazzo, Stambak, 

Santucci and Piaget. 

 Following Ğodej (2016: 30), in the middle of 1970s, Teresa Danielewicz, Anna 

KoŦmiŒska and Janina Magnuska also introduced a therapeutic and developmental 

programme for dyslectic and neurotic children. Their method aimed at improving 

emotional, motivational and social functioning of children with learning difficulties, as 

well as levelling up their perceptual-motor integration for better reading and writing skills 

and the general stimulation of the childôs well-balanced development. The therapeutic 

programme was based on a set of various activities in which geometrical figures are 

recognised, cut out, coloured and composed together by children. Apart from 

determination to complete each task, precision was the basic criteria in improving 
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childrenôs motor skills. It strengthened concentration, soothed irritation and rose 

motivation as children could compare their previous works with following ones of much 

higher quality (Ğodej 2016: 30).  

Achievements of all of the mentioned specialists of the emergent phase opened a 

new educational perspective for learners with SLDs. However, a specialist who has 

popularised the problem of SLDs in Poland, widely recognised for her achievements in 

the field of dyslexia is Marta Bogdanowicz who started her scientific career in 1960s as 

a team member of the Outpatient Clinic for Neurotic Children in GdaŒsk. Following 

Szkolak-StňpieŒ (2018: 272), she introduced to the term of developmental dyslexia to the 

terminology of SLDs on the Polish ground which was defined as a syndrome of specific 

reading and writing difficulties. The definition was accepted by the World Neurologists 

Conference in Boston in 1968 and later by the International Dyslexia Association in 1994. 

In years 1981-1990 M. Bogdanowicz conducted a longitudinal study on developmental 

dyslexia in Poland which aimed at measuring cognitive and motor skills of learners with 

dyslexia, as well as provided information about the their functioning in society (M. 

Bogdanowicz 2003). The results revealed that dyslectic learners faced not only 

educational problems, but also social difficulties and problems of psychological nature, 

as they played truancy to avoid lessons, were often conflicted with teachers and had 

negative attitude towards particular subjects. M. Bogdanowicz (2003) noticed that they 

showed low self-esteem, which was in disproportion to their intellectual potential. The 

problem was noticed by the state authorities and non-governmental organisation of 1990s 

which attempted at effective implementation of the remedial methods to support the 

integration of learners with SLDs into the main stream education (M. Bogdanowicz 2003: 

357-381). Still in the 1990s, M. Bogdanowicz founded the Polish Dyslexia Association 

in order to popularise the problem of dyslexia in Polish society and introduced the term 

ñrisk of dyslexia: which referred to the probability of the SLDs occurrence in children 

below the primary school level (Bogdanowicz and Bogdanowicz 2016: 267). Throughout 

her longitudinal study she established that diagnosing SLDs in children of the school age 

was not efficient enough due to their dynamic biological development, and that diagnosis 

identifying symptoms of SLDs at the pre-school level was necessary (Bogdanowicz and 

Bogdanowicz 2016: 265). The need for early diagnosis was also justified by unequal 

distribution of diagnosis in the country. According to Jaworska (2011: 273), the causes 

for which SLDs were seldom identified in some parts of the country can be explained in 

two ways: either as a result of low awareness of the problem among parents of the 



173 

 

disordered learners or poor quality of support services offered by the counselling centres 

and schools. The suggested by M. Bogdanowicz concept of early diagnosis performed at 

the pre-school level of education improved the disorder identification process, allowing 

schools for early intervention regardless of parents interest and specialist diagnosis 

conducted on order by counselling centres. 

Apart from M. Bogdanowicz, other Polish specialists of the integration phase, 

including GraŨyna Krasowicz-Kupis and ElŨbieta Zawadzka-Bartnik, contributed to the 

field of SLDs by developing compensatory-corrective programmes, publishing 

guidebooks for parents and school teachers, as well as working on teaching methods that 

would promote educational integration. Zawadzka-Bartnik became interested in 

difficulties of the disabled in learning foreign languages and in the concept of integrative 

foreign language teaching. Krasowicz-Kupis from the Department of Methodology and 

Psychological Diagnostics at the University of Maria Skğodowska-Curie in Lublin, was 

engaged in research of young learners, measuring their reading speed, accuracy and 

comprehension. The results of her tests showed that ñPolish dyslexic learners were 

deficient in all aspects of L1/ Polish reading competence when compared to their non-

dyslexic peersò (Ğodej 2016:31). Her later study about the acquisition of metalinguistic 

functions by young learners, conducted together with Bryant in 2004, confirmed her 

earlier achievements and proved that phonological processing was a valid predicator of 

reading development (Krasowicz-Kupis and Bryant  2004: 41). In 2005, Petrus and M. 

