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Tutkielman tarkoituksena on selvittdd lukiossa hexad vieraan kielen oppimisen
vaikeuksia ja antaa seka teoreettisia ettéa kaytamyidkaluja oppimisvaikeuksisten
opiskelijoiden kanssa tydskenteleville vieraiderelten (erityisesti englannin)

opettajille. Lukiossa ilmeneviin vieraan kielen appsvaikeuksiin on yleisesti

Kiinnitetty vahan huomiota. Koska erityisopetusta &ikiossa jarjesteta,

aineenopettajat ovat haasteellisen tehtavan ed€xsgelmana on myo6s se, ettd
opettajankoulutus ei ole pystynyt vastaaman tutevi@ettajien tarpeisiin saada
tietoa erilaisista oppimisen ongelmista ja niidetkomisesta.

Tutkielman teoreettisessa osassa tarkastellaaaaviekielen oppimista ja siina
iImenevia ongelmia viimeaikaisen tutkimustiedon jadta. Vieraan kielen oppimisen
ongelmiin vaikuttavia tekijoita ja niiden vaikutastoisiinsa pyritddn selittamaan
Gardnerin ja Macintyren sosio-edukationaalisen aaer kielen oppimisen mallin
avulla. Mallissa kielen oppiminen nahdaan sosiaals tapahtumana, johon
vaikuttavat oppijan sosio-kulttuurinen ymparistdiolbgiset ja kokemukselliset
tekijat seka oppijan kognitiiviset (alykkyys, kiieen lahjakkuus, oppimisstrategiat)
ja affektiiviset (asenteet, motivaatio, ahdistuna® yksilotekijat. Lisaksi mallissa
huomioidaan formaalin ja informaalin kielenoppinogkekstin seka kielen
oppimisen kielellisten ja ei-kielellisten seurausteerkitys.

Kaytannon osassa esitelladn tapoja mukauttaa stpeparemmin erilaisten
oppijoiden tarpeisiin sopivaksi. Ehdotukset peruatwppimisvaikeuksia ja vieraan
kielen oppimista kasittelevaan kirjallisuuteen sei@aan kokemukseen lukion
englannin kielen opettajana. Tarkednd nahdaan iipesEh oppimisympariston
luominen, opiskelijoiden itsetuntemuksen lisddminenja erilaisten
oppimisstrategioiden opettaminen. Lisaksi tehdadmotiksia vieraan Kkielen
kuuntelun, puhumisen, lukemisen, kirjoittamisemasdon ja kieliopin opettamiseen
seka siihen, miten oppimisvaikeudet voidaan ottaaroon koetilanteissa.

Vieraan kielen oppimisesta ja oppimisvaikeukststaddan paljon tutkimusta,
mutta ongelmana on usein tiedon hajanaisuus jeets&,tata tietoa ei onnistuta
valittamaan opettajille ja siten siirtAmaan opefyséntoihin.
Opettajankoulutuksessa  tulisi  nykyistda enemméan nki&&  huomiota
oppimisvaikeuksien teoriaan ja siihen, miten oppiraikeudet voidaan ottaa kielten
opetuksessa huomioon. Opettajilta vaaditaan mydsisten oppimistyylien ja
oppimisstrategioiden tuntemusta seka kykya valiti#d tietoutta opiskelijoille.

Asiasanat: foreign language learning. foreign lagguteaching. learning disabilities.
individual differences. upper secondary school.
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1 INTRODUCTION

Difficulties in foreign languages are common for nypaupper secondary school
students. Yet teacher training provides future lieex with few theoretical and
practical tools for treating students with differekinds of learning disabilities.
Despite this deficiency in training, teachers afpeeted to have competence to deal
with students with special needs. As there is rezisph education in upper secondary
school, subject teachers are left to face the iegrulisabilities by themselves
without any training. Part of the problem is thatring disabilities are often
considered to affect only pupils and teachers mmehensive school. However, it is
possible that learning disabilities do not appesatil wpper secondary school and
usually the difficulties appear particularly in égn languagesL(ki-tyoryhman
muistio1999: 29).

The goal of this study is to offer information abdoreign language (FL)
learning disabilities specifically to upper secarydschool teachers. The theoretical
part concentrates on current research on foreiggulage learning and learning
disabilities from the point of view of linguisticpsychology, pedagogy, and special
education, and tries to give an overview on theasoature of both FL learning and
the disabilities. The practical part focuses on teaching practices in the FL
classroom and the adjustment of these practicéactiitate the learning of students
with learning disabilities. The practical part issed on literature on learning
disabilities and their treatment in the FL classnaas well as my personal experience
as an English teacher in upper secondary schoelidéa behind the study is that FL
teachers, particularly English teachers who worlupper secondary school could
find the information that they need about FL leagndisabilities in one place. The
suggestions made in this study are intended taitbabde for the everyday needs of
FL teachers, and thus the intention is not to ssigtig@t teachers should do more in
order to help disabled students but that they cowdéte some accommodations that
could probably benefit all the students. Whereashig methods useful for learning
disabled students can be applied to students waaatrdisabled, this does not work
the other way around.

Learning disabilities are caused by various fagtahich can be neurological,

cognitive, or socio-emotional in origin (Deci andhadler 1986: 588). Language



learning disabilities, in turn, are a wide rangeddferent kinds of difficulties that
affect the understanding, production and developnoénspoken and/or written
language (Ahvenainen and Holopainen 1999: 60) astexia is probably the most
widely known of them. It is estimated that 20-2% pent of population have some
kind of difficulties with reading and writing andbaut 10 per cent have more severe
difficulties (Hintikka 2003: 18). In upper secongaschool, the figure of dyslexic
students is estimated to be about 2-3 per centg@dimen and Holopainen 1999:
62), but the figure varies according to the créemsed. The problems of students
with FL learning disabilities are often very simila those of dyslexics and actually
many of them probably have dyslexia. However, dyalés not the only cause for
FL learning difficulties. The student’s motivatiolo learn, language aptitude,
learning strategies, attitudes towards the language personality are all factors in
language learning (Pitk&nen et al. 2001: 81).

The term ‘foreign language learning disability’tiee key term in this study. It
is not, however, easy to define the term. Accordm@parks and Ganschow (1995:
236), “language learning occurs along a continutomfvery good to very poor FL
learners and ... a discrete entity such as a ‘FLnlegrdisability’, implied in the
‘deficit’ notion, does not exist”. In other wordBEL learning disabilities cannot be
given a strict definition that would apply in alhses. The difficulties are manifested
in many forms and in many areas of language uskfferent combinations. Thus it
is very difficult to draw the line between normaatning and learning that is
somehow impaired. The multifaceted nature of FLrieey disabilities naturally
complicates both identifying and helping student®wave them.

Although defining foreign language learning disiéibs has proven to be rather
difficult, some general characteristics of thesaHblilities can be given. According to
Downey and Snyder (2000: 84), students with FLre@y disabilities often have
difficulties in spelling, understanding grammar,daerstanding the teacher, and
formulating oral responses. They may also be afohitheing called on, and they
often feel that they have to learn too much tod. flsey may have a perception that
everyone else is “getting it”, and they fail altighuthey attend classes and make
great efforts to study. Also avoidance of or falun FL classes is common. In
addition to problems in FL learning, students mayehdifficulties in their native
language. When studying the learning histories toidents with FL learning
disabilities, Downey and Snyder (2000: 84) haventbthat difficulties in learning to



read, difficulties with phonics, spelling problem&mily history of learning
disabilities, and intervention during comprehenssahool are common. In other
words, the students with FL learning disabiliti@vé often been diagnosed as having
a learning disability and/or they have received cggeeducation services in
comprehensive school.

Although problems in FL learning are often notidgedcomprehensive school
when the first FL classes start, they can also aplager, in upper secondary school,
when the quantity and quality of study materialdraes more demanding. For some
students, the basic skills in English have remasgakrficial and sometimes nearly
non-existent and when new grammar and vocabulawlgtbe acquired at a quicker
pace than earlier, they find it difficult to keep. Luki-tydryhman muistid999: 29.)

In upper secondary school, helping the students digabilities can be even more
difficult than in comprehensive school becauséheffast speed of studying. Also the
gap between students who have good language akilshose who have difficulties
has grown so wide that it is very challenging feaidhers to meet the needs of these
heterogeneous groups.

The difficulties in learning foreign languages dot end in upper secondary
school. When students move on to study in univiessipolytechnics and vocational
colleges, they will be faced with these problemaimagince all these schools have
FL requirements. In addition to actual FL cours#sdents are expected to be able to
read course books and write in foreign languagekeéat in English). So if students’
FL skills are poor, it can be assumed that thely/hvave even greater difficulties.

Being a successful FL learner is vital both durthg school years and also
later in life. In addition to causing problems witie progress of studies and getting
into schools and getting jobs, language disalslitieay also affect a person’s self-
esteem. If the person with a disability does ndtthe help and information about
their difficulties that they need, they may beginthink that the problem lies with
their intelligence. As Pimsleur (1980: 1-2) poimist, bad memories of the FL
classes in school may haunt people through tHeiaid prevent them from getting
into situations where using a foreign language dwdd needed. On the other hand, it
is important to note that knowing a foreign langeiagn offer experiences such as
enjoying FL literature and communicating with fameipeople. So the benefits of
knowing a foreign language are not restricted teaading in life but people may

also get experiences which have more to do withr #raotional growth. Being able



to learn and use a foreign language is an abh#&y bpens many doors and it should
not be denied of people with FL learning disalgti

A memo composed by a team set by the Finnish Myntd Education ICuki-
tydryhman muistid 999: 37), which deals with dyslexic studentstestdhat teachers
should be able to identify different kinds of leiaign disabilities. Teachers should
also be able to recognise students' different iegrstyles so that they know which
teaching and studying methods are suitable for @adiidual. The writers of the
memo (uki-tydryhméan muistiol999: 44) suggest that teacher training should
include studies in special education and partitular dyslexia. It is also suggested
that further education in dyslexia should be offete the teachers of foreign
languages.

Teacher training, however, has not been able tet rtigese requirements.
Kaikkonen (2004: 114) found that university studewho were majoring in foreign
languages and had undergone teacher traininghftthey had no tools for facing
pupils with learning disabilities. Students felaththey had been trained to teach
average pupils and treat pupils as part of thesclastead of acknowledging
individual differences (Kaikkonen 2004: 99). Stutbefelt that instead of focussing
on the present trend of inclusion, the little tnagnthey had on special education
should have provided information on the theoretaral practical aspects of different
kinds of learning disabilities (Kaikkonen 2004: 10Uherefore, since FL teachers
are required to have information about FL learndigabilities and since teacher
training, as it is now, has not succeeded in edthgduture teachers about the
disabilities, the goal of this study is to try tontribute to the demand for further
knowledge of FL learning disabilities.

Although previous research on FL learning distesi exists, it has primarily
focussed on young pupils and/or the beginning stéde learning. The issue of FL
learning disabilities has also often been dealinfrilie point of view of special
education. For example, Huopalainen and Ruuttu®®89) conducted a case study
in which they studied the foreign language learnofgtwo dyslexic pupils in
comprehensive school. Their study was special ditunzd involving personalised
teaching in the pupils’ homes. Studies concentgabin young students and/or using
special educational perspective naturally give gquunters for FL teachers.
However, they do not meet the needs of mainstredotation aimed at older

students.
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Studies have also often concentrated on just speca of FL learning. For
example, Opas and Paloheimo-Pikkarainen (2001)estutbw dyslexia appears in
upper secondary school by comparing the matriaraéixamination essays of 50
dyslexic and 50 non-dyslexic students. Thus, teeidy concentrated primarily on
problems in writing. Pirjo Kohonen (2003) dealt hvithe issue of dyslexia and
learning to read in English as a second languagaes&ng mainly on the theoretical
and empirical findings about dyslexia and readWfile studies concentrating on
one language skill naturally provide important imi@tion on certain specific areas
of FL learning, they do not consider the comprehemess of the disabilities and the
fact that the teacher needs to take the studentkVidual learning profiles into
consideration in all the areas of language learning

The most comprehensive view on dyslexia and thdeBtning disabilities of
Finnish learners from a pedagogical point of vieas Iprobably been offered by
Moilanen who has dealt with the issue in a numiearticles (Moilanen 2000a,
2000b, 2000c, 2001a, 2001b, 2004a, 2004b) and & @doilanen 2002). His
approach is very practical and based on obsenstm experience in teaching
students with learning disabilities. Although hes lgaven many useful suggestions
for both dyslexic students and their teachers,el that he has perhaps too much
concentrated on the learning of the language aschbasufficiently acknowledged
the social nature of language learning. Also, he iat focussed on any particular
age group. Thus, | feel that there is a need fdiffarent kind of approach. First of
all, 1 see that there is a need for a more comms&tie view which does not only
focus on the linguistic aspects of FL learning §e¢s the FL learning situation in a
more complex way. Second, there is a need for Speanformation on the effects
of FL learning disabilities on students and teasherthe upper secondary school
setting. Studying in upper secondary school diffessn studying in comprehensive
school in many respects and this aspect shouldakentinto consideration when
carrying out support measures.

In Chapter 2, the socio-educational model of sddanguage learning
(Gardner and Macintyre 1993) is used as a frameuvarldiscussing the various
factors that operate in the language learning goaed particular attention is paid to
the findings associated with students with FL lesgrdisabilities. Chapter 3 acts as a
bridge between the theoretical framework and igetical implications for everyday

school practices. In Chapter 4, the focus is deee¢d the practices which have been
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found useful in teaching students with FL learnttigabilities. In Chapter 5, the
implications of previously discussed issues areiemeed and the practical

contribution of the study is discussed. Some suggesfor areas of further research
are also made.
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2 THE SOCIO-EDUCATIONAL MODEL AS A FRAMEWORK
FOR FOREIGN LANGUAGE LEARNING DISABILITIES

When foreign language learning disabilities areculsed, it is common that the
disabilities are seen solely as cognitive defiaitecting the students’ information
processing abilities and the complex nature of &drning situations is overlooked.
In my view, in order to be successful in helping tfisabled students, the whole
experience of FL learning needs to be considereds hecessary to see the FL
learning context as a whole in which the cognitileficits may play just one part,
and acknowledge the fact that there are a greabeuwnt other factors that need to
be considered. Therefore there was a need to filndnaework of FL learning that
would account for the role of social factors indaage learning and include both
cognitive and affective variables.

Ellis (1994: 230) lists three social models of metlanguage learning:
Schumann’s (1978) acculturation model, Giles andnBy (1982) inter-group
model, and Gardner’s (1985) socio-educational mdsieth the acculturation model
and the inter-group model attempt to specify apgasbcio-psychological factors that
determine how successful individual learners wal land both models use these
factors to describe “good” and “bad” learning sitoas (Ellis 1994: 235). However,
both models were established to account for theiaitipn of a second language by
immigrants in majority language settings, and thpgcifically exclude learners who
receive formal instruction (Ellis 1994: 230).

Gardner’'s (1985) socio-educational model of sedandguage learning, in
turn, was developed to explain second-languageilegrin classroom settings, in
particular the foreign-language classroom. A sedanduage is a language which is
studied in a setting where that language is useyényday communication whereas
a foreign language is a language which is studieani environment where it is not
the primary vehicle for daily interaction. Therefprthe socio-educational model
attempts to provide a comprehensive interpretatioparticularly foreign-language
learning as opposed to the other two models tietngt to describe second-language
learning. The socio-educational model also broadle@scope of possible variables

affecting FL learning by including both cognitiveanch affective factors and thus
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provides a good way of understanding the problemstudents with FL learning
disabilities in a more detailed manner.

There are other models of second-language leathi@igcome quite close to
Gardner’s (1985) socio-educational model. For exanppolsky’s (1989) model of
second-language learning is very similar to Gardnerodel, differing only in the
details of the theory. Naiman et al. (1978) andrl&kehan (1989) proposed a model
of good language learner that acknowledges theerarigootential influences on
language learning success. However, since Gard(tE985) model is considerably
better-known and thus empirically more tested thay of these models, it was
found the most useful for the purposes of thisystud

The socio-educational model was originally derivdtbm a social
psychological model proposed by Lambert (1963).hBibie word ‘learning’ and
‘acquisition’ appear in the name of the model, fautthe sake of consistency, the
word ‘learning’ is used throughout this study. Tlisconsidered necessary because
the terms often have different meanings. For exapiffashen (1982: 10) proposes
that language learning is conscious knowledge mfuage rules and derived from
formal instruction whereas acquisition occurs usoctously and spontaneously and
arises from naturalistic language use similar tdivealanguage acquisition.
However, since it has been suggested that a l@gatquisition continuum is more
accurate than a dichotomy in describing how langualgjlities are developed (see
for example Oxford 1990: 4), such a distinctiom@ made in this study and the
term ‘learning’ is used to refer to both learnimglacquisition.

In this study, Gardner and Macintyre's (1993) sedli version of Gardner’'s
(1985) model is used and it is presented in Figurén the revised model, the
different variables affecting FL learning and thegtationships to one another have
been clarified. Gardner and Macintyre’s (1993) niddes five major components:
the socio-cultural milieu, antecedent factors, vitiial difference variables,
language acquisition contexts (from now on refertedas language learning
contexts), and language learning outcomes. Antetddetors include biological and
experiential factors and individual differences ighles cognitive variables
(intelligence, language aptitude, and languageniegr strategies) and affective
variables (language attitudes, motivation, and U=@igg anxiety). In addition,
language learning contexts are divided into forraadl informal and language

learning outcomes into linguistic and non-linguwstrhe solid arrows in Figure 1
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represent the effect of a factor on other factorthe model. The dotted arrow from
motivation to informal contexts indicates that onigptivation has a direct role in the
informal context. The indirect effects of the otlvariables on informal contexts are
shown by the broken arrows. All the factors presenh the model are discussed in
more detail in the following sections paying attentto their role in the lives of

students with FL learning disabilities.

Socio-cultural milieu
Antecedent Individual Language Outcomes
factors difference acquisition
variable: context:
Intelligence -
|
]
Language —>
aptitude r- P » Formal
|
- R Linguistic [~
y| Strategies _ ’i
Biological !
|
Language ' v
> attitudes |
]
Experi- : Non-
ential \ 4 ! linguistic
o Motivation g
> ! Informal
A A
v !
Language —>
» anxiety -

Figure 1. Schematic representation of the soci@&ibnal model of second-
language learning (Gardner and Macintyre 1993: 8).

2.1  The Socio-Cultural Milieu

The socio-cultural milieu, in other words, the sb@ontext in which learning takes
place is shown as over-riding all the other aspettthe socio-educational model
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(Gardner and Macintyre 1993: 7). According to Gardand Macintyre (1992: 212),
the socio-cultural milieu includes the culturalibéd which exist in the community
and which concern issues associated with learnhey language. Gardner and
Macintyre (1993: 7) see that close attention shdeadlirected to the social context
and its influence on individual differences in Faining.

Gardner et al. (1999: 422) point out that the satiltural milieu can influence
individuals’ levels of attitudes, motivation and x#&ty as well as the relative
importance these attributes play in the FL learmpraress. According to Gardner et
al. (1999: 422), the socio-cultural milieu can lsebaoad as the community in which
individuals live or as narrow as individuals’ exjgeices in the home. In other words,
individuals’ early experiences in a specific socigtural context can be expected to
play a role in the development of their attitudes anotivation associated with FL
learning (Gardner et al. 1999: 422).

Gardner et al. (1999) found that there are ditedts between the socio-
cultural milieu as reflected in early experienced-L learning and current attitudes
about language learning. They found that earlycsoaitural experiences such as
attitudes toward the learning situation, motivasibmtensity, anxiety, and parental
encouragement tend to be correlated with one an@hé have direct effect on
subsequent attitudes and beliefs. Thus Gardnel. €t1299: 434) conclude that
language attitudes are sensitive to the contextusdditions of the learner’s
environments. Their study (Gardner et al. 1999)alestrates the importance of early
contextual factors and their influence on currdtitumes, motivation, and perceived
FL proficiency.

Gardner et al. (1999: 422) report studies whichkehdemonstrated a positive
relationship between the student’s perception ofemal encouragement and
motivation to learn a foreign language. Gardnei8gL9110) sees that parents can
play either active or passive roles in their clahis language learning process. When
parents encourage their children to work to lelmnforeign language, they can also
display attitudes which indicate that they value learning. On the other hand, not
all parents are active in encouraging their chiidre learn foreign languages, and
even those who are, can inadvertently express inegattitudes towards the target
language community (Gardner et al. 1999: 423).

The significance of the social context seems tq&eicularly important for
students with learning disabilities. Deci et al992: 469) suggest that support of
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autonomy in the home and classroom environmentsgahdgth involvement on the
part of the significant adults, promotes greatégrimal motivation, achievement, and
adjustment in learning disabled students. Also Garet al. (1996: 258), who have
studied intelligence and the question “who doed wekchool”, maintain that if a
student’s parents and teachers have high expatsadiod expect one to do well, the
student is more likely to do well. On the other ¢haas Harkénen (2001: 8) points
out, upper secondary school is often seen as aidauduich leads to higher education
and success, and thus it can be difficult for sttgl@nd their parents and even for
teachers to admit that the student is having teabd needs special support.

Another factor which has been found to be an ingmtrdeterminant of foreign
language achievement is the relative presence eofFth group in the community
(Gardner et al. 1999: 423). Gardner et al. (192%8) 4eport studies in which the
students’ degree of contact with the FL group heenlfound to have an influence on
the extent to which the language is learnt. Howeitenas been suggested that in
monolingual communities (which is the case in mpatts of Finland), other
contextual aspects such as the learning situatmhparental encouragement may
play a greater role in the student’s motivation anbievement (Gardner et al. 1999:
423).

2.2 Antecedent Factors

Antecedent factors are seen as an important foiomdadr the individual difference

variables in the socio-educational model (Gardmed Blacintyre 1993: 8). They
include biological factors (for example gender aigeg) and experiential factors (for
example prior language training). Gardner and Macén(1993: 8) point out that it

seems reasonable to propose that there is a htaldggasis for intelligence and that
prior FL learning experiences might influence laag® attitudes, motivation, and
anxiety. Next, these two types of antecedent fadoe examined more closely.

2.2.1 Biological Factors

According to Gardner and Maclintyre (1993: 8), bgial factors in foreign

language learning include aspects such as ageesmtg In the following section, in
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addition to the effects of age and gender, alsoetfects of dyslexia and brain
hemisphere dominance on language learning are s$isdu Dyslexia and brain
hemisphere dominance have not usually been distwasiein the socio-educational
model but they are factors that clearly have alu@mice on the learning of students
having difficulties in foreign languages. Dyslexiad brain hemisphere dominance
are seen as biological antecedent factors bechagebbth clearly have a biological

basis.

2.2.1.1 Age and Gender

There are numerous studies on the effects of agd-lornearning. However,
researchers have often arrived at different commhgsand thus there are not many
issues that would be agreed on (Ellis 1994: 491 spite of this controversy, some
common views can be presented.

There seems to be substantial support for thaeexie of a critical period in
FL learning (Ellis 1994: 492). According to thetmal period hypothesis, there is a
critical period during which native-like levels BL proficiency can be attained, at
least for pronunciation (Larsen-Freeman 2001: TBg end of this critical period is
found to coincide with the time of the onset of erf. When child and adult
learners have been studied, it has been foundcthiat learners are more likely to
reach higher levels of attainment in both pronunmmand grammar than adult
learners (Ellis 1994: 492). Adult learners, on tther hand, have been found to
proceed through early stages of grammatical dewatop faster than child learners
(Ellis 1994: 491). According to Ellis (1994: 494here are numerous reasons for
these differences. The language learning capaditgdalts has been found to be
impaired by deterioration in their ability to peree and segment sounds in a foreign
language. It has also been found that changeseimdérological structure of the
brain at certain ages affect learners’ abilitiegetion FL pronunciation and grammar.
Child learners also usually suffer less from arnxiabout communicating in the
foreign language than adults.

However, there are also contrary beliefs. For gotam_undberg (2002: 168)
proposes that older students are better FL learteesto their greater cognitive
maturity. Stronger native language proficiency dmgher linguistic awareness of
older students also translates into better FL lagr(Lundberg 2002: 169). Even so,
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Lundberg (2002: 169) admits that the phonological prosodic aspects of foreign
language can be acquired with ease and efficienay aarlier age.

Gender, on the other hand, may also have someteft® students' learning.
According to Ellis (1994: 203), female learnerseathave more positive attitudes to
learning a foreign language than males. Green atfior@®(1995), Bacon (1992), and
Nyikos (1990) have found that there are gendetadlaendencies in utilising
specific types of learning strategies. Green anfb@x1995: 291) point out that the
gender differences in strategy use suggest thatemoand men use different
approaches to language learning, which could batae@lto underlying learning
styles, motivations, and attitudes. Nyikos (19985)2suggests that socialisation
factors have an influence on the way men and wopneoess similar information.
Men usually prefer visual-spatial processing wheneamen have better verbal and
communicative abilities. Nyikos (1990: 285) poimtst that socially held attitudes
can negatively affect the confidence that leardergending on their gender place in
their own learning abilities. Nyikos (1990: 285paes that allowing for individual
modalities and learning styles to operate in thel&rning process can lead to
positive results.

On the whole, age and gender seem to be factatsptiobably need to be
considered when explaining the differences betwadividuals in FL learning. In
this study, which focuses on upper secondary scilents (aged 15 to 19), age
does not explain differences between students.rilatuage is still something that
the teacher needs to consider when planning les§&tndents are not children any
more but they are not exactly adults either. Genaletthe other hand, seems to have
an affect on how students typically approach lagguéearning and so it could
potentially cause differences between female antk maper secondary school

students.