Bogdanowicz (2005: 116-118) revealed the results of another research in the development 

of phonological competence in kindergarten children who learnt English language. 

According to its results, a relationship between the level of phonological competence in 

Polish and English languages was proven. It was also noticed that children who learnt 

English language were better at syllable synthesis and using rhymes. 

 In the opinion of specialists in the field of SLDs, learning foreign languages is 

beneficial for Polish children with SLDs, however, there are many factors which stand 

for the success or failure in language learning such as organisational issues, the 

personality of a teacher, as well as their professional knowledge, teaching skills and 

attitude towards SLDs. As Zawadzka-Bartnik (2010: 157) notices, educational problems 

of learners with SLDs result not from their disorders so much as from lack of motivation 

which is caused by the above mentioned factors. Realising the importance of a person of 

the teacher, their roles and competence are given close  attention in the following sections 

of the present chapter. 



174 

 

 

  

7.2 Legal basis of educating learners with SLDs in Poland  

 

In the 1980s Polish authorities, following the international rising interest in needs of the 

disabled and indirectly obliged by regulations of the European Commission, intensified 

their actions for learners with special educational needs. At the beginning of the 1990ôs 

Poland as a member of the United Nations signed The Convention on the Rights of the 

Child (UN 1990/ 1991), recognizing every childôs right to education, with the view to 

achieving educational goals progressively, being given opportunity to eliminate 

educational differences by facilitating access to scientific and technical knowledge, 

modern teaching methods and ensuring harmonized development of the child accordingly 

to their mental and physical abilities (UN 1990/ 1991, art. 28-29). This sign post in the 

Polish system of education has had a permanent impact on the conversion of its education 

law. Below, in table 13 the most important acts and regulations on the basis of which the 

system was transformed are gathered for greater transparency of changes in education of 

learners with SLDs. 

 

Table 13: Evolution of Polish system of education towards inclusion 

1991 

The Act of 7th September 1991 on Education - acceptance of the UN Convention on the Rights 

of the Children Act; 

- free access to public education for all learners 

on the basis of integration 

1997 

The Act of 6th June 1997 on Education Law - issuing the Charter of Rights for Persons with 

Disabilities against their discrimination; 

- guaranteeing full access to social, cultural and 

artistic life, sport activities and tourism; 

- appointing three types of schooling for the 

disabled: special, individual and general 

education 

2001 

Regulation of the MENS of 21.03.2001 on the 

principles of providing and organising 

psychological and pedagogical assistance in 

public educational units 

- adjusting exam conditions and forms to learnersô 

SEN 

2005 

Regulation of the MENS of 18.01.2005 on 

conditions of organising education  

- appointing integration as the most required form 

of education 

2008 

Regulation of the MENS of 23.12.2008 on the 

core curriculum for early school education 

- establishing integrated education for grades 1-3 

of the primary level of education understood as 

lack of distinction of particular subjects in grades 

1-3 
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2010 

Regulation of the MENS of 17.11.2010 on service 

and organisation of psychological and 

pedagogical assistance in public education units 

 

Regulation of the MENS of 17.11.2010 on 

conditions and methods of assessment, 

classification and promotion of learners in public 

education units 

- an introduction of the concept of the inclusive 

approach in education 

 

 

- a framework statute of the public psychological 

and pedagogical counselling centres.  

2017 

Regulation of the MENS of 09.08.2017 on 

psychological and pedagogical assistance for the 

disordered learners 

 

Regulation of the MEN of 9 August 2017 on the 

conditions for organizing education, upbringing 

and care for disabled, socially maladjusted 

children and adolescents and at risk of social 

maladjustment 

- expressing the necessity for adjustment of 

educational requirements to learnersô psycho-

motor abilities on the basis of specialist opinions 

issued by counselling centres  

- exemptions of learners with deep expression of 

SLDs from foreign language courses; 

- redirection of learners with difficulties in school 

functioning to individual path of education 

2019 

Regulation of the MEN of 28 February 2019 on 

specific organisation of public schools and 

kindergartens 

 

 

 

 

 

 

 

 

Regulation of the Minister of Science and Higher 

Education of 25 July 2019 on standards of 

education for teaching profession 

- dividing primary level schooling for disordered 

learners into four types of special, integrative, 

sports and championship units; 

- establishing the limit of 25 learners per class in 

integrative units; 

- organising revalidation classes for disordered 

learners at schools; 

- ordering cooperation between teachers, 

counselling centres, school psychologists and 

pedagogues 

 

- including the themes of learning disorders and 

methods of teaching that respond to learnersô SEN 

into tertiary programmes of education 

 

2022-2030 

Resolution of the Council of Ministers of Family, 

Labour and Social Policy of 24 May 2022 

- establishing the National Action Programme for 

Equal Treatment 2022-2030  

 

Since 1997, provisions of the Polish Constitution (Sejm RP 1997a)  have 

warranted the disabled their equal rights in all aspects of their life which are additionally 

strengthened by the Charter of rights for persons with disabilities issued in the same year 

by the Polish Parliament, according to which people with disabilities have full rights to 

integrate in public, social, cultural and sport life on equal basis with other society 

members, as well as are guaranteed an equal access to health care, rehabilitation and work 

(Sejm RP, Monitor Polski 1997b No. 50, item 475). Children and youths with disabilities 

can choose from three forms of education: in public schools integrated with other peers, 

in special units or in form of individualised learning (Sejm RP, Monitor Polski 1997b No 

5, item 475 sec. 1.4).   

Meeting educational needs of the disabled, the MEN introduced changes to the 
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educational system in 2001 for older dyslectic learners of secondary level in accordance 

to their individual abilities. Based on the Regulation from 15th January 2001 on the 

principles of providing and organising psychological and pedagogical assistance in 

public kindergartens, schools and facilities, learners with SEN were ensured special 

conditions for external examinations (MEN 2001a, Journal of Laws from 2001 No. 13, 

item 110). This right was further specified by the Regulation of MEN from 21st March 

2001 on the conditions and manner of assessing, classifying and promoting students, 

conducting examinations and tests in public schools, according to which the conditions 

and forms of examinations taken by learners with SLDs had to be adjusted to their 

disabilities (MEN 2001b, Journal of Laws from 21 March 2001b, No. 29, item 323). 

Adjustment of conditions and forms was performed by exam organisers on the basis of a 

proper opinion on disability issued by a local psychological-pedagogical clinic 

diagnosing children with SLDs.  

On 18th January 2005 another Regulation of MEN provided rules for organising 

educational conditions and care proper for children and youth with disabilities and social 

maladjustment. The regulation defined a group of children with special educational needs 

as those who are deaf, with hearing deficit, blind, visually impaired, with physical 

disabilities, the mild and moderate or severe mental retardation, with autism, multiple 

disabilities, chronic diseases, mental disorders, socially maladjusted or at risk of such 

maladjustment, threatened with addiction and behavioural disorders. The Ministry also 

stressed the importance of integrative form of education, perceiving it as the most 

appropriate one for the balanced development of all learners (MEN 2005, Journal of Laws 

from 2005, No. 19, item 167).       

In 2000 the EU issued the Lisbon Agenda in which a change from integration 

towards full social and professional inclusion of the disabled was suggested for the first 

time. Also in Poland some changes were introduced with reference to the system of 

education, though they still addressed the process of integration rather than inclusion. 

With the regulation of the MEN from 23rd December 2008 on the core curriculum and 

general education in particular types of schools (MEN 2008, Journal of Laws from 2009 

No. 4, item 17), foreign language learning became compulsory for all primary school 

learners. The decision was supported by the claim that the most important skills acquired 

by primary school students included: reading at a level enabling the acquisition of 

knowledge, the development of emotional, intellectual, moral values and active 

participation in social life. Therefore, the ability to communicate in a foreign language, 
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both orally and in writing was perceived by the legislator as crucial, and depriving young 

learners with SLDs an opportunity to learn a foreign language at school could limit their 

further prospects of personal and professional development.  