2.2.1.2 Dyslexia and Language Deficits

The biological basis of learning disabilities is arknowledged but not completely
clear matter. The most interest has probably beeasted on dyslexia and its
causes. According to its cause, dyslexia can balelivinto developmental and
acquired dyslexia. Developmental dyslexia is causgdsome kind of congenital

structural deviation which causes difficulties gatning to read and write. These
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difficulties generally have a neurological basisickhis connected to hereditary
factors. Acquired dyslexia is caused by some eatdatctor. For example, damage in
the central nervous system caused by an accidenshortage of linguistic stimuli
and even a wrong teaching method when learningad can be causes for acquired
dyslexia. (Ahvenainen and Holopainen 1999: 66.)

Subtle differences have been found between dysexid non-dyslexics in the
structure and functioning of the brain, particylan brain areas which are prominent
in the process of learning language and readingk@&al998: 21). Lyon et al. (2003:
2) see that dyslexia is characterised by diffiegltwith accurate and/or fluent word
recognition. It has been suggested that dyslexapleediffer from the so-called
normal readers in the functioning of the orthograpfdirect) and phonological
(indirect) routes which are used in readingiki-tyéryhman muistidl999: 9). In
orthographic reading, people identify words or pat words as wholes as if they
were pictures. This is the way in which familiarnae are usually read. In phonetic
reading, people convert the letters of a word (geapes) to sounds phoneme by
phoneme and combine them as a word in their midd&miliar words are usually
identified phonetically. So these two routes opesatultaneously when we read. It
has been suggested that dyslexic people have tdefitithese two routes or the
routes are different from the routes of averagepleeoluki-tydryhméan muistio
1999:9))

In this dual route theory, phonological coding,oitner words the grapheme-
phoneme conversion, is viewed as an earlier andeslstrategy for recognising
words (Pennington 1999: 633). As Pennington (19%288) points out, normally
children pass through this stage and acquire thee mmature strategy of direct
orthographic coding. However, people with readimgbfems are stuck at different
points in the sequence of stages (Pennington BEH):

Aaron et al. (1999: 131) indicate that some intlials with adequate
phonological skills could still be poor readersdngge of either weak comprehension
skills or slow word-reading speed. Lehtola and bet2000) found that particularly
slow reading was typical for Finnish dyslexics ijpper secondary school. Leinonen
et al. (2001: 289), in turn, suggest that slownessy impair the quality of
orthographic coding.

In addition to reading, dyslexia is also charaséest by difficulties in spelling
(Lyon et al. 2003: 2). This is due to the problemghonological and orthographic
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processing skills. Additionally, people with dyskoften have problems recalling
words fast, and weaknesses of linguistic memory rifvi@n et al. 2001: 23),
particularly of phonological memory (Dufva and Veret1999: 332). Dyslexia can
also appear as difficulties in perception and matalls, and dyslexic people may
have difficulties in concentrating, they may be @ative, have a short attention span
or have difficulties in planning and implementirfgnigs independently (Moilanen
2002: 11). Thus the learning difficulties that wadl ayslexia are often very diverse
combinations of different kinds of learning diffites.

Since there are people who have difficulties ithesi word recognition
(phonological and/or orthographic coding) or conmgresion skills or in both,
different kinds of subgroups of dyslexics have bemmygested. Making these
categorisations and investigating the core problefmsach individual dyslexic is
important in order to arrange appropriate supp@asures.

It has also been suggested that dyslexia can oeithrvarying degrees of
severity (see for example Miles et al. 2003). Adang to Miles et al. (2003: 351),
some people may be “mildly dyslexic” or having “tisc tendencies”, which does
not mean that they could not suffer considerabiestap if their needs are not taken
seriously. The problem with people who have mildldyia is that if they are not
classified as dyslexic, they are not entitled t® atlowances allocated to those who
have been diagnosed as dyslexic (Miles et al. 2@E3). Another problem,
according to Miles et al. (2003: 353), is that ¢herre probably people whose
learning problems did not show up earlier in thahooldays, but do appear in a
more demanding environment. After comprehensiveaichpper secondary school
is often just this “more demanding environment” fioany students (see for example
Kosonen 1992).

Studies on individual variation and difficulties foreign language learning
have mostly overlooked the possibility that therighhbe biological factors behind
the individual differences and some of the studbatsng difficulties in FL learning
might actually have a learning disability (Sparksl &anschow 1991: 3). However,
studies show that students with difficulties in itheative language also face
problems in learning a foreign language (see famgde Dufva and Voeten 1999,
Ahonen 2005). Sparks and Ganschow (1991: 3) sdesthdents who experience
difficulties learning a foreign language may hawaive language problems that

affect their FL learning. Sparks and Ganschow’sdbassumption is crystallised in
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their Linguistic Coding Deficit Hypothesis (latehanged into Linguistic Coding
Differences Hypothesis, LCDH) (Sparks and Ganscthi®@1). The LCDH (Sparks

and Ganschow 1991) relies on the following assumnpti

FL learning ... is enhanced or limited by the degreevhich students have control over the
phonological, syntactic, and semantic componentiefinguistic code. A deficiency in one or
more of the components is likely to affect the stits ability to learn a FL. (Sparks and
Ganschow 1991: 10.)

In other words, Sparks and Ganschow (1991) seetliea¢ are innate individual
differences in students’ ability to use language.phonological processing, there
may be problems in auditory discrimination and Hdleg of sound elements,
memory for sound elements, sound/symbol code @efoes, spelling problems, and
auditory distractibility (Sparks et al. 1989: 191I).syntactic processing, there may
be problems involving understanding grammaticaésulconstructing grammatical
sentences, tenses, appropriate word usage, predixitixes, and problems involving
short-term auditory memory for structured languagd verbal inflexibility (Sparks
et al. 1989: 191). In semantic processing, therg bt problems in vocabulary
knowledge, word retrieval, semantic referencingdarstanding multiple meanings
of words, inferences, understanding and using ¢obees, and managing different
language formats (Sparks et al. 1989: 192). Spetrkd. (1992a: 150) suggest that
students with FL learning disabilities have diffices primarily in the phonological
and syntactic components of language. Accordinparks and Ganschow (1991
10), also verbal memory differences may accountHerquality and speed by which
an individual gains access to the linguistic codggsarks and Ganschow (1991: 8)
suggest that the reason why the difficulties do aygpear until in adolescence or
adulthood for some people is that the native lagguyaoblems may be so subtle that
only when these people are faced with the demamdbeostudy of a new and
unfamiliar symbol system, they begin having proldeirhis idea is supported by the
suggestion of Miles et al. (2003) pointed out earthat some people may be “mildly
dyslexic”. All in all, Sparks and Ganschow (1993) See that the problems of
students with FL learning disabilities are simi@athose of students with dyslexia.
Since first establishing the LCDH in 1991, Spakksd Ganschow have
conducted several studies dealing with FL learrimpbilities (see for example

Ganschow et al. 1998 for review, or a more recamdysby Sparks 2001). Support
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for their hypothesis has been found in various issidDufva and Voeten 1999,
Ganschow et al. 1991, Sparks et al. 1989, Sparls. d1992a, Sparks et al. 1993,
Sparks and Ganschow 1993, Sparks and Ganschow.1996)

In addition to seeing the student’s native languaigpficiency as a basis for FL
learning, there are also studies which suggesbitm@graphy of the language has an
effect on the language learning outcomes. The stergiy between graphemes and
phonemes in the language has been found to haetieant on how easy or difficult it
Is to learn to read it (see for example Aro and Wen 2003, Lehtola and Lehto
2000). It has been indicated that the acquisitibraacurate phonological coding
poses less of a problem in regular orthographieb sis Finnish compared to more
irregular orthographies such as English (Aro andhwiler 2003: 623).

Although the initial acquisition of phonologicabaing is easier in languages
with regular orthographies, many dyslexic studewtsose native language has
regular orthography continue to have phonologicalimg problems. Actually it has
been suggested that students with weak phonologamihg skills may have even
more difficulties in languages with regular orthagnies. Miller-Guron and
Lundberg (2000) have studied dyslexic students wieder to read in English as
opposed to their native language Swedish. Theyesidggat the underlying cause for
this preference lies in the difference between déhthographies of English and
Swedish. Early reading instruction in languages hwihighly transparent
orthographies, where there is a high consistentydsn graphemes and phonemes
(such as Swedish and Finnish), tends to focus ondsng out the words phoneme by
phoneme (Miller-Guron and Lundberg 2000: 45). Tdasises problems for students
with weak phonological skills. Thus, they may deyeh preference for deeper, non-
transparent orthographies, where grapheme-phonelagonships are inconsistent,
and employ word recognition skills based on la#nographic structures, a method
which is less affected by phonological processiif§icdlties (Miller-Guron and
Lundberg 2000: 45). In other words, Miller-Gurorddrundberg (2000: 46) propose
that students with weak phonological processindissknay operate on a super-
segmental level where they can use higher orderbased structures.

This view is supported by Rack (1997) who sees whth increasing reading
experience, readers may employ ways to compenseatgobr reading and spelling.
Thus dyslexic people may develop ways to comperieatheir phonological coding

difficulties and thus be better readers in a lagguather than their native language.
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Butterworth and Tang (2004) hold similar views a®e that brain functioning and
structure are moulded by experience and thus legrai regular spelling system
creates differences in brain organisation compavigd learning a highly irregular
spelling system. Thus, Butterworth and Tang (2@)4propose that it is possible to
be dyslexic in one language but not another. Adogrdo Butterworth and Tang
(2004), dyslexia has a universal basis in the hbitzh affects phonemic analysis. So
the same brain network is used for different lamgsa but it is possible that the
malfunction affects only one language. These figdinclearly challenge the
traditional view which sees that any physiologieabiological limitations blocking
native language learning will similarly block FLalming (see for example Spolsky
1989: 19).

Nonetheless, the implication of these studiesh& students, whose native
language is Finnish and who do not manifest anypsgms of dyslexia in their
native language, may still have a deficit affectitngir English or other foreign
language learning. On the other hand, studentshakie been diagnosed as dyslexic
in their native language may have no problems amnieg foreign languages. As it
was suggested by Miller-Guron and Lundberg (20®); 4ome dyslexic students
may even do better in English than in their nalareguage. Therefore, it is important
not to make hasty conclusions about students’ laggtskills. When problems are
detected, the teacher should also remember thgiteleébe biological deficits or
differences, it is still possible for dyslexic sands to learn a foreign language. What

are needed are alternative methods of learnindesawhing.

2.2.1.3  Brain Hemisphere Dominance

Research has also been conducted on the effebisiof hemisphere dominance on
language learning. It has been found that the texmispheres are specialised in
working in different ways. The left hemisphere cemitates on restricting, lining,
organising and categorising our environment, arfdduses on real things, details,
logical wholes, and linguistic accuracy (HintikkadaStrandén 1998: 97). The right
hemisphere, on the other hand, deals with emotiahstion, imagination, creativity
and artistry (Hintikka and Strandén 1998: 97). Altgh in the ideal case the
hemispheres would co-operate in balance, one ain tie generally dominant
(Hintikka and Strandén 1998: 96). Particularly iressful situations and when they
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are learning something new, people tend to relyttwir dominant hemisphere
(Hannaford 2003a: 15).

Hannaford has studied the neural basis of learantheducational kinesiology,
and she points out that the so-called normal stsdemd to process information
predominantly in their left hemisphere whereas atsl with learning disabilities
often process information predominantly in theighti hemisphere (Hannaford
2003a: 134). Students with learning disabilitiesoahave less activity in the left
hemisphere even when the task requires linguistcgssing, and they switch to the
other hemisphere less frequently when the taskinesjdifferent kind of processing
(Hannaford 2003a: 135).

In addition to the different areas of special@atianother issue is important
concerning the hemispheres: they control the oppasdes of the body. In other
words, functions on the right side of the body pn@cessed and controlled in the left
hemisphere and functions on the left side of thaylsre processed and controlled in
the right hemisphere (Hannaford 2003a: 17). Theeepeople whose dominant eye
iIs on the opposite side to their dominant hemisplreme able to process visual
information in all situations, also when they ageling stressed. On the other hand,
people whose dominant eye is on the same sideeasdibminant hemisphere have
difficulties in processing visual information whéeeling stressed. Because of stress,
they are forced to use their dominant hemisphedfoadh they would need to use
the opposite hemisphere in order to process tloenv#tion they are receiving.

Hannaford (2003a) proposes a method in which diviolual’'s dominant eye,
ear, hand, and foot, and their relationship to dleeninant brain hemisphere are
determined. So, there are 32 possible dominancigsrdased on these different
dominance patterns. Hannaford (2003a: 18) seesatpatson whose dominant eye,
ear, hand, and foot are all on the opposite sidestber dominant hemisphere is able
to process information at full capacity. On theesthand, a person whose dominant
eye, ear, hand, and foot are all on the same sdeisther dominant hemisphere
processes information below capacity. Between tb&emes, there are people who
are processing some information at full capacitd aome below their capacity.
Thus, Hannaford (2003a: 14) proposes that an iddalis learning style depends on
the nerve connections between his/her sensory sigahthe dominance profiles can
be used to provide information for students andttess in finding the best possible

ways of learning for each individual.
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2.2.2 Experiential Factors

Experiential factors, which include prior languaggning, can, among other things,
influence the levels of language attitudes, moibvatand/or language anxiety
experienced by students (Gardner and Maclntyre :1893Students entering upper
secondary school have generally studied Englidbragas seven years (if they have
chosen English as their first foreign language) #mgs their prior experience in
learning English is quite extensive. For those Wlawe learning disabilities, these
experiences are likely to include some kinds didlifties.

Prior language learning experiences, also cabedjuage learning histories,
reflect individual students’ experiences in thewno particular situations and
contexts. As Oxford and Green (1996: 20) point they can be used to increase the
students’ self-awareness and the teacher’s unddistpof each learner. Oxford and
Green (1996: 23) see that acknowledging studeatgjuage learning histories is the
first step in working with students’ individual leang styles and strategies. Tackling
the issue in class can also have a bonding effeth® group as students learn more
about each other and about the teacher (if s/heeshas/her own experiences)
(Oxford and Green 1996: 23).

Both biological and experiential antecedent facteeem to play an integral
role in the case of students with FL learning digas. Although they are at the
same age and have got the same amount (and ofientted same quality) of
language training as their fellow students, thegrofhave different biological and
experiential starting points for their FL learniag they enter upper secondary

school.

2.3 Individual Difference Variables

The socio-educational model (Gardner and MacInt@@3) proposes six individual
difference variables which are divided into cogmtiand affective variables.
Cognitive variables include intelligence, languag#itude, and language learning
strategies. Affective variables include languagéuates, motivation, and language

anxiety. In the model (Gardner and Macintyre 1993¢se variables are shown as
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being relatively independent of each other, buisitrecognised that they may
correlate significantly. Gardner and Macintyre (39®) suggest that language
attitudes have a causal influence on motivatiorabse it is seen that motivation
needs an affective basis to be maintained andidést could be argued to serve this
function. Also, Gardner and Macintyre (1993: 9) dbat there is a causal link
between motivation and language anxiety. Thesevawiables are usually negatively
correlated so that high levels of motivation redangiety but also that high levels of
anxiety decrease motivation. Furthermore, Gardmelr Macintyre (1993: 9) point
out that language anxiety and motivation have &tebn learning strategies.

In my view, the integration of both cognitive amadfective factors is the
strength of the socio-educational model. As poinded by Pintrich et al. (1994
360), the integration of motivational and cognitigemponents provides a much
more detailed model of student learning becausecuviews suggest that they both

are important components of successful academforpegince.

2.3.1 Cognitive Variables

Individual differences in cognitive resources anbilites are fundamental to
understanding FL learning processes and the cafseariation (Robinson 2001:
379). Cognitive variables facilitate learning by kimg for the smooth transmission
of learned material (Gardner and Maclintyre 1992)2The socio-educational model
of second-language learning (Gardner and Maclnfy@83) acknowledges three

cognitive variables: intelligence, language apttuahd language learning strategies.

2.3.1.1 Intelligence

Traditionally intelligence has been seen as thétylo carry out abstract thinking,
which in turn refers to the ability to grasp retaships and patterns, especially those
that are not readily detected by the senses (Gaetred. 1996: 2). However, many
psychologists see that intelligence goes beyondaliléy for abstract thinking and
incorporates abilities that enable people not dalyse tools skilfully but also to
carry out a wide range of other tasks (Gardnel. 41996: 2).

Howard Gardner proposed his theory of multiplesligences in 1983 as a

challenge to the “classical view of intelligenc&tcording to him, the classical view
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sees intelligence as a unitary capacity for logicahsoning exemplified by
mathematicians, scientists, and logicians. Gardhewever, sees that there are
several relatively autonomous intelligences. Indmiginal presentation of the theory,
he proposed that there are seven such intelligefiteskey point is that there is not
just one underlying mental capacity but a varietyirgelligences, working in
combination. (Gardner et al. 1996: 203.)

The seven intelligences, according to Gardnerljiagaistic, musical, logical-
mathematical, spatial, bodily-kinaesthetic, intrgp@al, and inter-personal
intelligence (Gardner et al. 1996: 205). Gardngues that all normal people are
capable of using all the intelligences, but indiats are distinguished by their
particular “profile of intelligences” (Gardner et 4996: 211). In other words, all
individuals have their own, unique combination efatively stronger and weaker
intelligences which they use to solve problems.dBer sees that these relative
strengths and weaknesses partially explain indalidiifferences (Gardner et al.
1996: 211).

Although the concept of intelligence is in itsetintroversial, intelligence, as it
is measured by intelligence tests, is often usedraserence to which an individual’s
achievement is compared when learning disabiliéiess diagnosed. However, this
requirement for discrepancy between achievement iatedligence has received
criticism (see for example Siegel 1989 or Gustafand Samuelsson 1999), and it
has been pointed out that standard 1Q tests mepasecesely the skills and abilities
that are often deficient in individuals who havark@ng disabilities (Siegel 1989:
471).

Considering the multiple and disputed role of liigence in FL learning, it is
probably best understood as consisting of studedifferent strengths and
weaknesses in learning as Gardner (1983) propasesisi theory of multiple
intelligences. As well as a challenge, the multipilligence patterns of students
could also be seen as a source of ideas to appfeladearning from different
perspectives. Christison (1996: 12) notes that esttsd can learn a lot about
themselves and from each other when they are augdaiwith the different
intelligences and when multiple intelligences apasidered in lesson planning. As
Christison (1996: 11) points out, students can tiese information about their

intelligences in making their learning more effigie
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2.3.1.2 Language Aptitude

Language aptitude is a general term which referghtise verbal abilities that
facilitate foreign language learning (Gardner et18197: 345). Carroll (1962: 122)
views aptitude as a “relatively invariant charastér of the individual, not subject to
easy modification by learning”. Many researchengadhat language aptitude is one
of the central individual differences in languagarhing and that it is the most
successful predictor of language learning success {for example Skehan 1989 or
Ganschow et al. 1998). In the 1950s and 1960s¢ thhas considerable interest in the
study of aptitude for learning a foreign languaBerring this period, Carroll and
Sapon (1959) developed the Modern Language Aptilies (MLAT) and Pimsleur
(1966) the Language Aptitude Battery (LAB), whidtll gemain the most highly
recognised tests for measuring FL aptitude (SpamkisGanschow 1996: 172).

Carroll (1962) saw that language aptitude inclufes aspects: phonetic
coding, grammatical sensitivity, rote memory andiuictive language learning
ability. By phonetic coding, Carroll (1962: 128)feged to the ability to “code”
auditory phonetic material in such a way that thmaterial can be recognised,
identified, and remembered over time. People wiedaw in this ability have trouble
in remembering phonetic materials (words and foramg) mimicking speech sounds
(Carroll 1962: 129). By grammatical sensitivity, réedl (1962: 129) referred to the
ability to handle grammar, in other words, the fermaf language and their
arrangements in natural utterances. According two@g1962: 129), an individual
who has this ability is sensitive to the functimisvords in a variety of contexts. A
third variable in language aptitude, rote memoegfenrs to the capacity to learn a
large amount of foreign language material in atnetty short time (Carroll 1962:
129). Inductive language learning ability, on tliees hand, refers to the ability to
infer linguistic forms, rules and patterns from nkmguistic content (Carroll 1962:
130). Pimsleur, who was influenced by Carroll, ghat language aptitude includes
three factors: verbal intelligence, auditory abjliand motivation (Gardner and
Maclintyre 1992: 215).

More recently, Skehan (1989: 36) has suggestedtiieae are two different
profiles of language aptitude: some learners pgssaesanalytic aptitude, and others
are more memory-oriented. People with analytictagé achieve success through

organising and structuring material whereas peogie are memory-oriented rely
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more on memory without much analysis (Skehan 1389: According to Skehan
(1989: 35), the same language learning succesbeathieved by either of these
two orientations if learners just play to theiresigths.

Studies on language aptitude have indicated tra¢lations between measures
of language aptitude and foreign language achiemerae generally positive and
significant (Gardner et al. 1997: 345). SuccesFlullearners exhibit significantly
stronger FL aptitude than unsuccessful learnerariSp2001: 40). Gardner and
Macintyre (1992: 215) state that in the long rianguage aptitude is probably the
single best predictor of achievement in a foreargluage.

2.3.1.3 Language Learning Strategies

Language learning strategies can be defined agifgpactions taken by the learner
to make learning easier, faster, more enjoyableemself-directed, more effective,
and more transferable to new situations” (Oxfor@®98). Learning strategies are
considered to be cognitive variables because tlepyesent a cognitive plan to
promote language learning (Gardner and Macinty@21916). However, they seem
to have an affective origin, in other words, affeetattributes are quite likely
responsible for the use of learning strategiesd@arand Maclntyre 1992: 219).

According to Oxford (1990), learning strategiea b& either direct or indirect.
Direct learning strategies are strategies thatctlyrenvolve the target language and
they require mental processing of the languagedfxt990: 37). Oxford (1990: 37)
divides direct strategies into memory, cognitivaeyd acompensation strategies.
Memory strategies help students to store and vetrireew information. Cognitive
strategies enable learners to understand and pradw language by many different
means (e.g. reasoning, analysis, note taking). @asgiion strategies allow learners
to use the language in spite of their often larggsgn knowledge.

Indirect learning strategies, on the other hangpert the process of language
learning without directly involving the target larage (Oxford 1990: 135). Oxford
(1990: 135) divides them into metacognitive, aiffectand social strategies.
Metacognitive strategies allow learners to coortdirthe learning process by using
functions such as centring, arranging, planningl, evaluating. Affective strategies
help the learner to regulate emotions, motivaticamsd attitudes whereas social

strategies help students to learn through interadtiith others.
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It has been suggested that successful languagetsahave a wider repertoire
of language learning strategies and that they hisestrategies more often than less
successful learners (see for example Griffiths 2388 or Harris and Grenfell 2004:
120). Successful language learners also seem wdraability to use metacognitive
strategies (Harris and Grenfell 2004: 121), whiefer to the strategies of planning,
monitoring, and evaluating language use. Learnés lmave effective metacognitive
strategies can select strategies that are apptepoathe task and they can also
monitor whether the strategy is effective or nad amodify their strategy selection if
necessary (Harris and Grenfell 2004: 121).

Ahonen (2005: 71) points out that students widrieng disabilities often have
ineffective learning strategies and they tend tsua®e a passive role in learning
relying on teachers or parents to regulate themyshg. However, it is still unclear
whether strategy use is the cause or the produtiieofevel at which students are
working. Yang (1999) found that students' selfezfly beliefs about learning
English were strongly related to their use of le@agrstrategies. However, as Yang
(1999: 531) points out, it is not clear whetheisitearners' beliefs that lead to their
use of learning strategies or whether it is lea&’nase of learning strategies that
shapes their beliefs about themselves as languzayeers. All in all, it seems
possible, as Griffiths (2003: 381) points out, thHéctive strategies help students to
develop higher levels of language proficiency, whie turn might lead to the use of
higher level strategies and so on with one contislyoincreasing the other.

According to Oxford (2003: 274), a strategy isfuk# it relates well to the FL
task at hand, the student employs the strategytefédy and links it with other
relevant strategies for doing the task, and thetesgly coordinates with the student’s
general learning style preferences. Learning stgtesgeneral approaches preferred
by students when learning a language or dealiny widifficult problem (Cohen
2003: 279). For example, each individual reflecensery style dimensions
(visual/auditory/kinaesthetic) and social style énsions (extroverted/introverted)
(Oxford 2003: 273). Because of individual learnistyle preferences, no single
strategy is appropriate for all learners (Cohen32@82).

A disputed issue is whether learning strategyningi should be direct or
embedded. In direct instruction, students are mémt of the value and purpose of
strategy training, whereas in embedded instrucstugents are given activities and

materials structured to make them use the stratdggang taught but the reasons for
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the use of the specific strategies being practeednot discussed (O’'Malley and
Chamot 1990: 153).

For example, Donato and McCormick (1994: 456) arthat language learning
strategies cannot be directly taught and implenterdg learners with uniform
success. They (ibid.: 453) see that learning gjiesedevelop as a by-product of
socialisation into a community of language learnipgactice. Donato and
McCormick (1994: 454) state that since classroomctires often do not reflect
authentic and purposeful language use, studentdankypportunities for functional
language practice and therefore they are not ntetivdo carry out functional
learning strategies even if they are made awaréhein. Therefore, Donato and
McCormick (1994: 456) see that the emergence afeiies is a by-product of goal-
directed situated activity in which mediation thgbuartefacts or discourse plays a
central role. They (ibid.: 462) propose that leagnstrategies can be developed and
sharpened by the systematic documenting and tlgridiout performance.

According to O’Malley and Chamot (1990: 184), wgy training should be
both direct and embedded. In other words, they ggepthat students should be
informed about the goals of strategy instructionl amade aware of the strategies
they are being taught. This is because it seemis dbgnitive knowledge will
facilitate transfer of the strategies to new tasksd assist students towards
independent use of the strategies (O’Malley andn@ital990: 184). There are a lot
of studies which have shown that learners bengdinfinstruction that facilitates
appropriate use of strategies. For example, Ch42@fil: 39) reports that teachers
who had integrated strategy instruction in thesistins stated that the instruction had
helped especially their weaker students to makatgreachievements. Also most
students found that the strategy instruction habtlghpositive effect on their language
learning, and some students indicated that theywdsd the strategies outside class.
Thompson and Rubin (1996) studied the effects mdtesgy instruction in listening
comprehension and found that even though improvemes a slow process,
strategy instruction did help the students.