In the core curriculum, the MEN defined early school education as integrated, 

without a division of the taught content into individual subjects, and due to an assumption 

that the educational process should satisfy childrenôs natural curiosity and allow them to 

explore their interests appropriately to learnersô abilities (MEN 2008, Journal of Laws 

from 2009 No. 4, item 17). The adopted approach introduced the concept of inclusive 

education and defined a student as an independent entity that takes a cognitive initiative 

and responsibility for developing their knowledge. The teacher, on the other hand, stood 

in the position of a counsellor and mentor, responsible for supporting students in their 

educational effort. Assumptions of the core curriculum were confirmed in a resolution of 

17th November 2010 issued by the MEN on service and organisation of psychological and 

pedagogical assistance in public educational units which introduced the concept of 

inclusive approach in teaching via noticing diverse educational and developmental needs 

of learners as well as recognising learnersô individual psycho-motor abilities (MEN 

2010a, Journal of Laws from 2010, No. 228, item 1487). The resolutions, which followed 

disability action plans set by the European Council for the years 2002-2006 and 2004-

2010, also provided information on a variety of types and forms of assistance available 

for learners with SLDs, their parents and teachers, which included counselling, 

consultations, workshops and trainings (MEN 2010b, Journal of laws from 2010, No 228, 

item 1487). On the same day the MEN issued further five resolutions regulating detailed 

principles for operation of public psychological and pedagogical services (MEN 2010c, 

Journal of laws of 2010, No 228, item 1488), conditions for organising education, 

upbringing and care for disabled or maladjusted children and youths in specialised 

education units (MEN 2010d, Journal of laws of 2010, No 228, item 1489) and in general 

and integrated education units (MEN 2010d, Journal of laws of 2010, No 228, item 1490), 

resolution on conditions and methods of assessment, classification and promotion of 

learners in public education units (MEN 2010e, Journal of laws of 2010, No 228, item 

1491), and on framework statute of the public psychological and pedagogical counselling 

centres, including public specialised counselling services (MEN 2010f, Journal of laws 

of 2010, No 228, item 1492). The above regulations respected special educational needs 

of learners with SLDs, added dysphasic learners to the group of learners with specific 

motor disorders and obliged teachers to adjust their methods of work to learnersô 
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individual needs and abilities by developing supportive action plans, cards of individual 

needs for each student opinionated by a psychological and pedagogical counselling centre 

and an individual educational and therapeutic program of education for students with 

documented disabilities (so called IPET).          

Since 2010 the above regulations have been amended by the legislator, and at 

present the fundamental legal act that imposes educational standards in Poland is an act 

of 14th December 2016 on educational law (MEN 2016, Journal of laws of 2017 item 59) 

which completes the previous act of 7th September 1991 on the system of education. The 

act maintains in power the previously established national model of education that 

comprises the following paths: general public with integrated units, individual and special 

education. As Wiszejko-Wierzbicka notices (2012: 75), the same model of education has 

been implemented in such European countries as Germany, Denmark, Finland, Great 

Britain, Hungary, the Czech Republic, Estonia, Slovakia, Slovenia, Ireland and Island. 

Polish compulsory education is divided into the following levels: a primary level of 

schooling for children aged seven to fourteen years, secondary level for teenagers from 

fifteen to eighteen years divided into general and technical high schools and vocational 

schools, and finally tertiary education offered by colleges and universities (Kolanowska 

2021: 15). 

According to the act of 2016 on educational law (MEN 2016, Journal of laws 

2017, item 59), conditions of providing and organising psychological and pedagogical 

assistance in public education units as well as organising educational conditions and care 

proper for children and youth with disabilities and social maladjustment are specified by 

the MEN in two Resolutions of 9th August 2017 (MEN 2017a, Journal of laws of 2017, 

item 1591; MEN 2017b, Journal of laws of 2017, item 1578). The resolutions define 

psychological and pedagogical assistance and specify experts responsible for delivering 

support services to learners with SLDs, their parents and teachers, who are psychologists, 

pedagogues, speech therapists, professional experts and pedagogy therapists. Further, 

pursuant to article 2 of the said resolution on psychological and pedagogical assistance, 

teachers of students with documented SLDs or whose individual needs are recognised on 

the basis of their psycho-motor abilities by experts are obliged to adjust educational 

requirements specified in a curriculum to  learnersô special needs (MEN 2017a, Journal 

of laws of 2017, item 1591). Learners with SLDs are diagnosed by experts at local 

psychological and pedagogical counselling centres who issue a specialised opinion on 

request of parents or teachers under parentsô consent. Additionally, on the basis of article 
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6, the school principal has a right to exempt a learner with deep developmental dyslexia 

or dysphasia from their participation in foreign language classes.   