2.3.2 Affective Variables

Affective variables can be defined as “those enmatily relevant characteristics of

the individual that influence how she/he will resgdo any situation” (Gardner and
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Macintyre 1993: 1). Three types of affective valegbare included in the socio-
educational model of second-language learning:uagg attitudes, motivation, and

language anxiety.

2.3.2.1  Language Attitudes

The concept of language attitudes is far from sanplut Gardner and Macintyre
(1993: 9) define them as “any attitudinal variablleat might be implicated in the
language-learning context”. There are basically twpes of language attitudes:
attitudes towards learning the foreign languagel attitudes towards the foreign-
language community (Gardner 1985: 39). Attitudewatwls learning a foreign
language have been shown to relate to other fadtmreexample age and gender.
Gardner (1985: 43-44) reports that studies havecatedl that girls tend to
demonstrate more positive attitudes than boys tsvégarning foreign languages,
and that attitudes become less positive with agerdis also an association between
attitudes towards learning a foreign language artesement in that language
(Gardner 1985: 45). On the other hand, it has hedicated that attitudes towards
learning a foreign language are independent oflige@ce and language aptitude
(Gardner 1985: 45). Research on attitudes towdmeldareign-language community
has produced variable results. What has been fagiridat attitudes towards the
foreign-language community tend to be independérnintelligence and language
aptitude (Gardner 1985: 47).

In the socio-educational model, attitudes are seen consisting of
integrativeness and attitudes towards the learsitgation, which arise from the
learner’s sociocultural milieu (Macintyre and Crad®96: 4). Integrativeness refers
to the desire to learn a foreign language in otdemeet and communicate with
members of the target language community (Maclngyré Charos 1996: 4). It also
includes the general interest in foreign languaged an integrative orientation
towards learning the language in question (Gardreal. 1997: 345). Attitudes
towards the learning situation refer to the evaduaof the language teacher and the
course (Maclintyre and Charos 1996: 4), but als@lhss and the textbooks (Gardner
and Maclintyre 1993: 2).

Maclintyre and Charos (1996: 4) suggest that bu#grativeness and attitudes

towards the learning situation contribute to tharmer’'s level of motivation.
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Together these three factors (integrativenessuddts towards the learning situation,
and motivation), which have been called the intisggamotive, influence the activity
level of the learner in both formal and informahteing situations (Maclintyre and
Charos 1996: 4). In other words, as Gardner andflae (1993: 9) put it, attitudes
act as an affective basis for motivation. Sincegbeio-educational model proposes
that attitudes have a causal influence on motinadiod motivation acts as a mediator
between attitudes and language achievement, tieegl@sely linked with the topic of

the following section, motivation.

2.3.2.2 Motivation

Motivation as an individual difference variable learning has attracted a lot of
interest in both psychology and pedagogy. Gardb@8%: 10) defines motivation as
the combination of effort and desire to achievegbal of learning the language and
the satisfaction experienced in this activity. 8imgotivation has been studied quite
extensively over the years, a lot of different teramd frameworks have been used to
explain its various aspects. The problem in thasearous studies is that different
terms are used for the same phenomena and the ‘tdtitigles’ and ‘motivation’ are
often used in an inconsistent manner. In this studgtivational aspects are first
discussed as characteristics of an individual kxaemd then as characteristics that
are specific to learning situations.

There are a lot of aspects determining the matimat level of individual
students. When students enter the FL class, thegy caith them the prior
experiences they have had in FL lessons. Thesegxperiences naturally affect the
expectations they have of their performance inscli#shas been proposed that the
higher the expectancy that a behaviour can produspecific outcome, the greater
tends to be the motivation to perform the actiityemblay and Gardner 1995: 507).
Therefore students need to believe that they carsumeessful in order to be
motivated. Self-efficacy refers to individuals’ ke that they have the capability to
reach a certain level of performance or achiever(iBr@amblay and Gardner 1995:
507). Research has suggested that students witterhigvels of self-efficacy will
persist longer, be more likely to use cognitiveatgigies, and perform better than
other students (Pintrich et al. 1994: 361). Stuslevith learning disabilities, on the



34

other hand, often have inaccurate estimates ofe$idficy (Klassen 2002: 88,
Margolis and McCabe 2004: 241).

In addition to positive expectations and selfety, it is also important to
consider how students view their successes andrdailin the classroom. Causal
attributions, or attributional beliefs as Pintriehal. (1994: 361) call them, are used
for understanding why events have occurred, and fhture behaviour is in part
determined by the perceived causes of past ev@nesnplay and Gardner 1995:
508). There is evidence suggesting that individwdle attribute a failure to lack of
ability become less motivated than individuals wdttribute the failure to lack of
effort (Dweck and Leggett 1988: 258). It has als®ib found that students with
learning disabilities tend to attribute their faduto lack of ability (Pintrich et al.
1994: 361, Valas 2001: 103), which can, in tursutein learned helplessness that is
detrimental to future expectancies and behaviouncffam and Cain 1986: 325).
Learned helplessness can be defined as “a resigesdimistic, helpless state that
develops when the person wants to succeed but esissuccess is impossible or
beyond him or her for some reason” (Dérnyei 19946-277). Witt and Brdarski
(2003: 79) suggest that this learned helplessnagscontribute to a student’s feeling
of inferiority and lower levels of self-efficacy social situations. Failures in school
and other important areas of life may lead to titbviduals’ feeling as if others feel
something is wrong with them and this feeling magult in low self-esteem
(McNulty 2003: 376, Rack 1997: 68).

Goal setting has also been found to be an integsplect of learners’
motivation. Goal setting theory suggests that imigls who have accepted specific
and difficult goals will outperform individuals witnon-specific or easy goals or
with no goals at all (Bandura 1989: 28). In additigoals need to be attainable and
not too distant in order for them to provide effeetincentives and guides for
present action (Bandura 1989: 45). If languagenkrar do not believe that their
performance leads somewhere or is ultimately vadyaiteir motivation will be
lowered (Oxford and Shearin 1994: 19).

Another aspect of motivation is valence, whickergfto the subjective value
that an individual associates with a particularcoate (Oxford and Shearin 1994:
18). Oxford and Shearin (1994: 19) indicate thatufldents do not perceive value in
their performance, their motivation will be loweréithus, as Tremblay and Gardner
(1995: 508) point out, an awareness of the consemsethat would follow from the
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mastery of a foreign language is a necessary dgondfor perceiving value in

studying the language. The model proposed by DediRyan (1985) and widely
used in educational psychology distinguishes beatwagrinsic and extrinsic

motivation. Intrinsic motivation comes from withithe individual and so for

students, who are intrinsically motivated learnilsga goal in itself. Extrinsic

motivation, on the other hand, comes from outsite ihdividual and so students,
who are extrinsically motivated learn for the sakeewards. Gardner et al. (1996:
258) point out that extrinsic motivation is not egb on its own. Students who think
that they work only to gain extrinsic rewards akelly to stop working once such
rewards are withdrawn whereas students who finkwbe intrinsically rewarding

and enjoy doing it are likely to continue to workea if they do not get any extrinsic
reinforcement (Gardner et al. 1996: 258). An inddlynmotivated person’s behaviour
does not require an immediate, external demandiralpror reward contingency

(Deci et al. 1992: 458). It has been argued in n&ayglies that intrinsic motivation
variables are central to learning disabilities ($&e example Deci and Chandler
1986, Ellis 1986, Deci et al. 1992).

The aspects of motivation discussed above haw® twith learners’ personal
characteristics. There are also characteristicthen learning situation that can
influence student motivation. Doérnyei (1994: 277¢parates three sets of
motivational components specific to learning siwad: course-specific, teacher-
specific, and group-specific motivational composemornyei (1994: 277) proposes
that course-specific motivational components camcére syllabus, the teaching
materials, the teaching method, and the learnisgstaStudents evaluate how well
these aspects of the course meet their personds med¢erms of interest, relevance,
expectancy, and satisfaction (Dornyei 1994: 277).

Teacher-specific motivational components concémn teacher’'s personality,
teaching style, feedback, and relationship with shedents (Dérnyei 1994. 277).
Dornyei (1994: 278) suggests that the most importaacher-related motive is
affiliative drive, which refers to students’ ne@ddo well in school in order to please
the teacher. Another teacher-related motivationainmonent is the teacher’s
authority type (Dornyei 1994: 278). Students’ mation is enhanced if the teacher
supports student autonomy, shares responsibiliy thiem, offers them options, and
involves them in decision making. A third teachpedfic motivational aspect is the

teacher’s role in direct and systematic socialisatf student motivation (Dérnyei
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1994. 278). Dornyei (1994: 278) suggests that treee three channels for this
socialisation process: modelling, task presentatod feedback.

Group-specific motivational components concerndjpieamics of the learning
group and include four aspects: goal-orientednessn and reward system, group
cohesion, and classroom goal structures (Dorny®41278). Goal-orientedness
refers to the extent to which a group is attunegbucsuing its goal. It should be
noted, as Dornyei (1994: 278) points out, that sgmeips may have developed a
goal of not learning but hanging out and having fumthey may have no goal at all.
The second aspect, the norm and reward systengaiugp also has a major impact
on student motivation. Dornyei (1994: 278) suggdlséd rewards and punishments
should fit in with group norms agreed by most graupmbers. For example, if
preparing for tests is not a norm in the group,ighing students with poor grades is
futile in order to get them study more. The thispp@ct of group-specific motivation,
group cohesion, refers to the strength of relatigpss between the group members
(Dornyei 1994: 279). Doérnyei (1994: 279) suggedtat tin a cohesive group
members want to contribute to the success of thepgand the goal-oriented norms
have a strong influence on the individual. Finaldgrnyei (1994: 279) proposes that
classroom goal structures, which can be competitgeperative, or individualistic,
have an influence on motivation. It has been sugdethat the cooperative goal
structure, in which students work in small groupsd aeach member shares
responsibility for the outcome and is equally redesm, is more efficient in
promoting motivation, involvement, and positiveitattes towards the subject area,
peers and teacher than the other types of goaitstas (Dornyei 1994: 279, Dornyei
and Malderez 1997: 74). It has also been founddbaperative learning promotes an
academically and personally supportive classroomate as well as maximises
positive interdependence and achievement amongdesa(Ghaith 2002: 269).

Then, what about individuals who are not motivatedlearn a foreign
language? The terms ‘demotivation’ and ‘amotivdteme used to describe situations
in which a person has for some reason lost hisrfhetivation. Demotivation
concerns various negative influences that suppegssting motivation, and it is
related to specific external causes (Dérnyei 20@R). For example, a student can
become demotivated after s/he has experienced didtimg situation in the class.
Thus demotivated learners are people who were owatevated but have lost their

commitment and interest for some reason. Dorny@®012 143) reminds that
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demotivation does not mean that all the positifli@mces that originally formed the
motivational basis of behaviour have been cancelled

Amotivation, on the other hand, refers to a ladknwtivation caused by
general outcome expectations that are unrealisticsbme reason (Dérnyei 2001:
143). For example, a student can be described atvated when s/he thinks that
there is no point in studying the language or #ihe is not capable of learning it.
According to Deci and Ryan (1985 as quoted by Dér@p01: 144), amotivation is
not caused by a lack of initial interest but ratbgrthe individual's experiencing
feelings of incompetence and helplessness wherd fagth the activity. Thus,
demotivation can lead to general amotivation (Dérr3001: 143-144), which seems
to relate to the concept of learned helplessnesuisised earlier.

The socio-educational model proposes that thera rgciprocal causation
between achievement and attitudes and motivati@ndi@@r and Macintyre 1993: 2).
In other words, attitudes and motivation influenleeguage achievement, and
language achievement as well as experiences inafoend informal language
contexts influence attitudes and motivation. Howggeme researchers argue that it
is achievement that causes motivation and not theravay around. For example,
Sparks and Ganschow (1995) and Ganschow et al8)E9gue that problems with
FL learning are not likely to be primarily the réisaf lack of motivation or poor
attitude, but suggest that they are more likelgirtse from difficulties in dealing with
language. However, in their study on poor FL leesn8parks and Ganschow (1993)
did find students who did not seem to have anyuagg-based problems behind
their FL learning difficulties. This is contrary tbhe assumption made in the LCDH
that a student with no linguistic coding deficitdlvimave little difficulty learning a
foreign language in the classroom. Sparks and Gams¢1993) do not, however,
present any explanation for this so it remains escivhat they see as the cause for
the problems of these students.

It is commonly agreed that motivation is one o timain determinants of
achievement in FL learning. Although there areatlifig views on whether lack of
motivation can be the cause of FL learning distddj it can probably be concluded
that it is something that the FL teacher needoitsicder when dealing with students

who are having difficulties in their studies.
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2.3.2.3 Language Anxiety

Anxiety refers to the feelings of tension, apprete@m, nervousness, and worry
associated with an arousal of the autonomic nenaysgem (Horwitz et al. 1986:
125). It has been proposed that there is languagetst which is specific to
language learning and which is different from otf@ms of anxiety (Gardner and
Maclintyre 1993: 5). Gardner and Macintyre (1993:.dBjine language anxiety as
“the apprehension experienced when a situation inegjuthe use of a second
language with which the individual is not fully fi@ent”. Anxious feelings can be
experienced when speaking, listening, reading, wting in the foreign language.
Anxious students may have difficulty concentratibgcome forgetful, miss classes
and postpone homework (Horwitz et al. 1986: 126).

Horwitz et al. (1986: 128) suggest that languagdaety should be seen as “a
distinct complex of self-perceptions, beliefs, fiegs, and behaviours related to
classroom language learning arising from the umages of the language learning
process”. It has been found that as students gletr,olhey report higher levels of
anxiety (Onwuegbuzie et al. 1999: 229). HorwitzQ@0258) points out that people
are usually not able to appear equally intelligeensitive and witty when they are
speaking a foreign language as when they are gppdlkeir native language. She
proposes that this disparity between how we sesetugs and how we think others
see us is the explanation for language anxiety. \Hew comes close to that of
Pimsleur’'s (1980: 3—4) who has described the fgsliof anxiety in the following

way:

One of the main reasons why people despair of stgdylanguage is that it “makes them feel
stupid.” To the world, one is a competent adult,towa language teacher one may sound like a
babbling baby, forced to stammer out even the @stpgHeas. ... In contrast with daily life,
where we can usually avoid situations that embaruss in the classroom we are helpless in
front of a teacher who can, by an ill-timed queastiexpose our ignorance. A ludicrous accent
or a blatant mistake in grammar might identify asrecompetent.

As Pimsleur’s description points out, there areeatpthat are very specific to FL
classes and that make them places that can causntt to feel anxious.

Research has shown that anxiety about foreigrukzgg communication has a
significant effect on FL learning (Maclntyre andabs 1996: 6). Macintyre et al.
(1997: 276) found that anxious students tend tcetastimate their FL abilities. In
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addition, anxious students tend to communicate ildesmation and not to express
themselves as well as more relaxed students (Maelrdt al. 1997: 278). Since
anxious students are more reluctant to use thgyfofanguage, they cannot re-assess
their competence in the course of learning. Accgdio Macintyre et al. (1997:
278), this leads to a cycle, in which the anxietyel remains high because the
student does not accept evidence of increasingcmo€y that might reduce anxiety.

Horwitz et al. (1986: 127) suggest that foreignglaage anxiety comprises
three components: communication apprehension,ategety, and fear of negative
evaluation. Communication apprehension refers t© #mxiety experienced in
interpersonal settings (Horwitz et al. 1986: 12¥9rwitz et al. (1986: 127) point out
that people who typically have trouble speakingyioups are likely to experience
even more difficulties when required to speak iforeign language. Test anxiety
naturally occurs in testing situations, and Horvatzal. (1986: 127) suggest that it
stems from a fear of failure. Students who are-degious often put unrealistic
demands on themselves and feel that anything hess d perfect performance is a
failure (Horwitz et al. 1986: 127-128). Fear of atge evaluation may occur in any
social, evaluative situation (Horwitz et al. 198&28). It is apprehension about
others’ evaluations, avoidance of evaluative sitmat and the expectation that
others would evaluate oneself negatively (Horwitale1986: 128).

Onwuegbuzie et al. (1999: 228) found three aspefctelf-perception to be
predictors of FL anxiety. These factors were sttsleexpectation of their overall
achievement in FL courses, perceived self-worthd grerceived scholastic
competence. According to Onwuegbuzie et al. (19B), it is likely that FL
aptitude and/or previous achievement account far kearner’'s expectations.
However, Onwuegbuzie et al. (1999: 228) see thatetually likely that because of
anxiety, the learner forms erroneous or excessiuelyative expectations, which in
turn, reduce motivation, effort, and consequentlyi@vement.

Tsovili's (2004) study on dyslexic students anddiag anxiety suggests that
the level of anxiety is dependent on the perceptiat the students have of their
disabilities. Adolescents with dyslexia reportedji@r levels of reading anxiety
compared to adolescents without dyslexia, and tfstegic students who reported
high anxiety felt helpless and believed that thagl ho control over the outcome of
their actions (Tsovili 2004: 79-81). According teavili (2004: 82), they did not

show willingness of learning and they refused toept and face the problem. On the
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other hand, as Tsovili (2004: 82) points out, theslexics who experienced low
anxiety appeared to be reconciled with their difies and the level of their
abilities. Although Tsovili's (2004) study conceatied on reading anxiety, it could
be assumed that similar results would be foundtherotypes of language learning
situations.

Tobias (1985, 1986) has studied the effects ofeynon cognitive processing.
Tobias (1985: 135) sees that the intrusive thougistsociated with anxiety can
impair the ability of an individual to process infaation at three stages: input,
processing, and output. Input refers to the present of instructional material to
students, processing represents the operationsrped by students to encode,
organise, and store input, and output involvegtréormance of students to produce
of previously learned material. According to Tob{@985: 137), students high in
anxiety divide their attention between task demaamis personal concerns. Tobias
(1985: 138) further suggests that the self-relatednition consumes cognitive
resources that would otherwise be directed to &éls& ait hand. Therefore students
with high anxiety and low skills are in a situatiamere both the task and anxiety
make maximum demands on cognitive capacity, possédceeding available
capacity for dealing with the task (Tobias 19859,13obias 1986: 50). Tobias’s
(1985) theory has been supported by Macintyre aadazr’'s (1994) study.

Contrary to these above-mentioned views, Sparks@anschow (1995: 239)
suggest that language coding is a separate mocdhaletheerefore immune to the
effects of anxiety. Sparks and Ganschow (1995: p8&pose that language anxiety
is a consequence of poor achievement in FL learwinigh in turn is the result of a
cognitive disability. Macintyre (1995b: 246) crises this view and claims that
although anxiety would not affect the actual codoiganguage, it may still affect
what the learner is able to do with the encodeguistic stimuli. Macintyre (1995b:
246) points out that the arousal of anxiety dutimg processing of linguistic stimuli
is found to hinder the learner’s performance sigaiitly. Maclntyre (1995a: 92) and
Horwitz (2000: 256) acknowledge the fact that sops®ple are anxious about
learning because of cognitive disabilities but reminat some people are anxious
about language learning independent of processfigitd.

Although there is disagreement on the mechaniswsugh which language
anxiety operates, | agree with Macintyre (1995a) @60 proposes that anxiety,

cognition and performance are best understood agcke in which cognitions
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influence performance, performance influences dpxieanxiety influences
cognitions, and also the other way around. If FAckers aim to support the students
with FL learning disabilities in the best possiklay, they surely need to take into
account both the affective and cognitive side ofiédrning.

It has been suggested in the socio-educationalemtbthit motivation and
language anxiety are negatively correlated. Inrotfads, it is assumed that not only
do high levels of motivation reduce language apxlait also that high levels of
anxiety decrease motivation (Gardner and MacIn@y@83: 9). This idea has been
supported by Macintyre et al. (1997) and Onwuegbetial. (1999: 228). However,

further research is required to determine the §ipatture of this relationship.

2.4 Language Learning Contexts

2.4.1 Formal Language Learning Contexts

On the next level, Gardner and Macintyre (1993di®ct their attention to formal
and informal language learning contexts. Formajlege learning contexts refer to
situations which involve direct instruction in tleguage, as in the formal classroom
situation (Gardner and Macintyre 1993: 9). All bktindividual variables, except
language attitudes, which operate through motivateye shown to have a direct
effect on learning in the formal language learntogtext (Gardner and Maclintyre
1993: 9). This indicates, according to Gardner amacintyre (1993: 9), that
individual differences in these variables influemmv successful individuals are in
FL learning.

In formal instruction, the teacher attempts tduefce the course of learning
by controlling the learners’ exposure to the lampgramaking them aware of
significant features and patterns in the languag®viding opportunities for
practising the language, and ensuring that learmecgive feedback on their
performance (Littlewood 1984: 60). Krashen (1982) points out that although the
FL classroom cannot substitute for the languageimseal life situations, it can
bring students to the point where they can begiost the outside world for further

learning and understand the language. The FL dassrsupplies input so that
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students progress in language learning and understaal’ language to at least
some extent (Krashen 1982: 59).

2.4.2 Informal Language Learning Contexts

Informal language learning contexts refer to situet where an individual can learn
some knowledge or practise in the language volimtéGardner and Macintyre
1993: 9). Informal contexts could, for example lime watching television, listening
to the radio, going to the movies, talking with exthy and reading (Gardner 1985:
148). In other words, in an informal context, tent is not instruction in the
foreign language but rather exposure to it for sather purpose, which can be, for
example, entertainment or communication (Gardne8519448). Because of the
voluntary nature of the informal context, Gardned aacintyre (1993: 9) see that
only individuals who are motivated take part inTihus, motivation is shown to have
a direct role in the informal context. However, eran individual enters the informal
context, the other individual difference variabbegin to influence the learning.
Then what is the role of informal learning congeixt the FL learning process?
As it was pointed out earlier in this chapter, ¢hare some differences between
second and foreign language learning environmesgsond language learners get
considerably more input in the language outsidectagsroom than foreign language
learners. However, a considerable input of spokegligh is available through the
television and popular music media in Finland. 8igmglish-speaking programmes
are subtitled and not dubbed, as they are in mdhgracountries, children are
exposed to spoken English from very early on. MiBuron and Lundberg (2000:
43) suggest that this partly explains why dyslegtodents often have a good
command of oral English. As Miller-Guron and Lundip€2000: 44) point out, also
British and American pop lyrics, holidays abroadygksh-speaking pen pals,
computer games, hobbies with English instructimmsexchange students could all
give motivation to use English in informal contex&®, although it is acknowledged
that there is a difference between second anddiorkeinguage learning, it should
also be emphasised that Finnish students are siicted to using English solely in
the formal context (in the classroom), but theyeéhavlot of opportunities to use
English in informal contexts. It should be emphadithat informal contexts are not
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only able to provide more FL input in quantity la$o FL input that is more varied

in quality.

2.5 Linguistic and Non-Linguistic Learning Outcomes

Both formal and informal language learning conteate proposed to have direct
effects on both linguistic and non-linguistic leiagn outcomes (Gardner and

Macintyre 1993: 9). Linguistic outcomes refer toamnfes in an individual's

competence, knowledge, and skill in some aspectheflanguage (vocabulary,

grammar, reading, writing, speaking, pronunciation, listening comprehension)

(Gardner and Macintyre 1992: 213). Non-linguistitcmmes, on the other hand,
refer to various affective characteristics suclatitudes towards the other language
group, attitudes towards FL learning, intentionsi$e the language in the future, and
anxiety about learning or using the language (Gardst al. 2004: 4). So, non-

linguistic outcomes refer to attitudes and valuest tevelop from the FL learning

experience (Gardner 1985: 149).

Gardner and Macintyre (1992: 213) point out thatcessful, positive
experiences will quite likely result in improvedvéds of both linguistic and non-
linguistic outcomes. Unsuccessful, negative expess, on the other hand, will
result in a lack of linguistic development and quiikely also unfavourable non-
linguistic outcomes. The socio-educational modgb giroposes that there is a causal
link from the linguistic outcomes to the non-lingtic outcomes, which means that
individuals' reactions to the learning experienepahd to some extent on their
relative degree of success (Gardner and MacIinty@®3:19). In other words,
experience in a course, experiences with the laggyuand/or level of language
proficiency attained can have an effect on somectffe variables (Gardner et al.
2004: 4).

It should be noted that there may be multiple ainglividual patterns of
motivation and cognition that can lead to the sawerall achievement outcome.
Pintrich et al. (1994: 368) found that studentshviéarning disabilities can be doing
poorly because they lack metacognitive knowledgeutlearning strategies or
because they are low in their intrinsic motivation learning. Pintrich et al. (1994:

368) see that this finding has implications fortinstional interventions. Different
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patterns of motivation and cognition may merit @iént instructional interventions,
depending on the students’ individual profiles (Ram et al. 1994: 368). Whereas
students who have low cognitive skills may bengfiire from cognitive strategy
instruction, students who have low motivation mayéfit from some attributional
retraining and instruction in refocusing their mational orientation to a learning
goal orientation and increase their interest infiggy (Pintrich et al. 1994: 368—-369).
Since language learning is an on-going processgjri@a and MacIntyre (1993:
9) propose that both linguistic and non-linguistigtcomes have an effect on the
individual difference variables. On the one hamaguistic outcomes influence the
use of language learning strategies. On the othed,hnon-linguistic outcomes are
expected to have direct effects on language aé#fuanotivation and language

anxiety.