The said executive acts regulate the system of education and, at least generally, 

advocate the inclusive approach towards learners with SLDs. Unfortunately, they lack 

precision and often bring some controversy, especially among parents of the disabled 

children. This found its confirmation in a discourse analysis of the education reform from 

2017 conducted by a specialist from Jagiellonian University. It was demonstrated that 

Polish central authorities managed to merely outline a vision of the inclusive education 

as a common wealth which aimed at equalisation of rights of individuals, sustained 

intellectual self-development and socialisation of disordered learners (Dorczak 2019: 62). 

The study showed that the Minister of Education used a manipulative discourse in order 

to create a vision of the reform without undertaking any practical steps in that direction. 

Moreover, in the public opinion the declared reform of education aimed at the 

reinforcement of so called Prussian school cherishing the traditional approach rather than 

promoting the inclusive trend (Dorczak 2019: 85). This can be exemplified by a decision 

of the Minister of Education expressed in article 12.1 of the resolution on conditions for 

organising psychological and pedagogical assistance in public education units, according 

to which learners with disabilities who are able to attend school but have difficulty in 

functioning in a given educational unit are redirected to the individualized educational 

path (MEN 2017a, Journal of Laws of 2017 item 1591). In the opinion of parents this 

legal provision excludes learners with SLDs from school community by limiting them to 

home schooling.  It is also unprecise what kind or level of difficulty in functioning shall 

entitle school authorities to redirect a student with disabilities into individualized 

educational path.  

Summing up, the present situation of learners with SLDs is still far from being 

stable and equal for all, and also far from the assumptions and expectations set by the 

European Parliament in Action Plans for 2010-2020 (EU 2013, Regulation (EU) No 

1304/2013, Art. 5) which have been mentioned hereinabove and aim at further promotion 

of inclusive education and lifelong learning for people with disabilities.  

The most recent changes in the system of education have been introduced in 2019 

by the minister of the national education under two regulations. The first one was 

dedicated to specific organisation of public schools and kindergartens in which four types 

of primary level schools were established, including special, integrative, sports and 

championship units (MEN 2019, Journal of Laws from 2019 item 502). What is 

http://eur-lex.europa.eu/legal-content/EN/TXT/?uri=uriserv:OJ.L_.2013.347.01.0470.01.ENG
http://eur-lex.europa.eu/legal-content/EN/TXT/?uri=uriserv:OJ.L_.2013.347.01.0470.01.ENG
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interesting the term integrative school has been maintained regardless of the change in 

the approach towards the disordered learners from integrative into the inclusive one. 

Further, it was decided that the number of students per class cannot exceed twenty five. 

Students with SLDs are accepted to integrative classes upon an application placed by 

parents to the school unit and an approval of the school principal. The second regulation 

brought some changes in the tertiary system of education. Aiming at improvement of 

professional competences of future teachers in educating learners with SLDs, academic 

units were obliged to introduce themes of learning disorders and SEN into their 

educational programmes for faculties of pedagogy. Following Amtmann et al. (2017: 

141), these improvements are of high value as young teachers who enter the educational 

job market are better prepared to manage mixed ability classes. Also, as it was noticed by 

Kowalczuk-Walňdziak et al. (2019: 17) young teachers share their positive attitude 

towards inclusion with other teachers, students and their parents, by the same promoting 

the inclusive approach. Without doubts the amendments introduced with new provisions 

of law have a positive influence on the standards of tertiary education of future teachers. 

On the other side, they still lack precision in some aspects, for instance appointing 

inclusion as the mainstream approach in primary education, recommending methods of 

teaching that support inclusion, outlining the scope and range of cooperation between 

mainstream and special education teachers, educators and other specialists.   

Apart from regulating the system of education and the place of disabled learners 

in it, in the said regulations of MEN the Polish legislator indicates specialised institutions 

and teams of experts in the field, responsible for diagnosing and organising various forms 

of support services for learners with SLDs, as characterised in section 7.3 below.    

 

 

7.3 Diagnosing specific learning disabilities in Poland 

 

On the Polish ground, efforts aiming at the betterment of learners with disabilities date 

back to 1975 in which year the MEN issued a leaflet noticing that children with 

developmental disturbances should be qualified to appropriate forms of remedial teaching 

(Smythe et al. 2004: 193-194). Children retarded in their educational development and 

demonstrating serious learning difficulties were directed by school authorities to special 

education or to therapies run by psychological-educational clinics. In the 1960ôs and 

1970ôs first remedial therapies and methods of work with learners with SLDs were 




















































































































































































































































































































































































































































































































































