2.6 Summary

Having discussed all the factors in FL learningrespnted in the socio-educational
model, it can be concluded that seeing languagaitenas a social activity seems to
offer numerous explanations for the individual elifnces in FL learning. Language
learning is more than just acquiring elements o tbreign language. Upper
secondary school students enter the FL classrodim avivariety of experiences
which can potentially influence their FL learnirigheir learning will be affected by
the environment in which they live, the historyttiiaey have of learning the foreign
language, and their inborn physiological charasties. They have developed a
perception of themselves as language learnershaydhave a view about the foreign
language and its usefulness for them. Becauseeaf phior experiences, they have
different attitudes towards the language and itsakers, they can be motivated or
demotivated to learn, and they feel differing lsvef anxiety when learning. They
can also be seen as having different levels ofliggace and language aptitude, and
they use different types of learning strategiesesehfactors affect (to varying
degrees) how well the students learn the languatieib and outside the classroom.
Because of these factors, the students also hdfezedit expectations of what the
outcome of their FL learning will be. In addition the language, the students learn
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about themselves as language learners and as nweoflibe group. These learning
outcomes, in turn, serve as the basis for futamlag.

The socio-educational model of second-languagenileg is a dynamic
framework which is in action all the time. The diént variables represent a
student’s situation at one point in time but if mgas occur in one part of the model,
it has effects on the other parts. For examplea gtudent learns new language
learning strategies in the formal language learmioigtext, it is likely that there is a
change in the language learning outcomes. As thmilgy outcomes are more
positive, the student probably also views the erpee of language learning more
positively. His/Her attitudes and motivation maycbme more positive and anxiety
level may decrease. As learning is seen more peskiti the student may feel
encouraged to use the language also in informalegts) which in turn increases
both linguistic and non-linguistic learning outcanand so on.

However, the same goes with negative factors. é@mple, if a student’s
anxiety level in the FL class increases for sonasaea, it is probable that his/her
language learning outcomes are poorer than befdhe. does not learn the language
as efficiently as before and the experience of uagg learning becomes more
negative. As a result, his/her use of languageniegrstrategies may suffer, his/her
attitudes and motivation towards language learmiragpably decrease, and s/he is
less likely to use the language in informal langubsgrning contexts.

What the social and dynamic nature of languagenie@ suggested in the
socio-educational model means to FL teachers td¢hahers are able to intervene in
the language learning process since they determiva the learning is like in the
classroom. In an ideal case, they may produce diygpslomino effect in which a
struggling student’s whole language learning exgrere is gradually changed into a
more positive one. However, since the languageniegrprocess is sensitive to
changes, what is needed is patience and contincmusnitment to practices that
maintain a learning environment where students faetivated and capable of
learning.

The socio-educational model also includes fadtoas are not likely to change.
Intelligence and language aptitude are generalhsicered to be rather permanent
characteristics of an individual and so changeakenother variables of the model are
not likely to have an effect on them. Also dysleisia characteristic that is not going

to go away regardless of changes in the other blasa However, these
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characteristics do not necessarily have a negailect on language learning.
Intelligence and language aptitude are related acharistics in the sense that
language aptitude could be seen as part of theifig intelligence in the theory of
multiple intelligences. Therefore, a person wh&is in linguistic intelligence (and
thus in language aptitude) is likely to be higlsame other intelligences. In FL class,
this person might be able to compensate his/hguistic weaknesses by using the
other aspects of his/her intelligence in which séhetrong. Thus, s/he would be able
to learn the language regardless of the challehg#lser linguistic intelligence and
language aptitude set for him/her. Likewise, dyislemdividuals are able to learn a
foreign language if they are aware of their streagind can use them to compensate
for their weaknesses.

From the point of view of this study, the sociatedtional model can be seen
to explain FL learning in quite a comprehensive w&though it does not
specifically address FL learning disabilities, thedel acknowledges the individual
differences which are crucial when dealing withlBarning disabilities. Therefore, |
have to agree with Gardner and Macintyre (1992), 2480 point out that the model
can help FL teachers to understand that the expaEsestudents get in the classroom
can influence not only students' levels of achiemeibut also their feelings and

motivation about language learning at that momadtia the future.
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3 FROM THEORY TO PRACTICE

In the previous chapter, the socio-educational moflesecond-language learning
was used as a framework to explain the complexreatiiforeign language learning
and the disabilities that some students have Ihvtas pointed out that there is a lot
of research on the different individual differencariables, and they all have been
found to have an effect on FL learning. Howevenvdts also suggested that these
factors do not operate independently of one ano#iseGardner and Macintyre's
(1993) socio-educational model shows. On the contithey are often connected
with each other and individuals who have FL leagnilisabilities are likely to have
problems in more than one of these areas. So,ugthi is possible to differentiate
between cognitive and affective factors influencklg learning on the theoretical
level, the situation is quite different in practick is usually very difficult to
determine which difficulties appeared first and wie their causal link to one
another.

As the debate over the underlying causes of Ftnieg disabilities shows,
there are still many questions to be answered.ridter is made more complicated
by the fact that students have very personal g®fds language learners and FL
learning disabilities cannot be described in a wet would apply to every single
person. This is also something that the FL teacdeeds to consider when s/he is
dealing with students who have difficulties in thiEinguage studies. The teacher
needs to have an open mind because the cause mfotblems is not usually easy to
determine. For example, a student who seems torigysdemotivated may turn out
to have a language deficit behind his/her probleans, a dyslexic student may turn
out to have negative attitudes and poor motivatwhich partly explain his/her
problems in FL learning. Therefore, it is importdmat the teacher considers all the
possible factors in language learning that migintrcoute to the difficulties.

Since learning disabilities can be manifested emynways, it is not always
easy to identify them. Usually, the teacher notites students having the most
visible problems. According to the iceberg theoMcColl et al. 1996: 3C: 3),
students who are experiencing the greatest diffesiin learning can be thought as
the visible tip of an iceberg. The “copers” formethest of the iceberg, which is

below the surface. They may have the same neetlie atudents at the tip but they



48

experience them less urgently, or they can strugiglsugh on their own. Thus, as
McColl et al. (1996: 3C: 3) point out, the moreibie difficulties experienced by
some students should signal to the teacher thaé thee probably other students
experiencing problems of a lesser degree. By augpt the needs of the special
needs students, the teacher can improve learninditems for all (McColl et al.
1996: 3C: 3).

Whereas there are a lot of attempts to explain dileses and define the
symptoms of FL learning disabilities, there isl&ss research on how these findings
can be utilised in the FL classroom in the bessijnbs way. Most literature on the
practical applications is based on findings abgsiekic students having difficulties
in learning their native language or it concernaung FL learners in special
education classes. Although the research on FLnilegrdisabilities from the
pedagogical point of view seems to be gaining nimterest, further studies are still
needed.

In the following chapter, literature on the instiianal practices that have been
found useful when teaching students with FL leagndisabilities is reviewed.
Although Gardner and Maclintyre’s (1993) socio-edioceal model of second-
language learning was found a very useful way etulising the factors affecting
language learning and difficulties in it, a diffatdramework is used when practical
solutions to the problems in FL learning are diseds In other words, the structure
of the following chapter does not follow the stwret of the socio-educational model

but is structured to meet the needs of FL instoncin practical classroom situations.
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4 PRACTICAL IMPLICATIONS FOR TEACHING ENGLISH
AS A FOREIGN LANGUAGE

Compared to studying in comprehensive school, stgdyn upper secondary school
is often found speedy and demanding (Kosonen 1482 :There are a lot of reasons
for this: studying in the form of courses, exteersiiemes, and the awareness of the
approaching matriculation examination strain stasle@uki-tyéryhman muistio
1999: 29). Also students’ study skills and habitgghh be reasons why they
experience studying strenuous but also teachindnadset may cause overstraining
(Kosonen 1992: 66). Students also feel that tegdnimpper secondary school is too
teacher-directed, hasty, and based on routinek@dén 2001: 17). If a student has a
learning disability, the strain that studying inpep secondary school brings about is
likely to be even greater.

The law for upper secondary schodlsKiolaki 1998) does not mention special
education or learning disabilities: it only refésssome special arrangements in case
of illness or injury. Although the matriculation aination board gave instructions
on taking dyslexia into consideration in the matiation examination in 1976,
learning disabilities have not been accounted foschool practices at the more
general level (Harkdnen 2001: 18). According to kéa@en (2001: 18-19), the
problem has already been acknowledged in many ugpgesndary schools, but in
practice, there is not enough information or resesirto act systematically to help
students with learning disabilities. On the othandh as Harkénen (2001: 19) points
out, some teachers still think that if studying upper secondary school causes
difficulties for a student, s/he should considensather school.

However, the new curriculum for upper secondaryhosts (ukion
opetussuunnitelman perust&03), which will be brought into use in the autuof
2005, acknowledges learning disabilities. It states all the people who work in the
school are responsible for student welfare. Acemydio the curriculum, student
welfare involves taking care of students’ physicaéntal, and social well-being and
it can be promoted by identifying and tackling feag disabilities and other
problems.The curriculum also obliges schools to determinghigir own curricula
the support and guidance that is offered to stwdesito have physical, mental and

social difficulties. Lukion opetussuunnitelman perust2@03: 19.) According to the
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curriculum (Cukion opetussuunnitelman perust@@03: 221), diagnosed injuries or
comparable disabilities such as reading and writisgprders should also be taken
into account in assessment so that students hasepdssibility to special
arrangements and demonstrating their skills alsotbgr means than writing.

The curriculum l(ukion opetussuunnitelman perust&&03: 20) also states
that if a student’s language disability appearsupper secondary school, support
measures and implementation should be started imated However, the
identification of students with learning disabési is often problematic in upper
secondary school. Teachers generally have so ntadgrgs that they do not have
time to identify students’ special featurésiki-tydoryhman muistid999: 28). Also
students may be quite good at keeping their prablémthemselves. Therefore
students should be encouraged to inform their taahout their problems, and the
teacher probably needs to do some testing on histhdents in order to identify the
students having difficulties.

When a teacher has a strong suspicion that ardthds dyslexia, the student
needs to be directed to a psychologist, speeclaplsty special education teacher,
neurologist, or phoniatrist to be further testelde3e specialists are able to determine
whether the students can be diagnosed as havinigxdysand write them the
certificates they need in order to have specigrayements in the matriculation
examination Ylioppilastutkintolautakunnan yleiset maarayksebvfgeej. However,
it is important to note that such a thing as fandignguage learning disability does
not exist in the eyes of these authorities. The algability they can diagnose is
dyslexia and therefore there will always be stuslemho are having difficulties in
their FL studies but who will not be diagnosed dy&. These students might have
dyslexic tendencies or their dyslexia might notvgho the tests that are in Finnish
because they are dyslexic only in a foreign languakhe FL teacher, however,
should provide support for all the students wholaeing difficulties regardless of
whether they have been diagnosed as having dystaxiaot. It is said in the
curriculum (ukion opetussuunnitelman peruste#103: 19) that special support
should be offered to those students who have teamiporfallen behind in their
studies or whose studying is impaired because oinamy, illness, or functional
deficiency.

Some schools arrange special courses for dyséxaents where the aim is to

improve students’ study skills and provide methedh which they are better able to



51

cope with the demands of studying in upper secgndahool. Paakkénen (2001)
studied the usefulness of a course of this type. Sihdents who attended the course
felt that the best issues on the course were tloenmation about different learning
styles, information about dyslexia, practice ineign languages, and discussions
with the teacher (Paékkoénen 2001: 27). Many stdiett that the discussions about
learning and learning disabilities helped them @mngnways: their mood got better,
they found a new way of thinking, their anxiety éédeclined, they got experiences
of success, they could concentrate better, and gio¢ya more extensive view on
learning (P&akkonen 2001: 29). Therefore, it cduddconcluded that it is a very
good idea to arrange special courses for studeitts lgarning disabilities. On a
course where there are only students who have dlffenulties in their studies, the
teacher is really able to focus on their problemd affer more individual support.
Students also get the feeling that they are noteadaith their difficulties and are able
to share their problems with other students hawinglar problems. Although the
present study aims to give suggestions applicabheainstream FL courses, many of
the themes that the students in Paakkonen’s (2810dy found helpful can also be
addressed in regular courses. Addressing diffeaaspécts of learning is likely to be
useful for all students regardless of their ahility

In this chapter, suggestions for modificationsriainstream FL education are
discussed under three major headings. First, genensiderations on how the FL
teacher is able to make the classroom a bettee ptacifferent kinds of learners are
discussed. Second, the focus is directed to tHier€ift areas of language study and
teaching (listening, speaking and pronunciatiomdngg, writing, vocabulary, and
grammar), and suggestions are made on how to sugpotents with learning
disabilities in each area. Third, issues considgegaraminations and evaluation are
discussed. Suggestions are made on how to helpreggudith learning disabilities to

cope with testing and what the teacher needs tsidenin evaluation.
4.1 Creating the Basis for Motivated Learning
In this section, attention is paid to the classramaironment and the promotion of

independent and motivated learning. Although thal gbforeign language classes is

to provide students opportunities to learn the Ueg, it is not their sole purpose. In
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addition to guiding students in studying the subjbey teach and helping them to
develop their studying skills, the teacher shouldo aprovide instruction that

strengthens students’ self-esteem and helps theectmgnise their personal special
features l(ukion opetussuunnitelman perust@&03: 24). Thus, the goal of a FL
teacher is not just to try to improve students’giaage skills but also support
adolescents’ growth as individuals by providingnthepportunities to improve their

social skills, self-knowledge, and self-esteem. sehare very challenging tasks for
the teacher.

Recognising the special features and needs of sacent is often almost
impossible in upper secondary school because #rerasually over 30 students in a
group. Also in big schools, where there is morentbae English teacher, students
may attend courses taught by many different teacheki-tyoryhman muistid999:
28-29). Thus it may be very difficult for the teactio get to know each student.
This makes it even more important that studenteaceuraged to take responsibility
of their own learning and become aware of theispeal strengths and weaknesses.
As it is pointed out in_uki-tyéryhman muistiq1999: 28), upper secondary school
students are at an age when they get interestib@imnselves as learners. Therefore it
is probably easier than before to discuss diffezertzetween individuals in learning
and also learning disabilities. Students can beergithe responsibility of their
learning and it is their task to find methods iniebhthey learn in the best possible
way. The teacher’s task is to help the studentedognising their personal learning
styles and suggest alternative ways of studying.

| begin this section by focussing on how a positilassroom environment can
be promoted and continue by discussing how classidearning can be made more

motivating, and students more independent learners.

4.1.1 Learning Environment

4.1.1.1 Promoting a Positive Learning Environment

The teacher has a big responsibility in creating@mosphere in which students feel
that it is safe to use the foreign language, maistakes and express their opinions.

A teacher hoping to increase interest and enjoyraeRL study needs to find ways

of promoting positive class atmosphere and feelimigsuccess in students (Disick
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1972: 418-420). It is important to make the FL staem a welcoming, positive
place where language anxiety is kept to a minim@xfgrd and Shearin 1994: 24).
This is particularly important from the point ofew of the students with FL learning
disabilities. It is also important that the teachgrable to create friendly and
unreserved terms with the students so that thelycfmafortable in asking his/her
help and advice.

The work of building a positive learning environmetarts when the teacher
meets a new group. There is always an elemeninsfdae present when a group of
people who do not know each other meet. Theretdseimportant that students are
given an opportunity to learn about each other ashhmas possible (Dornyei and
Malderez 1997: 69). As Doérnyei and Malderez (19689) point out, acceptance
cannot occur without knowing the other person walbugh. Lack of tolerance often
stems from insufficient information about the othmarty. In the first couple of
lessons, it could be a good idea to use ice-breakeorder to get the students feel
more at home. The purpose of ice-breakers is tstselents at ease, to get them
memorise each other's names, and to learn moret a&smh other (Dornyei and
Malderez 1997: 70).

It is also important to establish group norms. Wpranorms are rules or
standards that describe behaviour that is essdatithe efficient functioning of the
group (Ddrnyei and Malderez 1997: 69). It has b&gggested that the group norms
should be formulated explicitly, and discussed accepted by the students (Dornyei
and Malderez 1997: 78). Dornyei and Malderez (19@)): also point out that the
teacher should make sure that the norms are olusemee students quickly start to
ignore them if they notice that the teacher doegag attention to them.

Also group cohesion is important in making thern@ay experience more
positive. Clément et al. (1994) found that groupesion contributes significantly to
the learners’ motivation to learn the foreign laage. Dérnyei and Malderez (1997:
73) suggest that cohesion can be promoted by a ewwofbfactors. For example,
sharing group history, fostering positive relatidietween the students, and creating
group legends are means to achieve cohesion. Alsw wwooperative rather than
competitive or individualistic learning tasks ikdly to increase group cohesion
(Doérnyei and Malderez 1997: 74).

Since the traditional authoritarian teacher ralesinot allow for the students to

share responsibility, it has been suggested thaffanient group leader's task is not
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so much to lead the group but rather to facilithtethat is, to create the right
conditions for development (Dornyei and Maldere@7:976). Dérnyei and Malderez
(1997: 76) suggest that there are three main ctaistecs of an efficient facilitator:
empathic ability acceptance of the students, and congruence. Empaitblyes the
ability to get on the same wavelength as the stisdamd to be sensitive to the group
atmosphere. Acceptance means that the teacherrntasditional positive regard
towards the students and sees them as individudls tleir strengths and
weaknesses. Congruence, in turn, refers to théé€acability to be him/herself and
be open about his/her own limitations.

Creating a positive atmosphere probably requirestnof all acceptance of
difference. Both the teacher and the students dhaedept the fact that the students
are different: they learn differently, they havdfaetient goals, and they are not
equally enthusiastic about learning English. Aciceptdifference also includes
accepting students with learning disabilities arakimg sure that the disabilities are
identified and students are helped to cope witir freblems (Disick 1972: 420).

It is also important to remember that the teachets as a model in the
classroom. His/Her attitudes towards the language the students are integral in
creating positive class atmosphere. If the teashenthusiastic about his/her subject,
looks happy to be in the classroom, and enjoysdinepany of the students, many of
the behaviours s/he models will carry over to thedents (Disick 1972: 420).
Dornyei (1994: 282) points out that the teacherughshow that s/he values FL
learning as a meaningful experience that produagsfaction and enriches life. S/he
should also share his/her personal interest infdhegn language and FL learning
with the students and take the students’ learnnoggss and achievement seriously
(Dornyei 1994: 282). Students should feel that thaye an important part to play
and that they can make useful contributions incthes (Dérnyei 2001: 130).

4.1.1.2 Reducing Anxiety

Since anxiety can significantly impede studentsfitgito perform in the FL class, it
is important to consider practices which could gugseduce its negative effect. It
is important that teachers always consider theilpidigsthat anxiety is the cause for
a student’s problems before attributing poor pentmmce solely on lack of ability or

poor motivation (Horwitz et al. 1986: 131). It shdalso be noted that it is not only
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students having difficulties in learning a foreitamguage who experience anxiety
but also students with good FL skills can feel angiin class. Horwitz et al. (1986:
131) see that FL teachers have two options whehindewith anxious students:
teachers can help them to learn to cope with tistieg anxiety-provoking situation,
or they can make the learning context less stressfu

So, how can students be taught to cope with $tlesisuations? According to
Horwitz et al. (1986: 131), one way to do this ising relaxation exercises.
Relaxation exercises can range from breathing esewdo self-motivating mantras.
Also some brain gym exercises can be used forpinipose. For example, making
hook-ups has been found to have a relaxing andirgleffect (Hannaford 2003b:
103). Hook-ups can be done in standing, sittinglyorg down. First ankles are
crossed and arms are stretched straight aheadasdhth backs of the hands are
against each other and the thumbs point downwaittsn, one hand is lifted across
the other so that the palms are against each @hdrthe hands are clasped. Finally
the joint hands are turned downwards and towardtuy until the arms are on the
chest and the elbows point downwards. After keepimig position for a couple of
minutes, the person usually feels more relaxedcaid (Hannaford 2003b: 103). A
useful relaxation exercise is also the energy y@sannaford 2003b: 108). It is done
by kneading the muscles around the jaw joints. Wln@erson is stressed, s/he often
tightens his/her jaw. The energy yawn relaxes thelevface and makes it easier to
put thoughts into words (Hannaford 2003b: 109).

Anxious students can also be helped to cope widss by teaching language
learning strategies (Horwitz et al. 1986: 131)attgy instruction can also influence
self-efficacy positively (Schunk 1989: 17), whiahl turn may result in a lowered
level of anxiety. Maclintyre et al. (1997: 280) poout that FL teachers should be
aware of the fact that anxious students may untiera® their abilities. Some
anxious learners believe that they cannot learrfabegn language and thus create
negative expectations which in turn lead to de@easffort and achievement.
Gardner (1985: 53) notes that by encouraging stsderassess their performance in
a more positive light, teachers could raise lea’nkewvel of motivation and effort,
which could then lead to better language learningcames. As Gardner and
Maclintyre (1993: 7) suggest, it could be expected tanguage anxiety declines as
the student gains proficiency.
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Then what about the learning context: how careitade less stressful? First
of all, students should be given complete and ateunformation about the course
goals and objectives. In order for students to hraadistic expectations, it would be
useful to discuss reasonable time commitmentsuocessful language learning and
the value of some language ability even though less than fluent (Horwitz 1988:
286). Horwitz (1988: 292) suggests that teacheamlshinclude discussions about
the nature of language learning as part of thetruction. The teacher should also
openly discuss foreign language anxiety (Onwuegbaral. 1999: 232-233) as well
as FL learning disabilities with students (Paat2@02b: 21). Students having
problems in FL learning are likely to feel much ma@omfortable when they notice
that the teacher is aware of the existence of ithéskof problems they have (Paatela
2002b: 21).

Naturally the teacher can also build studentsfidence and self-esteem by
simply encouraging, reassuring, giving positive nfeicement, and empathy
(Onwuegbuzie et al. 1999: 232). The teacher shaldd pay attention to the error
correction techniques that s/he uses (Horwitz efi@86: 131, Onwuegbuzie et al.
1999: 232). Disick (1972: 418) sees that one wagromoting feelings of success is
the use of small-group activities. According toibks(1972: 418), the opportunity to
work with one or more friends increases studenlvement in activities and creates
a more favourable attitude towards FL learning tfequiring students to participate
in activities in front of the entire class. Whereyhwork in small groups, students
experience much less embarrassment and self-coisseiss than when they are

faced with the whole class.

4.1.2 Independent and Motivated Learning

Teachers play a significant role in socialising am@ping the motivation of their
students. For many students with FL learning digeds, it is necessary that they are
explicitly shown how to learn the foreign languagieey need to be made aware of
their personal strengths and weaknesses in ordeéhdon to be able to find ways in
which they can learn the foreign language. They ated to be shown how to assess
their work and how to set goals for themselves.

Although it is possible that there are students wénnot be motivated to learn

the language, most students’ motivation can prgbdig increased. As Dornyei
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(2001: 119) points out, there are a great numbenativational strategies and it is
unlikely that none of them would work. In my mintis important to investigate the
causes for the lack of motivation. Blaming a stugemack of motivation is
sometimes the easy way out and the underlying enablremain unsolved. The
teacher should always consider the possibility thatstudent is having difficulties
with the language and is therefore demotivated.

In the following sections, suggestions are madénaw to promote students’
independent and motivated learning. Many differkmds of questionnaires are
proposed in order to make both students and temchere aware of the students’
prior language learning experiences, their pregeats, and their learning styles.
However, it should be noted that not all these tijoiesaires are intended to be used
at once or even on the same course. Naturallye tleemlso more need for these
questionnaires at the beginning of the studies wihenteacher and students are
getting to know each other. It should also be noed although administering these
questionnaires will probably take some time froreotareas to be covered on the

course, they provide students with real opportesito use the foreign language.

4.1.2.1 Language Learning Histories

Discussion about students’ language learning héestaran be used as a means for
students to get to know each other and for thehexato get some information about
the students. It is particularly useful to discpsst experiences when the teacher
meets a new group and wants to start building gmhgesion. Students’ language
learning histories can also be used as an intragutd different learning styles and
strategies. Oxford and Green (1996: 20-21) sugipaststudents’ prior language
learning experiences could be discussed by givigdemts some questions
concerning their learning histories and asking thtendiscuss these questions in
groups. The groups can also be asked to summbgseeikperiences and share them
with the class. Oxford and Green (1996: 21-23) psepthat the teacher could also
share his/her own language learning experiencds thé group, including also the
negative or embarrassing moments, so that the rswideotice that negative
experiences are not judged but dealt with in a sithetic way.

At this point, it may also be useful to addressidsue of learning disabilities.

The teacher can give a short lecture on what legrdisabilities are and how they
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are manifested in FL learning. In upper secondatyosl, the responsibility of
informing the teachers about their learning distipd is on the studentd (ki-
tyoryhman muistidl999: 30), and so the teacher should also encewstglents to
contact him/her if they have diagnosed learningluligies or if they suspect that
they have.

After the discussion in class, students can beschgk write about their
language learning histories in detail. This candbae by giving students a list of
questions that they need to write answers to, ggkiam to write short essays on the
subject, or if they want to be creative, writing@em or compiling a poster (Oxford
and Green 1996: 23). This written assignment cdauaraldy be given as homework.
A task sheet including instructions for studentd goestions that could be used as a
basis for the group discussion and the writtergassent is presented as Appendix 1.
The task sheet is based loosely on the ideas pieesenOxford and Green (1996),
but the questions are mine.

Asking students to discuss and write about theiorplanguage learning
experiences seems to be a good way for the tedqgh®rcome acquainted with the
students. When they can write about their prioregigmces, students are also given
an opportunity to express their wishes and worc@erning the course and inform
the teacher about their possible learning disadslitor problems they have
experienced in the past. Thus, the teacher istabigentify the students who have
had problems in the past and is also in a bettsitipn to give support to these
students early on. It is also an opportunity fa situdents to become more aware of
themselves as language learners and the variegxmdriences and learning styles
the other students have. It is important to pronmateeptance of difference also
among the students themselves. Naturally discussidgwriting about past language
learning experiences also provides an opporturotyatithentic and meaningful

language use.

4.1.2.2 Goal Setting

Goal setting is important both for the group ashel and for individual students. In
order to be able to function as a group, commonsgaecepted by the whole class
need to be set (Dornyei 1994: 282). The major dives for each course are

determined in the curriculum, but the teacher catunally decide how these
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objectives are considered in the instruction andvbpt means the goals are to be
met. It is useful to make these objectives vistblstudents at the beginning of each
course so that they are aware of what the coutsélseand what they are expected to
know after the course. It could also be useful itee gstudents the course plan in
which the lessons are listed and the theme of &sdon is stated. Although it is
likely that some changes have to be made to theseqalan as time goes on, students
are still able to follow the progress of the coursthe plan and see the big picture.

In addition to the common, more general goalsbgethe curriculum and the
teacher, students need to have more personal Gmtsig proximate, attainable, and
specific goals is important for the students taahd stay motivated (Bandura 1989:
28), and therefore it could be useful to ask sttglém set themselves their own
personal goals at the beginning of each coursghdtsame time, they could also
look back and evaluate their prior learning and hiogy have met the goals they set
for themselves at the beginning of the previoussmuBoth the evaluation of their
old goals and setting new ones could be done byngsktudents to fill in a
guestionnaire. Since questionnaires applicablehi® purpose were not found, |
compiled two slightly different questionnaires, asfevhich can be used on the first
course (Appendix 2) and the other on the followoogirses (Appendix 3). It would
be helpful if students had the questionnaire thiégdfon the previous course when
filling in the new one, so that they were remind#dthe goals they had set for
themselves.

In addition to asking students’ personal goals, tkacher could in the same
guestionnaire gather students’ views on the copraetices. Students can be asked
what they liked or disliked in the previous coursad what additions or
improvements they would like to see made. In thay vetudents would feel that they
have an important role in developing future courges Disick (1972: 419) points
out, these types of questionnaires can also baiitufrmeans of teacher-student
communication.

It is important that the students’ personal gaeais also acknowledged by the
teacher. As Oxford and Shearin (1994: 16) point optimal teaching requires that
the teacher understands why the students are studyie language and how
proficient they want to become. According to Oxf@d Shearin (1994: 16), few
teachers are aware of their students’ true motwmatifor FL learning, and teachers

tend to make assumptions or broad statements #imutotivations without directly
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asking their students. However, students’ motiveticdor studying a foreign
language are individualistic and multifaceted, ahdy also change over time
(Oxford and Shearin 1994: 24). Some students wantlevelop high levels of
proficiency in speaking, others want to developibasading skills, and yet others
just want to pass the course and focus on othgeatsh(Oxford and Shearin 1994:
24). Students can also have different goals andvatans for FL learning when
they begin their studies in upper secondary schibah when the matriculation
examination starts to get closer. It is also imgairthat the teacher accepts diversity
in the way students establish and meet their gbated on differences in their
learning styles (Oxford and Shearin 1994: 24). &fwe by assigning simple
questionnaires or essays, the teacher can get blaluaformation on student
motivation and make use of this information wheanping lessons (Oxford and
Shearin 1994: 16).

Although students have their own personal goalsstudying the foreign
language, it is important that also the teachendgsriup reasons for studying and
points out that s/he values FL learning. Studeatdrto know that the teacher takes
their learning process and achievement serioustyr(fei 1994: 282). Students can
be demonstrated that FL learning can be an exciiagtal challenge, a career
enhancer, and a vehicle to cultural awareness (@xod Shearin 1994: 24). Thus, it
Is important to link the practice in class to rbf- situations where the foreign
language is needed.

4.1.2.3 Individual Learning Styles

Learners understand and process information drftgrewhether as a result of
heredity, educational background, situational resfuents, age, or other factors
(DeCapua and Wintergerst 2005: 2). The ways in kwhian individual
characteristically acquires, retains, and retrigmésmation are collectively termed
the individual's learning style (Felder and Henequl995: 21). Although learning
styles are usually seen as rather permanent chastics of individuals, DeCapua
and Wintergerst (2005: 2) suggest that as perdmsalchange, learning style
preferences may also change after exposure taeffféearning situations.

According to Ehrman and Oxford (1990: 311), oveéd [Rarning style

dimensions have been identified in the researelslitire. For example, learners have
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been found to have differing sensory modality pesiees (visual, auditory, and
tactile/kinaesthetic learners), they often havefgoence for either group-work or
individual work, and some are more analytical atltes more relational learners.
There are also studies on field dependence-indeperd reflection-impulsivity, and
a number of other dimensions.

Probably the most acknowledged division in leagrstyles is between visual,
auditory, and tactile/kinaesthetic learners. Thileaand kinaesthetic learning styles
are sometimes discussed independently of each (thelrle referring to learners
preferring a hands-on style and kinaesthetic nefgno learners preferring a whole-
body style) and sometimes they are seen as foromegstyle. In this study, these
styles are considered as one and the term ‘kinatistlis used to refer to both the
kinaesthetic and tactile learning style.

It has been found that most people (even as man§5aper cent) prefer
learning through the kinaesthetic channel (MoilaB@62: 27-28). However, studies
have suggested a negative correlation betweendtimeatec learning style and foreign
language achievement (see for example Arjanko asukkula 1998 or Bailey et al.
2000). Preference for kinaesthetic learning seentsetparticularly frequent among
people with learning disabilities (Moilanen 200Z—-28). The problem is that the
school environment does not always offer many dpjndties to use the kinaesthetic
learning channel, at least when students get dieilanen 2001a: 19) and thus
teachers should pay particular attention to themching style and whether it
accommodates kinaesthetic learners. Kinaesthetindes use their body to process
information and therefore they learn by moving agurying out, doing, and talking
(Moilanen 2002: 27). They like role-plays, takingtes, building things, touching
and working with different materials (Reid 1996} 4Bhe teacher can support these
learners by using problem-solving activities ancebgouraging them to do hands-on
work (Peacock 2001: 15).

There are also a lot people who use the visuahradlafor learning. Visual
learners benefit from the use of pictures, colosysnbols, charts, and maps. They
need to visualise the things that they are learnmgrder to remember them.
(Moilanen 2002: 28.) In order to accommodate vidaaftners in class, the teacher
can use handouts, videos, encourage note-taking reaading, and write key
information on the board or overhead projector ¢(Bel 2001: 15). Most people,

especially people with learning disabilities, ledgnusing kinaesthetic and/or visual
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channels (Moilanen 2002: 28). However, there ase pkople who prefer using the
auditory channel. Auditory learners learn by ligtgn reading aloud, talking, and
restoring memories of situations involving speebtoifanen 2002: 28). Auditory
learners can be helped by using class or groupussgmns, individual meetings,
lectures, tapes, peer tutoring, and giving oralangtions and instructions (Peacock
2001: 15). It should be noted that naturally peameally learn through all these
channels to some extent and some people do not dalear preference for any
particular channel.

Learners can also be divided according to theafgpence for either group
work or individual work. Whereas group learnersf@rdo study and communicate
with others to help themselves to learn, understamdi remember information,
individual learners prefer to work alone (Reid 1998). The teacher can help group
learners by using small group activities and enagimg them to meet other students
outside class (Peacock 2001: 15). Individual le@nen the other hand, may be
supported by giving them individual attention, gsimdividual meetings, and
encouraging independent and self-directed studgdétk 2001: 15).

Learners have also been divided into analytical aeldtional learners.
Analytical learners are people whose left hemispi®dominant, and therefore they
are often good at tasks that require analyticagdr, sequential, and rational thinking
(Kinsella 1996: 25). People whose left hemisphem@oiminant often want to work in
a quiet, brightly lit environments which are fulmesl in a matter-of-fact way either
by themselves or directed by people whose authdhgy trust (Hintikka and
Strandén 1998: 97). In the classroom, these penpéxl the teacher’'s help to
combine the numerous details to larger entitiestfkka and Strandén 1998: 97).

Relational learners, on the other hand, are peaplese right hemisphere is
dominant, and thus they are good at tasks thatreegeiational, holistic, intuitive,
concrete, and emotional thinking (Kinsella 1996}). Zeople whose right hemisphere
is dominant typically prefer a lively, homelike @mmnment which is dimly lit and in
which they are surrounded by talk, music, friendthwvhom they can socialise
while studying (Hintikka and Strandén 1998: 97).the classroom, these people
need help in directing their interest from biggatitees also to the details (Hintikka
and Strandén 1998: 97).

Students’ learning style preferences naturallyehan effect on how they like

to work in class and how they learn in the bestids way. Therefore being aware
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of their learning style is important for studentg bhlso for their teacher. As Kinsella
(1996: 27) points out, gaining knowledge of studel#arning styles is a crucial step
particularly in helping doubtful or insecure stutienSince students are usually
interested in learning about themselves and edwdr,ahe issue of different learning
styles is likely to be found intriguing.

The issue of learning styles should probably heod@uced to students at the
beginning of the studies (during the first coursehat they are able to benefit from
the information as much as possible. There is goigbaore than one way of
introducing the subject to students but one saludo address the issue by giving a
short lecture on the different learning styles. AMséudents could be given a simple
guestionnaire to determine their dominant learsityies. An example questionnaire,
which could be used to determine students’ senpaferences and preference for
either group or individual work, can be found aspApdix 4. It has been shortened
and adapted from Cohen et al.’'s Learning Style Surso that it would be easy
enough to understand and complete in class. Appehdiontains a sheet which
could be used to determine students’ brain hemrspthieminance (whether they are
analytical or relational learners). Both forms atemtain suggestions for students on
how to improve their learning based on their leagnstyle. When students have
identified their personal learning style preferendeis useful to have a small-group
or whole-class discussion about the results andentlaé conclusion that there are
very different types of learners in the class.

A few things should be considered when administeriearning style
guestionnaires. First of all, the questions neebeatraightforward enough so that
students are able to understand what is meartudents are unable to contextualise
or apply statements to the current situation orumdgrstand the questions due to
poor word choice, the validity and reliability ohet questionnaire decreases
(DeCapua and Wintergerst 2005: 11). Thus, usindestis’ native language could
also be necessary to make sure they really compdetie questions. Second, the
subject of learning styles needs to be introduoestudents before the questionnaire
is administered so that their interest is awaker@therwise students may be
uninterested or bored in completing the questioesaand thus they will not reflect
upon the questions and indicate their true pretsenDeCapua and Wintergerst
2005: 11). Later, the teacher could also bring thet issue of learning styles in

individual meetings with the students (discusséer len this chapter). S/he could ask
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students’ views on the usefulness of the questiomrend whether they learned
something new about themselves as language learners

The purpose of raising learning style awareness get students to consider
their strengths and weaknesses and use this infiormahen they study in class or
at home. Nam and Oxford (1998) found in their stadiya student with learning
disability that when she became aware of her lagrstyle, she was better able to
compensate for the learning disability. While saaseects of the student’s learning
style got in the way of language learning, she @¢atill "balance” or "stretch” her
style by acquiring some new learning strategieswéier, knowing their learning
style preferences is important not only for studembo have learning disabilities but
for all the students. When they acknowledge tresriing style, they are also better
able to find the most useful learning strategies.

It has been found that the compatibility of thacteer’s instructional style and
the student’s learning style is a significant faciio the success of the learning
process, and a mismatch between the styles may hawegative impact on
classroom learning (see for example Carrell andig@11993, Felder and Henriques
1995, Peacock 2001). It has also been suggestetiahimg students learn in ways
that are not consistent with their natural approaah be extremely threatening
(Kinsella 1996: 27). Thus, it is very importanttttiae teacher uses versatile teaching

methods and allows all types of learners to use #tiengths in class.

4.1.2.4  Learning Strategy Instruction

The goal of strategy training is to help studeatbecome more aware of the ways in
which they learn most effectively, ways in whicheyhcan enhance their own
comprehension and production of the foreign languagd ways in which they can
continue to learn on their own and communicatéeforeign language also outside
the language classroom (Cohen and Weaver 199& 8}her words, as Cohen and
Weaver (1998: 9) put it, strategy instruction atmsssist learners in becoming more
responsible for their efforts in learning and uding foreign language.

It has been suggested that strategy instructisultsein more effective learning
and school achievement (see for example Oxford :196@, Chamot 2001: 25 or
Harris and Grenfell 2004: 121). There is a needléarning strategy instruction

because many students with learning disabilitiggeapto lack the cognitive skills or



65

knowledge of how to use existing skills to meet tmmands that school sets for
them (Ellis 1986: 66). As Schneider and CrombieD@®6) point out, all students
can benefit from learning strategies but they agiqularly important to students
with FL learning disabilities and dyslexia. By teaw learning strategies, the FL
teacher may instruct disabled students to procéms foreign language in

multisensory ways using their strengths to compendar their weaknesses
(Schneider and Crombie 2003: 26).

Learning strategies often have to be explicitlygtat, especially in FL learning
(McColl 2000: 50). Some students will not know wkia¢ teacher means when s/he
asks, for example, them to learn a list of wordsm& students may have passed
English courses in comprehensive school withoudysty, just relying on language
skills learned outside school. Since they haveraally studied the language before,
they may lack the knowledge of how to actually gttareign languages.

So, what should the teacher consider when prepadnintroduce learning
strategies to students? Cohen and Weaver (199ig@jest that teachers might start
with the established course materials and determath&h strategies might be
inserted. This seems a reasonable approach bupsehefore this stage, the teacher
could go through the course book and see whetlebdlok in itself contains any
strategy instruction. Modern course books ofteroohice some learning strategies to
students and so it would seem a good idea to mseg&efuthe existing material. So,
the teacher could first go through the course beek, what strategies are included,
and decide how s/he will utilise the strategy instions in the book. When s/he has
done that, s/he is better able to determine whesthieie additional strategies could be
taught to students and what these additional gliegen that particular course could
be. The teacher could then design activities ardbhadstrategies, or insert strategies
spontaneously into the lessons whenever it seepropate as Cohen and Weaver
(1998: 9) propose.

One possibility could be to tackle the issue afrheng strategies through a
group-project in which students themselves wereired to find out about different
learning strategies. This could be done, for exampy dividing the class into six
groups and giving each group its own language épeaking, listening, reading,
writing, vocabulary, and grammar) to be coveredd8nts’ task would be to gather
strategies that are used in their specific languaga and compile a poster or a

leaflet in which they would present their findind$iey could gather information by
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administering a questionnaire to the class andyotobking for strategies on the
Internet or using material provided by the teacAére groups would then present
their final product to the class and give a shessbn in which some of the strategies
would be practised. The posters and leaflets cdiddplaced on view in the
classroom so that the students could turn to thdranever they needed to. The
teacher could also make references to these stragsgurces and remind students
about the strategies when a new task was preseAfest. all the groups have
presented their work, it could be useful to asldshis to evaluate their work and
what they learned either by using group discussiortgiestionnaires.

Although this type of project would take some timi the regular course
work, it would probably be worth it if the student®came more aware of the
learning strategies they are using and learnedséonew ones. So that too many
lessons were not used on the project, some of th& would be done outside the
lessons. What is good about this type of projeatkvi® that it provides students an
opportunity for meaningful language use and probtersed learning. Also the less
successful students could feel that they can sdoeben they are working as part of
a group and students are not evaluated as indigidu# their success would be
dependent on their joint efforts. Students woutsbarobably be introduced to more
varied strategies since many types of learners dvbealchoosing the strategies to be
presented. The teacher easily just concentrategamhing learning strategies that
s/he finds useful and is thus restricted by his/bemn personal learning style
preferences. When students are giving strategyuictstn to each other, it could be
assumed that they are also more likely to condigerstrategies as something that
could really be used and not just some extra whsek their teacher is trying to
impose on them. The students who do not use skeategfficiently could also
understand their usefulness when they are pointédhat many of their classmates
are using them.

Although it may seem that strategy training taketiable time away from
teaching the language content, it should be na@sd;ohen and Weaver (1998: 10)
point out, that students often become more effici@nd independent language
learners because of strategy instruction. Studemte been reported to become more
efficient in completing classroom language taskketmore responsibility for self-
directing their learning outside the classroom, gath more confidence in their
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abilities to learn and use the foreign languageh@@oand Weaver 1998: 10).

Therefore strategy training cannot be seen ashigmey wasted, quite the opposite.

4.1.2.5 Student Responsibility and Independence

It is important that students take responsibility their own learning. Providing
students with opportunities for self-assessmenalyaing their personal learning
styles, and teaching them different kinds of leagrstrategies are part of promoting
student independence. Student independence canbelgoromoted by allowing
students real choices, sharing responsibility wifitb students for organising their
learning process, giving them positions of genumehority, and encouraging
student contributions, peer teaching and projectkw@ornyei 2001: 131). The
teacher can also point out that competence is lmgeladle and controllable aspect of
development. When the teacher shares the respligsibr planning and learning
with the students and helps students to develop asel independent and
collaborative learning skills, s/he has also mametto work with individuals and
groups (McColl 2000: 44).

It should be noted that sharing responsibilityléarning is only possible if the
teacher and the students are aware of the goalsatieeaiming for (McColl 2000:
46). For example, the lesson plans can be madele/i®r students, and the stages
can be ticked off as they are completed (McColl®085). Thus, students become
more aware of the structure of the lesson and kmbat to expect next.

Students also need to know at the beginning of eéask what the learning
goals are and how they can be achieved (McColl 2860 Therefore, it is a good
idea to start a new task with a clear, simple staté of what the students are
expected to do at the end of the task (McColl 2@0): Depending on the level of
independence the students are used to, the teaebds to determine how precise
instructions she is going to give them. If the stud are not used to independent
work, it is probably useful to start by asking withey already know that will be
useful for the task, and after this, what intermagalisteps they think will be required
(McColl 2000: 46). The teacher can also providexgk tplan where the course of
action is stated (McColl 2000: 47). When the stuslestart to take more
responsibility for their learning, the teacher cgimply offer them a choice of

methods and let them find out what works besttient. When students can manage
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this stage, the teacher can simply indicate thé god the materials available, and
the students will select what best suits theiresiyl learning (McColl 2000: 49).

Allowing students some degree of freedom in chapsire activities in class also
promotes positive attitudes towards FL learnings{@ 1972: 419).

Based on my own experience, | can say that staddad greatly appreciate if
they are heard when decisions, for example, on desés and deadlines for
assignments are set. The teacher needs to ackrgantleel fact that the students have
to study also other subjects and that they alse lhfes outside school. If there is an
important ice hockey match on TV in the eveningnight not be wise to set a test
on the following day. It can greatly increase shidemotivation and attitudes when
they see that their teacher is able to accommadtiate needs and take their wishes

into consideration.

4126 Feedback

The students make best progress when they knowwethey are doing and when
they receive detailed explanations about where #reygoing wrong or how their
work can be improved (McColl 2000: 52). Since thaestrvaluable form of feedback
is that received directly from the teacher (McQ900: 52), repeated consultations
and discussions between the teacher and individualents during the learning
process are essential (Schneider and Crombie 2@)3In addition to the everyday
interaction between the teacher and the studertkasgs, it would be a good idea to
have regular one-to-one discussions with the stsdétowever, finding time for an
individual discussion with each student can beemathifficult in upper secondary
school where there can be over thirty studentsgroap. A solution could be that the
teacher would have a discussion with each studerg a year and more often with
those who find it necessary. These meetings cakd place during lessons so that
the teacher gives the students an assignment ¢m dloeir own and asks students to
come and meet him/her outside the classroom ind@igl If there is a school
assistant in the school and s/he is available,hll be asked to supervise the class
meanwhile.

The discussions between the teacher and a stddemit have to be long. The
main thing is that the teacher can focus on thatigodar student and his/her

learning. During these one-to-one discussionstdaeher could better address issues
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that are often difficult to talk about in the prese of all the other students in the
class. Ehrman (1996: 38) suggests that the teacid ask the student to tell about
his/her learning experiences at the moment antlarmpast, and what is working for
him/her and what is not. Students could also beschskhat they would like to
change, how they study, what catches their inteeasl what they do for fun and
relaxation (Ehrman 1996: 38). Ehrman (1996: 38-@fdposes that the teacher
should pay attention to the student’s learningtafji@s and styles, motivation,
anxiety and other feelings, skills and assets, edral behaviour, and consider
whether there is evidence of learning disabilitylgslexia.

Offering this opportunity to a one-to-one meetiwgh the teacher would
probably be very important particularly to thosedsints who have FL learning
disabilities. They would have a chance to share feelings of success and failure
with the teacher and be given further suggestiors advice. It could be a very
motivating and supportive experience if the teadh@wed interest in the learning of
each individual. This is important to all the stot¥e not just those who have
problems.

Since the time the teacher can spend with eadestus limited, some other
ways of providing feedback also need to be usedd@®l2000: 52). Students can be
given help sheets to which they can refer if they unsure how to proceed, or task
materials can include built-in assessment mechaniti@at help the students to see
what they have achieved and what still needs tadree (McColl 2000: 52-53).
Students can also be asked to check each otherks wrathey can be provided check
lists and answer keys to which they can refer imatety after they have completed
a task (McColl 2000: 53). Students should also beoeraged to ongoing self-
assessment (McColl 2000: 53).

Positive feedback has generally been found toeas® intrinsic motivation
because it enhances perceived competence, alttgiudles have also shown that
this enhancement occurs only when the feedbaclcasnapanied by support for
autonomy (Deci et al. 1991: 333). Therefore, faraple, congratulating students for
having done well at a self-initiated activity iskdly to promote feelings of
competence and intrinsic motivation (Deci et al91:9333—-334). Feedback that
signals progress in learning can strengthen staddmtiefs that they are really
learning skills and enhance motivation for furtHearning (Schunk 1989: 20).
However, as Schunk (1989: 20) points out, it isontgnt that the feedback is viewed
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as credible by students. Schunk (1989: 16) pointstlmat teachers should consider
carefully how much assistance they provide to teiidents. If students get a lot of
assistance, they may improve their skills but tiself-efficacy for learning does not
rise because they do not believe that they coutdesrd on their own (Schunk 1989:
16-17). Also praising students for doing what tisbpuld have done or what they
were told to do is likely to make them feel beiraptrolled, which in turn reduces
intrinsic motivation and strengthens non-autonomimuss of extrinsic motivation
(Deci et al. 1991: 334).

However, when used in the right situations, the of praise is an effective
way of promoting motivation and positive attitud@isick 1972: 420). | find it
important to occasionally give praise to the classa whole because that can really
have a positive effect on the atmosphere in thescl&tudents feel that they are all
appreciated, they are treated equally, and thénézaitoes not just praise the work of
good students. Also Schneider and Crombie (200Bpaiht out that when students
of all ability levels are given the message thaytare valued, they can feel safe and
at ease to try their best. The FL teacher showddgnt a role model of valuing each
individual for the contribution s/he makes in classl thus reduce negative attitudes
in the group (Schneider and Crombie 2003: 20).

4.2  Principles for Foreign Language Instruction

As it has been noted earlier, students with foréagguage learning disabilities have
problems that are very heterogeneous. For some,ptbblem may be simply
motivational, and for others, the problem is naklaf motivation but lack of basic
FL skills. Some students have problems on bothsaleathis section, the goal is to
make suggestions on how the FL teacher could hetfests who have difficulties in
their language skills to do better.

Studies have shown that direct instruction usingqatisensory structured
language methodology benefits students with FL niegr disabilities (see for
example Sparks et al. 1992a, Sparks et al. 1992mschow and Sparks 1995,
Sparks et al. 1998). The multisensory structuretgdage (MSL) approach has
traditionally been used to teach students withvedanguage problems but has more
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recently been found to be useful also in the Flssti@om since it helps students to
see and understand how language is structured.

In contrast to indirect, natural approaches, whiekemphasise the teaching of
vocabulary, grammar, and pronunciation in favourcoimmunicative competence,
the MSL approach teaches language in a directdasand skill development is
emphasised (Sparks et al. 1992b: 33). In MSL iesibn, students are explicitly
taught not only the grammar (syntax) and vocabulagmantics) of the foreign
language but also its sound-symbol system (phogdl{fgparks et al. 1992b: 33).
Language patterns (syntactic, semantic, phonolbgicehographic) are made
explicit and explained to students (Schneider amdntbie 2003: 17). The FL
material is also structured so that the more coxfieic builds on the easier one
and explicit explanations and discovery techniquesused so that the students are
able to see how the new information fits with thlevious (Schneider and Crombie
2003: 17).

The MSL approach also involves the simultaneows afsstudents’ visual,
auditory, and kinaesthetic channels (Sparks etl@98: 242). When teaching is
provided through as many channels as possibleestsiavith different learning style
preferences are able to benefit from it. Since rpesiple learn through kinaesthetic
and/or visual channels, it is particularly impottém make sure that instruction does
not rely on auditory channel alone (Moilanen 2022).

It is also important in the MSL approach that oalgmall amount of material
is presented at one time (Ganschow and Sparks 199): Schneider and Crombie
(2003: 17) propose that new information should Es@nted and learnt at a pace at
which students are able to cope with and comprelteftds important to allow time
for overlearning, which means repeating and reaifgy information several times
before moving on to new subjects (Cogan 1998: éAn&ider and Crombie 2003:
17). However, repetition of the same activity sllobé avoided because it leads to
blind memorisation without achieving thorough pregiag and understanding of the
concept (Schneider and Crombie 2003: 50). As Sdeneind Crombie (2003: 50)
point out, repetition can be avoided by providingasiety of multisensory structured
activities: practice can proceed from more receptiv more productive tasks, and
regular paper-pencil tasks can be preceded byipeafirms using coloured cards
and markers, the blackboard, and picture-to-texthmag activities. Another reason

for the use of variable tasks is that the teacharthus allow students with different
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preferences to do their very best (Cohen 2003:.289)supporting the students to
learn in ways which allow them to experience suedestead of failure, the teacher
will also be improving motivation to learn (McC@000: 39-40).

Modern course books offer good opportunities faltisensory learning since
they often contain CDs or CD-ROMs by which studeras practise their language
skills interactively and independently. As Schneidad Crombie (2003: 78) point
out, technological resources can make a positifierdnce in FL learning for
struggling students for many reasons. They prowidependent access to a resource
at a time that is convenient for the student. Sitglean repeat tasks as many times
as they need to and thus there is a possibility¥@rlearning. Also it is possible to
integrate as many learning channels as possibtacydarly the kinaesthetic so that
the students can accommodate for possible weakoay@dind/or visual clues.

Although studying in upper secondary school itugriced by the approaching
matriculation examination, instruction should nettbo much determined by its test
types and requirements. One of the cornerstonestfiction aimed at students with
learning disabilities is that students should bie &b experience feelings of success.
The teacher should provide activities and exerdiyewhich students are challenged
but at which students can also be successful,addhby can attribute their success to
their own effort and hard work (Oxford and Shedr@94: 22). Self-efficacy is best
promoted by providing regular experiences of sue@sd emphasising the things
that the students can do rather than the things ¢eanot do (Oxford and Shearin
1994: 21, Cogan 1998: 62, Dornyei 2001: 130, Ahdz@0b: 67).

However, both teachers and students in upper dacprschool have to live
with the fact that some areas of language study neagmphasised more, and that
certain types of exercises are used in practisilgenoften because of the
matriculation examination, at least at the endh& studies. Therefore, although
some of the test types used in the final exam baes found to be very problematic
for students with FL learning disabilities, they atiscussed in this study. Students
need to be taught strategies which they can useder to be successful also in the
test types they find difficult.

Regardless of the demands of the matriculatiorméation, the FL teacher
still has many ways to make the experience of laggulearning enjoyable and
interesting. By making the tasks varied, includmavel elements, using authentic

materials, and relating the content of the taskbédearners’ interests, the teacher is
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able to increase student motivation (Doérnyei 19981, Dérnyei 2001: 129).
Bringing the language and culture into the classrdbrough real-life situations is
likely to be motivating for the students. The tearcimay tell about his/her own
experiences with English and travelling abroade sftay ask students to tell about
their experiences, invite foreign visitors, shownm8, and play music. It is also
important to develop students’ cross-cultural awass by focussing not just on
differences but also on similarities between cesu(Dornyei 1994: 281). When
students are given opportunities to really expesenhat English is not just
something that they study in class but somethirg ith spoken out there, they are
likely to be more motivated to study it.

The teacher should also use every opportunitylabai to spread language
learning beyond the walls of the FL classroom (Mit@600: 57). Students hear
English on television programmes, films, and muaisity, and many also see English
on the Internet, magazines, books, and computeegaBome students may have
friends with whom they speak English and some nmeyehaken part in exchange
programs. The teacher could also consider the lmbgsiof arranging school trips
abroad. By discussing these varied situations amatipg out how students are able
to learn English also outside the classroom, theher can show students that s/he
sees value in engaging in these situations.

In the following sections, suggestions are madém@m to support the students
with FL learning disabilities in the mainstream fistruction. Suggestions are made
concerning six different aspects of language Iearnilistening, speaking and
pronunciation, reading, writing, vocabulary, andrgmar. Suggestions made here
are mostly based on findings on dyslexic studemmses literature has mostly
focussed on this specific group. As the problemsstoidents with FL learning
disabilities tend to be similar to those of dystsxiit could be assumed that the same
instructional practices work to their benefit asliw&he suggestions made do not
require extra work from the teacher, and they canubed in normal classroom
instruction. In addition, it should be noted that rnaking certain adjustments, the
teacher can facilitate the learning of all the enid, not just the ones having

difficulties.
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4.2.1 Listening

421.1 Core Problems

What probably makes listening difficult for many¢mage learners is that one does
not have the luxury of pause and replay, whichossgble in reading (Goh 2000: 71).
Listening comprehension involves not only auditgmpcessing but also factors
which are affected by memory and the level of awaibom in processing auditory
information (Pihko 2003b: 16). Listeners need ttdhass much of the spoken text as
possible in their short-term memory, and interpietcontent before it is replaced by
new input (Goh 2000: 71). As Goh (2000: 71) poimts, many learners frequently
find themselves in a situation where they hear wdrding spoken before having
even processed the previous ones.

Because of functional problems in the auditorynected, students can have
difficulties in processing, sorting and sendingitargt information. It may be that a
student’s hearing is not readily prepared to rexauditory information and it is
difficult for him/her to keep up the readiness dgrithe necessary amount of time.
Students can react slowly or with delay to auditof@rmation, and as a result they
do not have enough time to read and answer thdigog$n listening comprehension
exercises. Because of the weaknesses of the €hnortrhemory, students may not
remember details and are not able to answer masweas at a time. Additional
problems arise if a student has difficulties intidiguishing essential information and
unessential noises from each other. Some studsathave difficulties in following
speech and writing at the same time. (Moilanen 2882

Students may also have interpretational problemshe auditory channel.
These problems may include, according to Moilar@d02: 45-46), difficulties in
structuring and interpreting auditory informatidn.other words, auditory messages
overlap each other, and get mixed. Because of tioblgms in phonological
processing, the student has difficulties in distisging and interpreting sounds and
sound strings and in analysing the phonologicalcstire of a word. S/he may be
unsure of sounds and therefore also of words. Adaditly, the student may have
difficulties in hearing the prosody of language:rdidoundaries, stress and speech
rhythm are not clear to him/her and so it is imgaesto understand the foreign

speech.
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Goh (2000: 67) found that low ability listenersvbgarticular problems with
recognising words, and they quickly forget whatythieink they have understood.
Another common problem of low ability listeners hasdo with attention. They
often do not hear the next part of a text becalsg $pend too much time thinking
about something they have just heard (Goh 2000: 68)

4.2.1.2  Suggested Solutions

Because many students with FL learning disabilihese difficulties in auditory
processing, they need ample opportunities to hpaken language. However, in
addition to opportunities to hear the foreign laage, students also need to learn
how to be better listeners. Goh (2000: 71) suggests learners can be taught to
improve their listening comprehension skills dikgdty providing them with practice
in perception of selected sounds, content wordsnyrciation of new words and
intonation features, such as prominence and tonBEserefore, listening
comprehension skills are closely linked to speectodygction skills and
pronunciation.

When practising listening comprehension, it is@amant to have a space which
is as interference-free as possible because stideétit learning disabilities often
have problems in their auditory filters and theg #nus easily distracted by extra
noise (Moilanen 2000a: 17). Language laboratoriesideal places for practising
listening comprehension skills since the headph@negide not only clearer sounds
but also earmuffs against background noises (Meil&2000a: 17).

A relaxed and focused mind is important in listgncomprehension. Therefore
the situation should be organised so that thetienss for a short breathe and clearing
of mind of unnecessary information before the tistg starts. Before listening,
students could be taught to do some relaxationceses, or, as Hannaford (2003b:
107) suggests, an exercise called ‘the thinking sagvhich the outermost fold of
the earlap is straightened several times from ¢ojpottom. According to Hannaford
(2003b: 107), this exercise stirs up the hearirdyienproves memory.

Students can also be advised to try different @gred to listening. They can
try taking notes while they listen, or they canuson finding out the general outline
of the story or alternatively the details (M&kir2®03: 12). The teacher should also
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encourage students to use their general knowletipew the world works to infer
outcomes when they do not understand everythirtgpa (Makinen 2003: 12).

In order to improve their auditory memory, studeoan be taught to “film”
what they hear, in other words, create picturewtwdt is happening. The first time
students listen to the tape, they create as coenplefilm as possible, and at the
second listening they can fill in the gaps in tlien fthey missed the first time
(Moilanen 2000a: 17). It is a lot easier to remembbat happened on tape when
they have visualised it than if they have to rehlyoon their auditory memory.
However, for some students, visual stimuli can Is¢racting. These students could
be advised to keep their eyes closed during theniisg in order to avoid visual
distractions (Moilanen 2002: 55).

Moilanen (2002: 59-60) suggests that the teacbeldaconsider whether it is
possible to listen to the same tape several timdter the first listening, the
problematic parts are clarified and then the tapkstened again. After the second
listening, the right answers are provided and #pe tis listened once more. So that
the listening does not become boring for those tdne already understood it at the
first listening, the teacher can provide extra saskhich may include more detailed
questions, word hunting or changing the angle,todents could simply be given
some other work to do. If it is possible, the teruld also be recorded to each
student’s own tape. Then students are able talistehe tape at their own pace and
as many times as they need during the lesson ahdpealso at home.

Listening comprehension should be practised inllsamanks at least in the
beginning. Since listening requires a lot of con@ion, it is good to have a pause
after 20 minutes of listening (Moilanen 2002: 5Buring the pause, answers to the
questions may be checked and students have timaatofor a while before moving
on the next part of the listening task.

It is also necessary to pay attention to thedisgg comprehension material that
is used. The teacher could consider whether ibssiple to start with some other
listening comprehension tasks than the ones usédeimatriculation examination
because at least the tests for the advanced I&esl mvolve rather abstract topics
and challenging vocabulary. For example, SUKOL (THFederation of Foreign
Language Teachers in Finland) provides listeningm@hension material that could
be used with the first- and also second-year stsdeXlso, using matriculation

examination tests for the basic level and checkivgj the topics in the test are
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concrete enough provides the students with morelitisod of success in the
beginning. The teacher could also consider usimdeo/imaterial as a listening
comprehension exercise because it is a lot easiarderstand speech when there are
visual cues and the speaker can be seen.

Next, further suggestions are made concerningerdifit types of listening
comprehension exercises used in the matriculatkamaation and thus also when
practising listening comprehension in normal lessdrese include multiple choice
guestions, open-ended questions, partial dictato, writing a summary. In the
end, a few suggestions are made for further peciitside class.

Multiple Choice Questions

Multiple choice questions often cause problems dgslexic students because
students are required to read and understand bethquestion and up to four
alternative answers. Because of their phonologicatessing difficulties and their
weak short-term memory, dyslexic students ofted timat there is not enough time
to read the questions and alternative answers ake their decision about the right
answer.

Multiple choice questions also tend to test mdre tomprehension of the
written alternatives than students’ actual listgn@@omprehension skills (Kristiansen
1999a: 18). However, since multiple choice questi@me widely used in the
matriculation examination, the teacher cannot avbam altogether. Although it is
not possible to avoid using multiple choice quesjothere are some things the
teacher can do to help the students to cope waim thetter. The teacher can prolong
the pauses or add extra pauses so that studentst deed to answer more than one
question at a time (Moilanen 2000a: 17). Since estigl are often distracted by
unfamiliar and difficult words in the questions a@ndhe alternative answers, it could
be a good idea to go them through beforehand anrde reare that the listening
comprehension task is not made even more diffioylthe fact that students do not
understand the questions (Moilanen 2000a: 17).

The teacher could also give the students an oppibytto treat multiple choice
guestions as open-ended questions or let the daudeswer the questions in their
own words orally (Moilanen 2002: 63). When checkihg answers, the teacher

could first ask how the students who treated thestjons as open-ended answered
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and then what the right answer was in the muligbleices. This would also help the

students in choosing the right answer from the iplelchoices (Moilanen 2002: 63).

Open-Ended Questions

Open-ended questions are often easier than mulktipdéce questions for dyslexic
students because students do not have to thinkt dbeuwalternative answers as in
multiple choice questions, and they can put theiswer in their own words.
Questions can be either in English or in Finnish bsing Finnish questions is
preferable because students are then able to fealls on the content of the text
that is being listened to instead of thinking ablooiv to express their answer in the
foreign language (Kristiansen 1999a: 18). Kristeang1999a: 18) proposes that
open-ended questions should be set so that theees$ovm the core of the story. In
this way, the information remains in long-term meyneasier.

Students can also be provided the written scfigh@text that is being listened
to. Following the script while listening helps séunds to understand the sound-letter
correspondences and speech rhythm of the foremgutge (Moilanen 2002: 56).
The script can also help concentration and prowddeextra help with problem-
solving (McColl 2000: 39). The teacher can alsoegstudents the opportunity to
choose whether they like to listen with or withthe written script (Moilanen 2000a:
17). Thus, students can give up using the scripheit own pace when they notice
that their listening comprehension skills have ioyaed. Alternatively, the teacher
can provide a summary of the text that is goingo¢oheard before listening, a
reminder of some of the vocabulary, an outline \ilig main headings, or a pictorial
representation of the plot (McColl 2000: 40).

Partial Dictation

As an alternative to the traditional listening cogigension tasks, the FL teacher
could also use partial dictation. In partial digiat students listen to recorded
speech, which they have in front of them as a @mifcript (Pihko 2003a: 15). Parts
of the text, which are the length of a few wordayd been left out of the written

script, and the students are required to fill i@ ¢faps according to what they hear on

tape (Pihko 2003a: 15). There are usually pausdamnto allow students to do the
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filling. The exercise can be done during a singsehing or so that the text is
listened twice and the filling is done during teeend listening (Pihko 2003a: 15).
Partial dictation is also used in the matriculatexamination and so it would
be good if students had a chance to practisehadtbeen found that partial dictation
is a good way of testing students’ listening corhpresion skills and also their
general FL skills (Pihko 2003a: 17). In order tibifi the gaps in the text correctly,
the listener needs to understand the larger cqoniexither words, the whole story
that is being listened to (Pihko 2003a: 17). Siettelents have the written script,
they are also able to observe sound-letter correspaes and speech rhythm while

they listen.

Summary Writing

Writing a summary based on listening is probablyywdifficult for students with
short-term memory problems. Because of the masimr examination, this test
type should, however, also be practised. Theresamge ways to make the exercise
easier. If the text contains a lot of words tha &kely to be unfamiliar to the
students, the teacher can list some of the wordghenboard before listening
(Kristiansen 1999a: 19). The text should naturaky listened with pauses so that
students are able to make notes (Kristiansen 19%9a:

Kristiansen (1999a: 19) suggests that the taskddoe varied so that students
could write the summary either in Finnish or Engleccording to their skills. The
teacher could also ask students to summarise thkerts orally instead of writing.

This could also be done either in their native leage or in the foreign language.

Practice at Home

If students feel that they do not get enough pracin school, some suggestions
could be made how they can practise their listemoigprehension skills at home.
Since modern course books include CDs or CD-ROMwligh students are able to
listen to the texts, it could be suggested thadesits listen to the texts that are dealt
in the course and follow the text in their books@listening to the texts without the
book is good exercise in listening skills. Sometloé CD-ROMs also include

additional listening comprehension exercises whicldents can be encouraged to do
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for extra practice if they wish. There are alsotaof listening comprehension tests at
schools because of the matriculation examinatioret $east the older ones could be
offered for students to be used as extra practice.

Naturally students could also be encouraged tk steer opportunities to hear
English. For example, students could be asked tohatalevision news in English or
soap operas, in which the characters generallyrager simple and repetitious
language offering language learners good opporégniio practise their listening
comprehension skills. Those who have DVD players watch films with English
subtitles or no subtitles at all. Also listening nusic and radio programmes in

English is good practice.

4.2.2 Speaking and Pronunciation

4221 Core Problems

The problems in pronunciation are often very muctkdd to the problems in
listening. As well as in listening, difficulties pronunciation are caused by problems
in processing and interpreting auditory informati@doilanen 2002: 68). If a
student’s auditory filter is not efficient and pisx enough, it is very difficult for
him/her to distinguish similar sounds and thus gismluce them correctly (Moilanen
2002: 68).

It is important to note that confusion about sauisdreflected not only in weak
listening comprehension and pronunciation skills lalso in other areas. As
Moilanen (2002: 71) points out, students may mabellisg errors because they
write words as they hear them and mix the spebliingords that sound similar. They
may also have problems in reading because themgdbgical channel works poorly,
and they may make grammatical errors because theytihear such grammatical
words as prepositions and conjunctions. Also stigdetifficulties, uncertainty and
unwillingness to express themselves orally may he do problems with
phonological processing.

Because of the extent the problems in auditorycgssing may cause, it Iis
essential to improve students’ basic skills in bptbducing and identifying sounds
(Moilanen 2002: 71). It is only after students te&w produce and identify different
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sounds that they are able to identify words as ad@nd focus their attention to
learning new words and structures (Moilanen 20Q44.

Oral expression in general is usually the strengthdyslexic students
(Moilanen 2002: 231). However, as the ineffectiwvendtioning of the auditory
channel may result in difficulties in processingdidory information, it may be
difficult for some students to react to the spe@thothers and keep up the
conversation (Moilanen 2002: 231). Difficultiesaral expression can also be caused

by problems in naming and retrieval (Pitkdnen e2@01: 84).

4.2.2.2  Suggested Solutions

Pronunciation

The first step in pronunciation training is to oduce students to the phonetic
alphabet. Since the phonetic alphabet is used umseobooks and dictionaries, it is
important to instruct, or in upper secondary schtwlemind students of how to use
it. When students know the phonetic alphabet, ttwy learn the spoken forms of
words as well as their written forms when they massvocabulary. Also for the
teacher, it is easier to teach pronunciation whedents know the phonetic alphabet.
It can be presented to students with the help tiéréint kinds of exercises. For
example, the teacher can give students a list oh@tic symbols along with a list of
example words containing these sounds, and thestsidask is to match both sets
(James 1991: 325). Or, students can be asked égaréde a list of example words
into two or more groups according to the soundy ttentain (James 1991: 326).
Students can also be given words spelt in the pglwakhabet and asked to write
them in their normal written form, or the other waapund (James 1991: 326).

Since dyslexic students often have poor auditorgcgssing skills, it is
important to provide explicit instruction on how move specific mouth parts to
produce the FL sounds correctly (Schneider and Gr@2003: 52). This is naturally
something that needs to be done from the beginmiifti. studies but it is important
to give students opportunities to refresh their ibaknowledge of English
pronunciation also in upper secondary school. Ipasticularly important to pay
attention to the distinctions between sounds (Mwita 2000a: 16). For example,
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making a distinction between words that contain /tie /w/ and /f/ sounds or the
difference between /p/ and /b/ sounds could betigeat

The FL teacher can also help students to idestifynds better by exaggerating
and prolonging difficult sounds and stressed sidkalso that the brain has more time
to process the information (Moilanen 2000a: 17Xfi€ilt words and sentences can
be segmented and repeated, and also different kihdsund associations can be
used (Moilanen 2000a: 17). In making sound assoaist students may be asked to
think what a particular sound reminds them of. &mmple, different s-sounds can
be described as a water hose, drill, bee, and so on

In addition to practising the pronunciation ofiwidual sounds, it is necessary
to practise pronouncing words. At this level, tlagtice should concentrate on how
sounds function in different environments and h@ilables are stressed (Moilanen
2002: 81). Finally, students need to practise pipstt is particularly important to
pay attention to prosody because it helps studentsderstanding speech (Moilanen
2000a: 17). It is important to practise tying wortdgether, unstressing certain
connective words and thus rhythming the speechderdor especially the dyslexic
students to identify the word boundaries (Moilagé00a: 17).

If it is just possible, it is very useful to adkidents to record their own speech
on tape and then compare it to the model. Thiséul because hearing one’s own
speech helps in the cooperation between the eahandouth parts that are involved
in the pronunciation (Moilanen 2002: 73). RathertHorcing students to read texts
out loud alone, they could be asked to read inuh@oilanen 2002: 72) or along
with the tape (Ehrman 1996: 194). Students cousth &le encouraged to practise
pronunciation at home so that they first listeratt@xt on tape, then listen to it again
repeating the text silently, and finally repeat thgt aloud after the tape (Ehrman
1996: 194). Also providing the opportunity to rehd texts in the course book with a
partner in class encourages students to read alcauthon-threatening situation. The
teacher can go around in the class and offer hisiep when asked or when s/he
hears a word pronounced misleadingly. Correctinglesits’ pronunciation should,
however, be done with care and encouragement sdhiya do not feel completely
rejected.

The difference between Finnish and English in teeels of phoneme-
grapheme correspondence is an important factor iAm@mish people are learning

English. Naturally this is also a matter which re&al be tackled at the beginning of
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English studies. Pupils need to be instructed tp aiention to the grapheme-
phoneme relationships in English and to the difiees between the written and
spoken forms of English words. For some studemweher, the inconsistency of the
English phoneme-grapheme system continues to gaobéms in upper secondary
school. Pollock and Waller (1994: 33) suggest grahunciation and spelling could
be rehearsed by finding rhyming words or syllablgtidents could be asked to
discriminate between or find words that have comieginnings (e.g. tip, tap, tub),
endings (ten, pen, men) or vowel sounds (see,nseat, beat), or pick the odd one

out (bun, jam, fun, sun).

Speaking

Practising listening comprehension and pronunaiasikills naturally helps students
to develop their oral expression as well. Speakkilis are usually practised through
the traditional pair and group discussions. Oftea texts that are read in class give
incitements to pair or group discussions. The valzal is familiar to students and
students are able to give their own opinions onstifgect. Pair discussions can also
be created so that the partners are given sligtitigrent information and their task
is to come into consensus (Tuokko 1997: 18). kls® good to bear in mind that
students usually find it more interesting when tloay talk about issues that are
close to them: their family, hobbies, interests sodn.

Speaking skills can also be practised throughstaekwhich students are
required to react to situations, keep up the cmat@m, or use compensation
strategies (Moilanen 2002: 232). For example, sttedleould be advised to use
synonyms, simpler words and structures, and faoiptessions and gestures when
they do not how to express themselves (Makinen 2008 Also teaching students
to use expressions that show they are paying attetd the conversation (really, |
see), filler expression (well, yes), and hesitati@vices (er, hm) may help them to
become more fluent speakers (Ehrman 1996: 195)sellstrategies could be
practised, for example, by introducing a topic dabwbich students are required to
talk with a partner for two minutes so that them @o pauses in the conversation.

Although students may feel that it is difficultéapress themselves orally, they
should be encouraged to use English as much asctdreyn class (Pitk&nen et al.

2001: 84). The teacher should emphasise that theajespeaking is always to get
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the message through and therefore grammatical @aoguis secondary to the
communicativeness of the message. Since it is offdficult for average
monolingual people to switch from one languagertotiaer, it is good to provide the
students an opportunity to “warm up” their Engli§they could, for example, be
asked to read a familiar text aloud in chorus hefstarting the actual speaking
exercise (Tuokko 1997: 18).

Since students’ oral skills are not tested in thatriculation examination,
teaching in upper secondary school sometimes tay#ttle stress on practising oral
expression. However, particularly for dyslexic snts, it is important that they also
have opportunities to express themselves orallalmee it is usually their strength.
Especially providing opportunities to use the laaqgg creatively is important for
dyslexic students (Moilanen 2002: 232).

4.2.3 Reading

4231 Core Problems

Comprehension problems and slowness in readingtyaieal for students with
dyslexia and FL learning disabilities (Moilanen P80 12). Weaknesses of short-
term memory and difficulties in organising thougate also common. There may be
deficits in processing visual information, due tdieh it is difficult to identify
letters, letters seem to be moving, jumping, otdving places. It may be difficult to
stay on line and also lines can switch places. kigwn the text, moving from one
page to another and finding the right place aftepaase may be problematic.
(Moilanen 2002: 91.)

4.2.3.2  Suggested Solutions

As with other language skills, also in reading, blest way to improve one’s skills is
to practise as much as possible. However, if aestudeads the foreign language
very slowly and s/he has difficulties in identifgithe basic words, it is very difficult
for him/her to read the long and sometimes ratbergex texts in the course books.
Since the student needs to learn to identify basgabulary and sentence structures
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automatically and fluently in order for his/her de® skills to improve, it is
necessary to practise reading with easy texts first

Moilanen (2002: 96-98) suggests that students reitlding difficulties would
be given some extra texts that are easier and staightforward than the ones in
the course book to be read in the beginning. Thgsa texts should be appealing so
that students would genuinely get interested imirmpthem. Some instructions or
guestions about the plot could be included so shadents would feel that there is
some point in reading the text. Because these temtdd be extra work for the
students, it would be important to emphasise thatréading is not assessed in any
way. The teacher could, however, check that thes tese read by asking the student
to keep a reading diary (Moilanen 2002: 98), andrafer to keep him/her motivated,
the teacher could consider this extra work as s when giving the grade.

The teacher should also pay attention to the lagbtexts when s/he compiles
his/her own material. A white background shouldadveided because the contrast
between black and white often causes difficultiesdyslexic students (Moilanen
2000c: 12). Attention should also be paid to thet feize and type: the font size
should be at least 12 and the font type Arial ansmther basic font (italics should
be avoided). The layout of the text should be ¢liaes short, columns narrow and
line spacing adequate. It is also helpful to useedotext and make use of colours
and illustrations to break up the text. If a studeas the problem of letters jumping,
switching places or gluing together, the teacharldcsuggest reading through a
coloured transparency (Moilanen 2000c: 12). Follmyvihe line can also be made
easier by using a ruler or by cutting a hole inapgr and reading through the hole
(Moilanen 2000c: 12).

When a new text is introduced to students in ¢ldss studying should begin
by listening to the text (Paatela 2002a: 26). Cahension can also be aided by
reading the text aloud or listening to someone msd it (Moilanen 2000c: 12). As
the modern course books include CDs with the tedd on them, students should be
encouraged to listen to the texts while readingahe. Also creating a film of the
text, in other words imagining the text as picturean help in comprehension
(Moilanen 2000c: 12). After the reading, studerdas @lso make a summary or a
mind map of the text (M&kinen 2003: 13).

The texts that are read in upper secondary sdeoal to be quite long and

complex and teachers often find it necessary they tare translated into Finnish
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orally. Paatela (2002a: 26) proposes that it ist bes students with learning
disabilities that new texts are translated intonksh at home. There they are able to
concentrate on the task better and there is nopmegsure. However, it is important
that comprehension is checked afterwards and stside&rve an opportunity to ask
about the text if there was something unclear. &lgh many students find the
translation useful, it should be noted that traitglpa text word for word is not
always necessary. Students need to learn to redsl aso in other ways. In the
following subsections, a closer look is taken dtedent kinds of reading, lexical
inferring, structural awareness, and the differymes of reading comprehension

exercises typically used in upper secondary school.

Different Kinds of Reading

Students should be acquainted with different kioidseading strategies because also
in real life they are required to read for a varigtirposes. Pollock and Waller (1994
138) list four different types of reading which arged for different purposes: light
reading, skimming, scanning, and critical reading.

Light reading is reading for pleasure and so & ha time limits and it is not
necessary to recall everything that has been reatlotk and Waller 1994: 138).
Light reading is something that students with Farteng disabilities would probably
benefit from. Since they are often slow readers raag have bad prior experiences
with reading, they should be encouraged to readpfeasure, without any time
strings. Some texts in the course books could bésoead as light reading so that
students would see in practice how it is not alwagsessary to read for the purpose
of learning. It should also be emphasised that witeewling for pleasure, it is not
necessary to understand everything that is written.

Skimming is a process of just looking at selecpedts, perhaps chapter
headings, initial paragraphs, pictures, and diagréPollock and Waller 1994: 138).
Also skimming is an important skill to learn becausshelps students to notice how
much they know about the subject before actuabylireg the text. Before reading a
new text, students can try to guess what it is sabpuooking at the title and pictures,
and using their general knowledge of the subject.

Scanning is searching through a piece of textitapkor particular facts or
information (Pollock and Waller 1994: 138). Scamnis probably the most familiar
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type of reading to students because course bodks tfave exercises in which

students need to find certain facts in the textesehare naturally useful exercises
since they test students’ comprehension as theyeaggred to answer questions or
look for words or phrases.

Critical reading requires full comprehension amalgsis of what has been
read, and therefore students need to detect anersiadd the facts, opinions, and
inferences in the text (Pollock and Waller 199481 Zritical reading is something
that upper secondary school students certainly teéelarn. Critical reading could
be facilitated by giving students some questionstatements about the text and
asking them to express their own opinions and viewsexample in small-group
discussions. Pollock and Waller (1994: 138) poiat that before embarking on
critical reading, students should establish thatralskimming first, and decide the
purpose and direction they are following. It can fee example, a series of events,
connected ideas or contradictory opinions. Studembsild also ask themselves what
questions they can formulate in their minds thatdhanswering. They could find

answers to questions such as who, when, where, whgt and how.

Lexical Inferring

The ability to identify the meanings of words plags important role in reading
comprehension. It is useful to practise the inferof word meanings and word
classes and to encourage students to guess meavtiegsthey do not know a word
(Moilanen 2000c: 13). Lexical inferring can be prsed, for example, by
underlining a few unfamiliar words in a text andidg#nts’ task is to guess their
meanings from the context (Moilanen 2002: 100). #a&eher could also think aloud
and show students how the meaning of a word camfieered from the context
(Vaurio 1999: 21). Students should learn to tokemacertainty and accept the fact
that they can never know all the words. It coulsbabe useful to show how we use
the context to infer word meanings in our nativegiaage when we do not know
what a word means.

Also practising word formation and teaching studdrow to chop words into
smaller units in order to see their meaning aredgeays to develop students’ skills
in semantic inferring (Moilanen 2000c: 13). Instian in word formation is

particularly important for dyslexic students be@ausdue to their problems in
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phonological processing, they do not automaticedlg the invisible borders between

different parts of a word.

Structural Awareness

Problems in reading comprehension are often calgetifficult sentence structures
and therefore it is important to show students hlogy can find clues of where to
start taking difficult sentences into pieces (Moda 2000c: 13). Being able to
identify parts of speech and knowing the rules ofdworder are important in order to
understand sentences. For example, finding theesubnd predicate is a good way
to start unpacking a difficult sentence.

Identifying different word classes or parts of ege can be practised by
looking for them in a text. For example, studends de asked to find all the
adjectives or all the predicates in a text. Altéxedy, students can be given a text
from which some words are missing, and their tagk iadd words that fit to the gaps
(Moilanen 2002: 101).

Grammatical words (articles, prepositions, andtiglas), which are very
frequent in English, often pose difficulties forstigxic students. The teacher can help
students to understand the function and importafcggammatical words by leaving
them out of a text and asking students to findvaudt the text is about based on the
vocabulary words (nouns, verbs, adjectives, adyeM#hen students notice that
something is missing, they can be asked to consuthat it is that is missing and
how they could make the text easier to understantk use and function of
grammatical words in English can then be compacedhé use and function of
endings and other means of expression in Finnidbilgnen 2000c: 13.)

In addition to sentence structure, also text simgcis an issue that students
need to be made aware of. Usually texts are stedtso that they have three
different parts: the beginning, the actual treatimanthe subject, and the ending.
Also narrative texts have three parts: the begmmnwhich the background, events
and characters are introduced; the plot which tékestory forward; and finally the
ending which reveals the conclusion to the stotydé&nts could be asked to compare
different kinds of texts and find similarities adifferences between them (Moilanen
2002: 104). By directing students’ attention tottsiucture, the teacher can help

students to understand that there are some geméralhow texts are structured and
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that these rules may help students in both reactmgprehension and writing their
own texts. Other ways of guiding students to casrsidxt structure are, according to
Moilanen (2002: 104-105), summarising, coming ughwiatles for texts, forming

questions based on texts, organising text pamscolesive texts, displaying the plot
of a text in the form of a mind map, combining kb appropriate pictures, and

arranging the pictures of a comic strip in the tigtder and adding texts to them.

Reading Comprehension Exercises

Texts in course books are often followed by differéypes of exercises which
require the students to find certain facts or amswia the text. Also in the
matriculation examination, different types of reaglicomprehension tasks are used.
Below, there are some suggestions on the use et th#ferent types of reading
comprehension exercises.

Since dyslexic students often have difficultiesmoving in the text, multiple
choice questions cause problems for them and ildvoe better to use open-ended
questions (Moilanen 2000c: 13). However, since thatriculation examination
includes reading comprehension tests with multglieice questions, the students
should be given opportunities to familiarise thelwse with this type of exercise as
well.

Choosing the right alternative in multiple choigaeestions can be quite
challenging for students. It could be a good ideahow students explicitly how to
proceed with this type of task. The teacher codMs® students to begin by reading
the text in order to get a general view on thedapdeals with. Then, students could
be advised to read each question and alternatisezeancarefully, and reread the
paragraph that corresponds to each question. Tingdg also underline the parts that
seem to answer the questions. After this, it cdaddsuggested that students take
another look at the questions and alternative arsswed decide which ones are
definitely incorrect. Finally, students choose #meswer which corresponds most
closely with the wording or idea presented in #id.tThe teacher could ask students
to apply this step-by-step procedure to a textlass so that they really understand
how it is done in practice.

Like in listening comprehension, also in readimgmprehension, open-ended

questions, particularly when they are in the sttslerative language, are a good way
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to check whether the text has been understoodt{rsen 1999b: 12). Kristiansen
(1999b: 12) points out that open-ended questionesgecially useful when the
guestions are posed so that the answers to themtla core of the text. Also asking
students to think of their own questions abouttéx is a good way of making sure
that the students really understand what they @i€adtiansen 1994: 9).

Sometimes students could be asked to write a suynonadraw a mind map of
a text that they have read. In both cases, theestachre requires to use their own
words to present the main points of the text. Thesevities help the students to
understand the whole text and also to remembeddtaels related to the main idea.

4.2.4 Writing

4241 Core Problems

Many students with dyslexia and FL learning disdabg have difficulties in
producing written texts. Some students may evere liawveloped a phobia towards
writing or they feel that they have to concentratst on the structural aspects of
writing at the expense of creativity (Moilanen 20021). Writing may be very slow
and laborious, handwriting is messy and there mmtinuous uncertainty of the
correct spelling of words, the correct word chojcasd grammatical structures
(Moilanen 2002: 111). Students may have difficsltia organising their thoughts
and starting a writing task. Sentences are ovarhple or structurally erroneous
(there are too many words or words are missing],aord order is often incorrect
(Moilanen 2002: 111-112). Dyslexic students oftentevwords as they are
pronounced and their letters get mixed up or tktere are not distinguishable from
each other (Moilanen 2002: 112).

4.2.4.2  Suggested Solutions

Since students with FL learning disabilities ofteave negative experiences of
writing, it is important to encourage them to fitige joy of writing again. Students
should also be encouraged to read as much as |eossiigce inadequate reading
experience in the foreign language is reflectedmoming as weaknesses in using
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different sentence structures, the scarcity of,textd difficulties in organising
thoughts and texts (Moilanen 2002: 116).

In order for students to find writing an enjoyabbgperience, the teacher needs
to offer a lot of positive feedback and the oppwitiuto improve their writing based
on the feedback (Moilanen 2000c: 13). The writimggess can be made easier by
simply using topics that students are really irdeyé in, and students can also be
encouraged to write just for themselves without cengy correcting their writing
(Moilanen 2000c: 13).

It is also important to consider how the teacteslsl with the essays. Instead of
a red pencil, the teacher could make his/her mgskby a lead pencil and leave the
actual correction to the students (Moilanen 20Qdg: The time saved here could be
used to writing constructive feedback. Besides lsuggl the teacher should pay
attention to the originality, fluency, and consmtg of the writing, and also how the
individual student has developed in his/her writskgls (Moilanen 2000c: 14).

Organising Thoughts

Organising their thoughts is difficult for many dants: they do not know where to
begin and how to proceed (Moilanen 2000c: 13).de&lland Waller (1994: 135)

point out that many dyslexic students feel theyehbetter recall for diagrams and
pictures than for words. Therefore linear notes mai/be as effective for them as
mind maps when they are planning essays. In minuspthe main topic is written in

the centre of the page. Main themes are gathemdhdrthe main topic and a line is
drawn from the theme word to the topic. As eachrihes expanded, further lines
branch out. The points can further be linked anteganto a logical order for essays
with colours and numbers and possibly even withupés. (Pollock and Waller

1994: 135.)

Another way of easing the writing task is procesging. In process writing,
students first write a sketch or a plan for thesays, then they present their plans in
a group and get feedback and new ideas, and hftethiey proceed in writing their
essays (Moilanen 2000c: 14). Students can alsiviea @ chart where the necessary
parts of an essay (title, beginning, the actuatihag of the topic, ending) are listed,
perhaps with some more detailed questions, anegstsicare thus able check from
the chart that they have covered each part in thesay (Moilanen 2002: 130).
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Students can also be given grammar check listshwthiey go through before they
give their essays in (Moilanen 2000c: 14).

In addition to practising the actual writing preseit is helpful to read different
types of texts and discuss how the topic is dealthem and how the text is
structured (Moilanen 2004a: 12). This helps stusl@éatsee how different kinds of
texts could be written and what parts texts usubbye (Moilanen 2004a: 12).
Naturally also writing different types of texts anghying attention to the
requirements that the text type sets for the wgitelps students to become more
capable writers.

Expressing Thoughts

As well as organising thoughts, also expressingdhts causes problems for many
students. Therefore, it is a good idea to teactiesits how to elaborate their ideas,
find synonyms for words, and combine sentencesdiyguconjunctions (Moilanen
2000c: 14).

Students can be asked, for example, to elabdnate $entences by adding as
many parts of speech (such as manner, place, arma ddverbials) or by adding
adjectives and different kinds of descriptive amfoimation-enhancing phrases
(Moilanen 2002: 137). Also finding synonyms for werso that for example ten
words in the essay are underlined and replaced wgrd or phrase that means the
same thing (Moilanen 2002: 137-138).

The use of conjunctions can be practised by readirtext from which all
conjunctions have been left out (Moilanen 2002:)13udents are then asked to
consider how thoughts and sentences could be linkedach other, and their

suggestions are compared to the original, compéste

4.2.5 Vocabulary

4.25.1 Core Problems

Memorising and retrieving vocabulary items is oladling for all language learners

but it can be particularly difficult for dyslexi¢uslents because they often have poor

short-term memory skills and/or visual/auditory nogynproblems (Schneider and
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Crombie 2003: 50). Words that sound or look simifay get mixed, and identifying
words both in listening and reading may be diffi¢oilanen 2002: 193). Dyslexic
students also often have problems in word formataoa so they find it difficult to
take long words into meaningful pieces (Moilanef20193).

In learning English vocabulary, the differencevesn the written and spoken
form of words causes difficulties for students. detiats may get the written and
spoken forms mixed, or they are not able to conttesin to each other (a written
word is not understood before it is heard, or akepoword before it is seen in
writing) (Moilanen 2002: 196).

4.2.5.2  Suggested Solutions

Because of the different written and spoken forimSrglish words, it is important to
make sure that students have opportunities to ipeabibth forms. Therefore, it is
important to practise vocabulary in many differamtys: reading, writing, speaking,
and listening.

In order to learn new vocabulary items, new melm&hges need to be created
(Oxford 1990: 40). Ehrman (1996: 194) suggests tleat words should always be
studied in specific contexts since linking the woodhe context helps to remember
its meaning. Similar views have also been presebieddxford (1990: 40-41),
Kristiansen (1999c: 11), and Moilanen (2002: 20&)stiansen (1999c: 11) points
out that words that are learnt in isolation are abhached to the previously learnt
material and thus they are more difficult to remembn other words, the learner
needs to link new words into his/her existing imfiation structures. Only after
words have been practised in a context should breegtudied in isolation (Ehrman
1996: 194).

Also grouping words into meaningful categories uiseful. Making links
between words that are semantically close to e#loér as important since that way
the words are also easier to memorise and retlagefrom memory (Ehrman 1996:
195, Moilanen 2002: 203). It should also be noteat grouping is most effective
when the learner does it him/herself (Kristians@A9c: 12). This is because when
the student groups the words, s/he is forced tewqa® them and this naturally
increases the effect of learning (Kristiansen 199%). Groups can be arranged as

lists or in the form of a mind map. Particularly fosual learners, a labelled diagram
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or picture, or a layout of words that makes clés telationships between words
could be good ways to memorise words (McColl 2@): Groups can be based on
type of word (e.g. nouns), topic (e.g. words abfadatily), similarity (e.g. warm, hot,
tepid, tropical), dissimilarity or opposition (e.gsual/unusual), and so on (Oxford
1990: 40-41). Also word formation can be practisgd grouping words. As
dissimilarity and opposition is often expressedpogfixes (in-, im-, un-, dis-) in
English, they can be learnt when the root wor@asnt (Kristiansen 1999c: 12). Also
other frequent prefixes and suffixes could be usedxpand the group of related
words.

Vocabulary can also be memorised by using flaslscan which the students
have written English words on one side and themnish equivalents on the other
side. Since visual learners may find it easieramember words if they associate
them with visual images or pictures, these coulddaed to the cards (Ehrman 1996:
194). The cards can also be of different coloursoating to the word classes.
Students can then arrange the cards on piles faratit bases: the words of different
word classes can be put on different piles, oresttglcan put the cards on different
piles according to the level of how well they hawueceeded to memorise them. This
is particularly helpful for kinaesthetic learners they are able to handle the cards
and move them around.

Repetition is very important in memorising vocabyl Both visual and
kinaesthetic learners benefit from writing the womown many times and using
colours and boxes to stress difficult letters dtelestrings (Moilanen 2002: 199).
Auditory learners, on the other hand, benefit frloaving an opportunity to say the
words aloud. They could try recording vocabularstslithat they would like to
memorise and listen to them and repeat severakt{lerman 1996: 195). Students
could also try reading a word list or listeningsimmeone else read it while listening
to music (Moilanen 2002: 207).

Students with learning disabilities often haveeaato use words in concrete
situations in which they can imagine finding thelmes (Moilanen 2002: 202).
Therefore, different kinds of situations can be wated in which students are
required to use the new words. Moilanen (2002: 2Q®)gests that, for example,
vocabulary in politics could be practised by imaggna situation where the student
Is at the airport and is asked to act as an ird&pifor a Finnish group of ministers.
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Space vocabulary, on the other hand, could be ipealcby imagining a situation
where the student is inside a spacecraft (Moil&t82: 202).

Although all learning styles cannot be considaakdhe time in the classroom
setting, the teacher can provide opportunities ttments with different learning
styles to learn vocabulary by using as diverse @ses as possible. For example,
rehearsing vocabulary by playing Alias or Pictign@rovides an opportunity for
learners of different sensory preferences to egpesd feelings of success. In Alias,
one student explains a word and the others tryuesg what word s/he is talking
about. In Pictionary, a student tries to express word by drawing (and is not
allowed to speak) and the others try to guess wbad s/he is drawing.

Since kinaesthetic learners benefit from usingrtgn body in learning,
students could also be asked to perform the wdatsatre to be learnt to their partner
who tries to guess which word is in question (Moda 2002: 205). Also connecting
words written on pieces of paper to the objectpiotures of the objects that they
represent provides opportunities for kinaesthetarders to use their hands
(Moilanen 2002: 205). When memorising vocabularytsmie the classroom,
kinaesthetic students could also try writing thedgathey want to learn on a piece of
paper which they occasionally look over during dkwar some physical activity
(Moilanen 2002: 205).

For visual students, it could be useful to teabbnt to visualise words
(Hintikka and Strandén 1998: 122, Moilanen 20029-20). In visualisation, the
student is asked to think of a person or charatter likes. Then s/he is instructed to
observe where his/her eyes are directed when efneves the memory of this
person. This is the place where s/he stores tharpg of the things s/he sees. Then
the student is asked to write the word that s/hatsvéo learn down on a paper,
photograph the word with his/her eyes, and diresthbr eyes to the place where
his/lher memory storage is. Then s/he is asked agime that the person s/he chose is
showing him/her a note on which the word has bestten. Now s/he can look at
the word and try if s/he is able to spell it letbyr letter. At home, visual students
could also stick words on slips of paper aroundhbese on places where they can
see them. This way, the words are constantly ihntsigd students are able to check
the words many times a day.

Students could also find using the keyword methedful. The key word

method is based on the association between twoswdne learner associates the
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new foreign word with a similar word in his/her ivat language or some other
language (Moilanen 2002: 208). The learner can theate an image in his/her mind
or draw a picture in which both the concepts aes@nt (Moilanen 2002: 208).

It is important to explicitly teach students hosvuse different kinds of word
memorisation strategies. Moilanen (2002: 211) sstge¢hat the teacher would
introduce one strategy at a time to the studentstbey would use the strategy to
learn the words of the current chapter. Afterwattisre could be a discussion on
how well the strategy worked. Thus, students wdwde a chance to try each
strategy in practice and determine which works bmsthem.

4.2.6 Grammar

426.1 Core Problems

Difficulties in understanding grammatical concegtsl structures have been found to
be common for students with FL learning disabsiti@®owney and Snyder 2000:
84), and dyslexia (Moilanen 2000b). Since dyslatidents often have difficulties in
seeing patterns, finding rules, and understandosgract grammatical terms in their
native language, it is natural that they have simproblems in FL learning
(Moilanen 2000b: 8). Students may see grammar @ ae from the language: they
do not understand the use and function of gramadatides in real life situations and
it is also unclear to them how different rules larked to each other (Moilanen 2002:
149).

4.2.6.2  Suggested Solutions

To make the learning of grammatical structures namen-to-earth and motivating,
the teacher should consider a few things. Moila(002: 152) suggests that the
teacher should explain four things about each grafical issue: its function (why
and for what purposes the form, rule, or categenneeded), its position in the
language system (what links it has to other stnesi its use value (how important a
form, rule, or category are we talking about), @&sdapplication in communication
situations. By explaining these things to studetfis,teacher helps them to see the

structure as part of the language system in reahmanication situations and not just
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as a separate rule that they need to know in taenetudents need to know for
what purposes they are learning certain rules amat they are expected to do with
them. They need to know whether they are requicetiet able to produce these
structures or whether they just need to be abidentify them when they encounter
them in written text or speech.

The teacher could also consider the use of graibahaierms. As foreign
grammatical terms often cause problems for dyslstidents, grammar instruction
should not rely on the command of terms (Moilan6A2 156). However, since the
use of terms cannot be avoided entirely and knowhegn is vital for some students
when they are applying for further education, tents could be put forth for those
who are interested (Moilanen 2002: 156). In ordeaivtoid confusion, the FL teacher
could check that the terms that are used are the Haat the students have been used
to in their native language (Paatela 2002a: 26).

In the discussion about grammar training, a retukapproached issue is the
difference between deductive and inductive learnBesluctive learners like to go
from the general to specific whereas inductiveriess like to go from specific to
general (Felder and Henriques 1995: 26). Therefbeductive learners prefer
grammar to be taught by introducing the rules fastl then applying the rules to
examples. Inductive learners, on the other harefepto begin with the examples
and make up the rules based on the examples. Tianeseaypes of learners are
certainly a challenge for the language teacheresints impossible to use both the
approaches at the same time when facing the whas.cTherefore, it is probably
necessary that the teacher reaches a compromigedrethe approaches and tries to
use them varyingly in order to provide opportusitier both types of learners to
study grammar in the way they prefer. For exampleen a grammatical issue is
dealt on two lessons, on one lesson, the appraadi be deductive and on the other
inductive.

Grammar issues could be approached inductivelystudying language
samples and paying attention to certain forms ammb@aging students to make up
their own grammar rules (Ehrman 1996: 194, Moilar2@90b: 9). Afterwards
students could compare the rules that they haveddrto those in their grammars. A
deductive way to approach grammar would be to eitlyliteach students the rules or
ask students to study them by themselves. Afteornety familiar with the rules,
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students could be asked to practise the structyrdifferent types of exercises or
make up examples of the rule.

Many students benefit from an analytical appro&ctvhich the steps needed
for getting to the goal are made visible (Moilan2®00b: 9). This means that
grammatical structures need to be broken up taepieo that students can see all the
components of the structure and understand howdaeyorm this structure step by
step. Also making comparisons to correspondingciiras in the native language
can help students to understand the FL patterndgim 2000b: 9).

Students can also be helped to remember gramihaticectures by using
pictures, colours, boxes, charts, arrows (causeeffiedt), and mind maps (Moilanen
2000b: 8). Dyslexic students have been found teetitefrom the use of a colour-
coding system to simplify the retrieval of diffetegrammatical patterns (Schneider
and Crombie 2003: 54). For example, for senteneetsire patterns, each part of
speech in a specific role in the sentence can\mng specific colour. The teacher
introduces new grammar concepts explicitly by usihmysame colour-coding system
for each grammatical function in the sentence. &itg] on the other hand, can use
colour-coded cards on which different words fofet#nt sentences are written.

In order to remember a specific rule, students wemmorise an illustrative
example of the rule and refer to this example asael when they need to
remember the rule (Ehrman 1996: 194). Also usingativity, humour, and
imagination helps students to internalise gramrabigsues because they integrate
the right brain hemisphere which dyslexic studewnften use in processing and
structuring information (Moilanen 2000b: 8).

Since writing is often troublesome for dyslexiaddnts, it is good to practise
grammar also orally (Moilanen 2000b: 9). Luckiljpetbook publishers have also
understood this and course books include quite afl@xercises for oral grammar
training. Students can do oral exercises more thace and there are no ready
answers offered by the previous owner of the bddlltiple choice questions and
gap-filling tasks should be avoided because dyslsttidents often have difficulties
in moving in the text (jumping from one page otlito another) (Moilanen 2000b:
9). However, since these are test types that @@ insthe matriculation examination,
they cannot be fully ignored.

It is also important to give students time to @ the new grammatical issue

and thus dividing the practice to more than onedesis a good idea (Moilanen
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2000b: 9). Also using many different kinds of exses and letting the students
choose the ones that they find the most useful th@mselves provides more
opportunities to internalise the structure and sadcin completing the task. The
teacher should also consider alternative ways gqilagxng grammar rules. If

students do not understand a rule or structure aeften a long practice, the teacher

should think of a way to explain it in a differemay.

4.3 Examinations and Evaluation

The curriculum states that all the areas of langulegrning (listening, speaking,
reading, and writing) are to be taken into consitlen in assessment according to
the different stress given on each area on differeourses (ukion
opetussuunnitelman perusteZ103: 100). Testing students’ listening, readingd a
writing skills is, | presume, a standard procedurenost upper secondary schools
but when it comes to testing students’ speakintisskiractices are more varied. In
an inquiry conducted by SUKOL, less than half af L teachers reported that they
arranged oral tests (SUKOLIn kysely 1997). Teaché&ss had differing views on the
importance of oral tests: some saw that oral tgséimot practical since it requires so
much time and work from the teacher whereas otiversght that it is very important
to test students’ speaking skills (SUKOLin kyse897).

In upper secondary school, teachers’ views on teating are probably
influenced by the fact that students’ speakingskite not tested in the matriculation
examination. Students have an opportunity to takeip an optional oral test, which
does not, however, have an effect on their gradeammatriculation examination. It
was found in a study conducted by SUKOL that théioopl oral exams were
organised in 57 per cent of the upper secondargaistihat took part in the study
(Saarinen 2000: 10). It was also found that schdmlsot have equal opportunities
to organise them because the organisation of eséd tequires both time and money
and all schools do not have the same resourcegir{aa2000: 11). Students’
willingness to attend the oral exam also seemduktaffected by the fact that it has
no significance when they later apply for scho@adrinen 2000: 11). Teachers, in
turn, felt that they did not have the requiredrag to test and assess students’ oral
skills (Saarinen 2000: 11).
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It seems that in order to establish the positiooral exams in upper secondary
school, oral testing should be included in the roakation examination. Since it is
probable that oral tests become part of the maatiom examination in the near
future, it is important that teacher have the reguskills and knowledge on how to
prepare their students for the test (Myller 20049)2 Therefore training both in
teaching and assessing speaking skills should feeedfto FL teachers as soon as
possible.

Since the disfavour of oral tests is partly duerganisational problems, this is
something that needs to be settled. Arranging ame place for oral tests is rather
difficult in the quick pace of FL courses. In therent situation, it seems best that
instead of having students tested on each colmsg arre provided with opportunities
to practise oral expression in class and askedtesa each other’s performance as
Tuokko (1997: 19) suggests.

Although the focus in this study is on written msaand how to coach students
to prepare for them and be better test-takershéraaould also consider whether it
is possible to give up written tests altogether asskss students based on their work
during the course and perhaps by using portfoliesrtfolio work has many
advantages. In portfolio work, students have thgodpinity to deal with themes that
they find meaningful and interesting, which suppatitonomous learning and the
feeling of authenticity (V. Kohonen 2003: 11). Rolib work also promotes
students’ awareness of language learning by incrgatheir understanding of
themselves as learners and making the goals, ctenaed skills of studying more
concrete (Kohonen 2004b: 11). Portfolios are alscudhents of students’ language
skills and their progress (Kohonen 2004a: 9). Sipodfolio work is part of the
common European frame of reference for languages {sr example Kohonen
2004a), it is very likely to have a significant eéoin future language education.
Therefore, it is something that the FL teacher d¢aansider as an alternative to the
traditional exams.

Since written exams are probably still the mostnemn way of assessing
students’ FL skills in upper secondary schools, eraetailed suggestions are made
concerning them. Particular attention is paid tacpices that support students with
FL learning disabilities. Schneider and CrombieO&058) see that there are four
areas that need to be addressed to make succesgfubsults realistic for dyslexic

students. The teacher needs to provide explicttuogon of both test preparation
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strategies and test-taking strategies, s/he needelect test tasks carefully, and
provide appropriate test-taking modifications. Hinathe FL teacher needs to
consider how students are assessed and how s/les deedback on their
performance (Moilanen 2001b: 20).

4.3.1 Instruction of Test Preparation Strategies

Students with dyslexia and FL learning disabilitigpically have problems in

preparing for the examination (Moilanen 2001b: 18).students naturally benefit

from test preparation instruction but dyslexic swig are often doomed to fall
without this specific support (Schneider and CranmBDO03: 58). Schneider and
Crombie (2003: 58) see that the FL teacher canwvauetistudents to personally
experiment with different test preparation stragegand thus students learn to
evaluate which strategy works best for them. Actmgydo Schneider and Crombie
(2003: 58-64), test preparation strategies thaldcbe explicitly taught to students
include mnemonic devices, multisensory studyingneary information charts, and

time management and task organisation.

Different mnemonic devices and multisensory stogyihave been discussed
earlier when dealing with the different areas oiglaage study. If students are aware
of their learning style preferences and are taughtise many types of learning
strategies, they also have the tools they need wWienprepare for exams. Students
should also be pointed out that test preparatices dwmt mean that they only study
for the exam but that all the work that they hasaalon the course helps them in the
exam.

Since students with learning disabilities ofteruggle with time management
and task organisation, explicit instructions ongieg a record of exam preparation
time, types of strategies used and self-observatwintheir effect are essential
(Schneider and Crombie 2003: 63). Students oftéimate the time they need for
preparing for the test unrealistically: they mayt the preparation off to the last
minute or they may begin the preparation too e@gilanen 2001b: 18). Schneider
and Crombie (2003: 63) suggest that students woelldncouraged to keep track of
the time they spend on their FL studies, the grasethey use, and the effects of the
strategies by using record charts.
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Students could also be instructed in taking andamising their notes
(Moilanen 2001b: 19). For example, the themes @aeon a course can be
organised in a table of contents, a new theme av&igrts on a new page, and
different colours are used to distinguish differémds of information (Moilanen
2001b: 19). The FL teacher may also ask the stadertollect study information on
summary information charts (Schneider and Cromk@32 61). According to
Schneider and Crombie (2003: 61), these charts manused to summarise
pronunciation, spelling, and grammatical vocabularormation in simple and
personalised ways. Summary charts for pronunciadiot/or spelling can include,
for example, the topic, the rules in the studeatisn words, ways to remember the
rules, examples, and anything else that helps tidest to remember the rules.
Summary charts for grammatical information canudel the same categories but
additional colour-coding can be used in the example

Since learning disabled students often have ditfies in getting a general
view of the issues dealt on a course, it might &efhl if some revision tests during
the course were done in pairs or so that studeats allowed to use their course
books (Moilanen 2001b: 19). Students could alsgiben a chance to get acquainted
with sample exam papers (Pollock and Waller 19941-142). This kind of
arrangement could help the students to see whastsential and what they are
expected to know in the final test (Pollock and Mfal994: 142, Moilanen 2001b:
19). Students could also learn how much time theay afford to spend on each
question. Pollock and Waller (1994: 142) see thet tamiliarity can give students
confidence before they begin the actual exam. Meifa(2001b: 19) also suggests
that before the test, the FL teacher could givestneents check lists where all the
central themes and chapters, important page nupibating and revisory questions,

mind map tasks and suggestions for time manageweretgathered.

4.3.2 Instruction of Test-Taking Strategies

As well as test preparation strategies, also tdgty) strategies are particularly
important to dyslexic students (Schneider and Cren2003: 64). If they are not
provided with test-taking strategy instruction, léysc students will probably not be
able to be successful despite having invested afltitne in preparing for the test
(Schneider and Crombie 2003: 67).
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In general, the FL teacher is able to help théedys students by providing the
task instructions in the native language insteathefforeign language (Schneider
and Crombie 2003: 71). Also providing the instrans orally and going through the
test together at the beginning of the test sitmatitay help dyslexic students to
complete the tasks more successfully (Moilanen B0Q®). Schneider and Crombie
(2003: 65) see that it is important to explain la¢ beginning of each test that
students can ask questions if they do not undetstaest task. According to Pollock
and Waller (1994: 141), students should also béaegd that the questions in a test
can be answered in any order. It is a good idestaxi with the tasks that one feels
that they know best because it often helps to relad gives more confidence
(Pollock and Waller 1994: 141, Schneider and Crem®003: 66). In reading
comprehension tasks where the text and the ques#io: on different pages, it is
good to advise students to separate the pagesisthély can be viewed side by side
(Moilanen 2001b: 19-20). This helps in keepingkratthe text and it also reduces
the workload of the short-term memory (Moilanen 28019).

The teacher should also instruct students on lmwanalyse the test tasks
instead of rushing to answer questions in a pania&iiion (Schneider and Crombie
2003: 65). Dyslexic students often find it difficwb estimate how much time each
task in the test takes, and they may also feeloaisxabout the time running out
(Moilanen 2001b: 18). Before writing their answargrammar tasks, students could
be advised to write down the rules that are needéte task (Moilanen 2000b: 9). In
this way, they do not have to think about the ried each point in the test at the
same time: they can write down what they first tfituand then change their
answers according to the rule (Moilanen 2000b: 9).

Once the FL teacher has identified the typessifteesks that will appear in the
examination, s/he may provide explicit preparastmategies specific to the test tasks
(Schneider and Crombie 2003: 66). For multiple cbar matching tasks, Schneider
and Crombie (2003: 67) suggest that the strategyirsf eliminating what is
definitely not the right answer may not work forstBxic students. Instead, students
can be shown how to look for keywords to identifie tcorrect responses in such
tasks. In gap-filling tasks, Schneider and Cron{R@03: 67) propose that choices
should be provided below or above the gap to dieedyslexic students at least some
chance of success. This makes it far easier fostheents to fill in the gap since

they do not have to jump from one place to anotheread the choices. Students
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should also be aware of the types and sequencdsnéing steps that need to be

used to find the correct answer to fill the gapsr Bhort sentence responses,
Schneider and Crombie (2003: 67) suggest that thee&cher shows how students

can use text organisation strategies in the tasatgdn. Students can be encouraged
to use colour markers to identify essential paftssentences and text parts as
practised in class.

It is also a good idea to discuss the issue ofaesiety in class. Students can
be encouraged to try different kinds of breathimgl aelaxation techniques and to
learn self-motivating mantras (Schneider and Crem®003: 68). Also allowing
students to approach the FL teacher during thartagtremove many anxiety factors
(Schneider and Crombie 2003: 68).

4.3.3 Selection of Test Tasks

When selecting the test tasks, it is importantieetinto account what kinds of tasks
the students are familiar with. When the task tygesfamiliar to the students, they
are more likely to be able to show their knowledfjee teacher could also think if it
is possible to include alternative task forms ie #xamination (Moilanen 2001b:
20). Then students could choose the tasks thamast suitable for their personal
strengths and perhaps avoid tasks that causeuttigis for them (Moilanen 2001b:
20). Teachers should also pay attention to theappee of the test paper: clear font
type, sufficient font size and line spacing, aneacllayout are important (Moilanen
2001b: 19). Also the colour of the paper could tme other than white because the
contrast between black and white often createslgmb in identifying letters for
dyslexic students (Moilanen 2001b: 19).

Gap-filling tasks should be avoided because legrmiisabled students often
find them very frustrating. Since they usually rblavily on context clues, dyslexic
students are reduced to making wild guesses rdtfar being able to provide
knowledge-based answers. Also matching activitiemy e difficult for some
dyslexic students because of their poor visual ggt@l short-term memory. Since
writing tasks demand high concentration on contegslexic students are often
forced to do them at the cost of correct spelling aentence structure, and also
appropriate word choice. Therefore the FL teacheukl consider to what extent to

count dyslexic students’ errors in comparison terail text structure and content.



105

On the other hand, dyslexic students benefit frdme tuse of pictures and
opportunities to express their linguistic knowledgealternative ways, including

their native language if necessary. (SchneiderGnodnbie 2003: 69.)

4.3.4 Test-Taking Modifications

The most essential accommodation, also used im#tgculation examination, is to

provide dyslexic students with extended time to plete the test. For dyslexic

students who process language tasks considerabigisthan non-dyslexic learners,
this accommodation provides an opportunity to destrate their actual knowledge

(Schneider and Crombie 2003: 71-72) but it shousb de provided to other

students (Moilanen 2001b: 19). The fear of runndng of time increases anxiety,

frustration, and mistakes made in rushing throunghtasks (Schneider and Crombie
2003: 72).

If a student finds it helpful and it is possibtearrange in practice, the student
could be provided with the opportunity to complete test in a separate, quiet room.
If this is not possible, the student could be pied with a separate section of the
classroom, for example by turning a desk to a aledrin the back of the classroom.
(Schneider and Crombie 2003: 72.)

Many students find it calming and also stimulatihthey can take a break to
eat or drink during the test. It has been found thater facilitates the electrical
conductivity between the brain and the sense or{sees for example Dennison and
Dennison 2001: 54-55). Water activates the braimé&ke the memorisation and
retrieval process more effective and improves cotragon and reduces stress. Thus
providing paper cups and a water jug is a good (Mealanen 2001b: 20). It has also
been suggested that eating may improve the comtiemtr of some students
(Prashnig 1997: 45, Hintikka and Strandén 1998: 98grefore, the teacher could
very well allow students to bring snacks and beyesao the classroom.

The teacher could also consider the possibilityusihg take-home exams,
which would make possible for the students to pgedbe tasks at their own speed
and in peace and quiet (Schneider and Crombie 20@3: It could also be
considered whether it is possible to take the eaeatly or at least fill in the gaps in
the written exam orally (Moilanen 2002: 251). Fimglithe time and place may be

problematic, but if the school has dictating maekint could be possible to arrange
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oral tests. An opportunity to use the computer ampleting the test could also
benefit some students (Moilanen 2001b: 20, Schneidé Crombie 2003: 72).

4.3.5 Assessment and Feedback

After the testing situation, the teacher needsdoide how to assess the work of
different students. In matriculation examinatiogisléxic students can have a better
grade than they would otherwise be entitled to beeaof their learning disability
(Ylioppilastutkinto: Luku- ja kirjoitushairidiset kelaa). However, students face a
great number of exams before the matriculation éxation, and thus the teacher
should consider how s/he takes dyslexic studends aiher students with similar
problems into account in the assessment in reggtams. The teacher needs to
decide how s/he reacts to spelling errors madeybiexlic students and what kind of
weight s/he puts on communicative aspects (Moil&Gf2: 250).

Since assessment is far from exact science, o istles can be given on how
to take students’ learning disabilities into acdoudne way of taking disabled
students into consideration is suggested by Moilg2802: 251), who proposes that
the teacher could mark the words that have beettewrincorrectly and the student
would then be asked to correct these words in daderceive the points. This would
probably decrease the possibility that other sttederould feel that they are in an
unequal position (Moilanen 2002: 251).

In order for tests to be useful to the studenisiire learning, it is important
that students understand the teacher’s markingstladasis for the assessment
(Moilanen 2001b: 20). Errors should be explainedl @he causes for a poor
achievement in a test should also be discussedldMm 2001b: 20). This may be
problematic if the exam is at the end of the cofcsging an exam week) and the
teacher does not continue with the same studertseifiollowing period. Thus the
teacher should be prepared to give individual feelbwvhen s/he hands the exam
papers to the individual students during breakswvbenever s/he has the time.
Especially those students who have not passedkdra and have to do it again need
advice on what to do differently and on what to@mirate when they study for the
resit.

Moilanen (2001b: 20) also suggests that studdmisld have an opportunity to

do the test or a version of it again with the tesobr at home so that they would
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notice their weaknesses. | have also found thifuligeth students who have failed
the first exam and have asked for additional irtsitom before they attend the resit.
By taking a closer look at each task and discussitiyg the student or students what
the steps are which need to be taken in order ¢aéeewvhat the right answer is,
students can be helped to see the thinking pragess is needed for the completion
of each task. Many students have the problem aefgoiio hasty. They do not stop to
think what they are going to write in the testythast write down the first thing that
comes to their mind. Therefore it is important tophasise the need for certain steps
before answering.

Besides pointing out the errors that the studastrhade, it is also important to
indicate the tasks that s/he has done well. Byngivncouraging feedback and
emphasising the student’'s strengths, the teachergtoee him/her hope, which is
always needed for success. Students should alsgivem a chance to assess
themselves and ponder on the reason why they suedew failed and how they see

that their FL learning has progressed (Moilanenl®0@0).
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5 DISCUSSION

The purpose of this study was to provide a thezmkframework as well as practical
suggestions for FL teachers in Finnish upper semgnsichools on foreign language
learning disabilities by reviewing current literegduln order to do this, a large body
of literature had to be studied and relevant infaron was gathered, evaluated, and
finally put together to create a whole that wouléemnthe needs of FL teachers.
Using Gardner and Maclintyre’s (1993) socio-educetionodel of second-language
learning as a framework for discussing FL learniligpbilities was something that
has not, at least to my knowledge, been done hefith the help of the model, it
was possible to consider the various factors tpatate in the process of FL learning
and their influence on one another. Since the cermgbcial nature of FL learning is
accounted in the model, it was possible to presenbmprehensive view on the
disabilities as they are experienced by students.

It has been claimed (see for example P. Kohon®3:289) that there is a gap
between theory and practice when it comes to legrdisabilities: there is a lot of
research but it is often of little value in praetisince the implications for teaching
practices are not made clear. Therefore there skémmbe a need for a study that
would put the major findings of current researcto ia form that is meaningful for
teachers and applicable in the classroom. Previegsarch has usually focussed on
beginner language learners in special educatiotingstand problems of upper
secondary school students have received far lesmtian. However, learning
disabilities are very much present also in uppeosdary school and teachers need
to be able to provide support for students whohareng difficulties. Therefore there
was clearly a need for information on the probleéha older students are having in
their language learning.

As it was pointed out earlier in this study, teaxctraining has not been very
successful in educating future language teacheositatiifferent kinds of learning
disabilities. As Kaikkonen (2004: 114) found in kisidy, future language teachers
feel that they do not have the necessary knowledgieskills to work with students
who have learning disabilities. This is certainlpnm®thing that needs to be
acknowledged when developing teacher training pmognes since it cannot be

assumed that new teachers learn about learningilities in practice or that they
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attend additional courses and seminars after theiduation in order to become
proficient teachers. In this respect, there alsnsal to be a need for information
aimed at language teachers about learning disabilit

Although this study did not produce new informatias such, it gathered the
present knowledge of FL learning disabilities iregrlace in a form that is relevant
for teachers. Since the topic is quite extensivejais not possible to dig very deep
into each area that was dealt with. On the othedhia was possible to cover all the
areas of language study, which is important froenghint of view of the teachers for
whom the study is intended. | also see that revighikis type are important in order
to get a good picture on what is going on in aaerarea of research. They also
make it easier to detect the gaps in researchrarsdgromote further studies on areas
that have not been covered yet. It is also importameview research for practical
purposes because in that way the scientific theaaied study results are brought
closer to real life and it is possible to see wta value of research really is in
practice.

The identification of students with FL learningalbilities is an issue that was
not addressed to a sufficient extent in this stuidyis is because the identification
process is so wide an issue that it would requstudy of its own to be dealt with in
detail. In this study, the focus was more on acKedging students’ different
learning profiles and on ways by which the FL temacis able to take these
differences into account in instruction. The usendérviews and questionnaires as
tools for both collecting information about the dgats and increasing their
motivation and involvement in FL studies was recanded.

However, it should be noted that there is probablyeed for administering
specific tests to scan students who are dyslexdéoarmave FL learning disabilities.
The problem for long was that there were no tegsslable that would have been
applicable in upper secondary school. However, need for a test has been
answered by Holopainen et al. (2004) who have dpesel a test for identifying
dyslexic students who are over fifteen years olecdise of the novelty of the test,
there is not yet information on its usefulness amether it is really used in upper
secondary schools.

Although a lot of research is carried out on Flarteng and learning
disabilities, there are still areas that have remrbstudied. In the future, it would be

important to study the mechanisms of dyslexia ao It is possible that in some
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cases it affects the coding of one language butanother. This type of research
could also give insights into the role of dyslexia-L learning disabilities. It would
be important to develop tests with which studeptdd be tested for dyslexia also in
languages other than their native language. Antbeent, there are only tests with
which students can be tested in their native laggu@nd only one of them is
applicable in upper secondary school), and studehtse dyslexia appears in some
other language are not diagnosed. Since standdrtéises that could be used to test
students in foreign languages do not exist, stidehbse dyslexia appears only in a
foreign language do not get the accommodationsdtiesr dyslexics are entitled to
in the matriculation examination. Some suggestionshe kind of testing that could
be used for students in foreign languages canu&fon Moilanen (2004b).

However, | do not see that the biggest challemgeheé future is to do more
research on dyslexia and learning disabilities toutlo research which has clear
potential of making difference for the lives of démts and teachers dealing with
these problems. Therefore studies conducted ifrtthelassroom would also be very
welcome. | also see that it would be important tesiion the meaningfulness of
diagnosing students as disabled and investigateirtfigence of teaching and
studying practices on the learning outcomes of ekysl students. Perhaps more
important than identifying students as disabledhet all the students are seen as
individuals with their strengths and weaknessestslas such are of no value: one
must know what to do with the information that istaned by them. Therefore
teachers and students need to able to identifgreifit learning styles, use different
types of learning strategies, and strive for figdiheir own personal approaches and
motives for studying languages.

What would it require from an upper secondary stho be a good place for
students with dyslexia or foreign language disaedl? The most important thing is
probably that learning disabilities are recognisedhe school. The whole staff
should be aware of the disabilities, not just thachers who are most often faced
with them. Sharing the responsibility promotes tesgminit and makes the difficulties
an issue for the whole school, not just for onénar teachers. Moilanen (2004b: 10)
suggests that it would be good if there was a dllaxee period at the beginning of
studies during which teachers monitored their sttgl@and paid attention to their
progress, studying techniques and learning disigsiliAfter the surveillance period

the teachers could hold a meeting in which theyld/gather their observations and



111

decide on further procedures such as directingesiisdo a special education teacher
and testing, measures of support and contactingngarThis kind of cooperation is
important since it is frustrating if a teacher &tlalone with his/her suspicions.
Therefore cooperation at least between languaghées and student counsellors is
essential. At the same time, teachers should remethhat learning disabilities are
not manifested in the same way in every subjecstudent can do well in some
subjects and have major difficulties in others.

There are special courses for students who haraitg disabilities in some
upper secondary schools. In practice, this usuatans that there is one course of
this kind at the beginning of the studies. This nigturally a very welcome
improvement. However, arranging these kinds of sesirequires sharing knowledge
and cooperation between the teachers. The studértsare admitted and the issues
that are dealt with should be decided in coopemnagmthat every teacher is aware of
the contents of the course. Teachers should alsofbened of the effects of the
course on each student’s learning. If major disdegsewere made concerning the
learning of individual students, these would alsoiaportant pieces of information
to the teachers who were not present on the colilexefore some kind of closing
discussion for the staff would be in place.

It should also be kept in mind that teachers adividuals as well. They too
have their individual learning style preferencescmaturally have an influence on
their teaching habits to some extent. For examplaay be difficult for a strongly
visual teacher to understand how some studentsotidearn by visual cues but
instead prefer the auditory channel. Therefore, tdaeher needs to acknowledge
his/her biased view on learning and learn how tarmee broad-minded. Probably
the best way to promote his/her understanding &eréint learning styles and
strategies is discussing them with students artthgatew ideas from them. In other
words, the students who learn differently from th&cher can be used as informants
on the useful strategies they have come up withhdiuld also be remembered that
students who have a long history of learning digads have probably developed
good ways of coping. This knowledge should not berlooked but instead it should
be used in class as a source of insight both fotdéhcher and other students. It is a
good idea to give students an opportunity to shiae& experiences and ways to

make learning easier in class.
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What the present study showed is that a lot afistuare conducted concerning
FL learning and learning disabilities but that thi@rmation is scattered and needs to
be made more available to the teachers who haveather of making the changes in
the classroom. It was also argued that the diffiesil upper secondary school
students have in learning foreign languages mayltré®m many different aspects
of the learning situation as well as the studepessonal characteristics. As the
iceberg theory (McColl et al. 1996: 3C: 3), whichsadiscussed earlier in this study,
suggests, the students with learning disabilitresjast the tip of an iceberg. The so-
called average students can all the same haveepnsbh their FL studies but their
problems are just not so visible to the teacher.

Hopefully the study acts as an incentive which esathe reader think about
his/her own teaching practices and how they coeldiéveloped to serve the needs
of different types of learners better. The besutsahs to the problems encountered
in FL learning are probably the ones discoverectttogy with students in class. It
should also be remembered that learning a foresgpnguage is characteristically
challenging and contains no shortcuts. It is a lgmbthat will probably never be

solved.
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APPENDIXES

Appendix 1. Language Learning Histories
Adapted from ideas in Oxford and Green (1996)

You have studied English for many years now and koaw quite a lot about

yourself as a language learner. You have also expmyd what it is like to study

with different teachers and groups. You have prbbalad both good and not so

good experiences in studying English. Now it isdito look back and think about

your past experiences in learning English.

1. Look at the questions below and take a few mintdesonsider how you would

answer these questions.

- Describe yourself as a language learner: what ane strong points and weak

points?
- What has been the best experience that you havevhad you have studied
English (in a classroom or elsewhere)?
- What has been a really bad experience?

- Describe the best language teacher that you hale ha

- Have you ever felt that the teacher’s teachingestides not suit your learning

style? If you have felt so, how have you coped?

- Have you felt that some areas of language learfspgaking, listening, reading,

writing, vocabulary, grammar) have been focussedntoich or too little in the
past? If you have felt so, how would you have clegnipe lessons?

2. Form a group of three or four students and talkuabmur language learning

experiences with the help of the questions.

3. Write a short essay in which you describe your pagieriences in learning

English. Try to give answers to the questions aboy®ur essay.
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Appendix 2: Personal Study Goals: Course 1

Name:

1. In what kinds of situations do you need your Ergskills at the moment?

2. What about in the future? In what kinds of situasi@o you think you will need
English?

3. What is your goal in studying English in upper setary school?

4. What aspects of your English skills do you aim rngpiove on this particular
course? (For example, speaking, listening, readwmgting, vocabulary, or

grammar.)

5. How do you aim to achieve your goals?

6. Can you think of ways with which the teacher cobklp you to meet your

goals?
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Appendix 3: Personal Study Goals: Courses 2—-8

Name:

Look back at the previous course.

1. What goals did you set for yourself at the begigronthe previous course?

2. What did you do to meet the goals that you seyéarself?

3. Could you have done something different in orddsdanore successful?

4. Do you feel that you managed to meet your goals?

5. How did your English skills improve?

6. What did you learn about yourself as a languagméa
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7. What did you like on the previous course? Whatdasére useful?

8. What didn’t you like? What tasks weren't useful?

Now, think about the course that is beginning.

9. What aspects of your English skills do you aim ngoiove on this particular
course? (For example, speaking, listening, readwmgting, vocabulary, or

grammar.)

10. How do you aim to achieve your goals?

11. Can you think of ways with which the teacher cobklp you to meet your

goals?

12. Write down if you have any wishes concerning they wee will work in this

course.
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Appendix 4: Learning Style Survey

Adapted from Cohen et al.’s Learning Style Survey

For each item, circle your response:

0 = Never

1 = Rarely

2 = Sometimes
3 = Often

4 = Always

Part 1: HOW | USE MY PHYSICAL SENSES

1. | remember something better if | write it down. 01234
2. | take detailed notes during lectures. 01234
3. When | listen, | visualise pictures, numbersywords in my head. 01234
4. | prefer to learn with TV or video rather thather media. 01234
5. l use colour-coding to help me as I learn. 0312
6. | need written directions for tasks. 01234
7. 1 have to look at people to understand what sy 01234
8. I understand lessons better when teachers anitbe board. 01234
9. Charts, diagrams, and maps help me understaatisemeone

says. 01234
10. I remember peoples’ faces but not their names. 01234

A —Total

11. I remember things better if | discuss them simeone. 01234
12. | prefer to learn by listening to a lectureheatthan reading. 01234
13. I need oral directions for a task. 01234
14. Background sound helps me think. 01234
15. 1 like to listen to music when | study. 0123

16. | can understand what people say even whennatasee them. 01234

17. 1 remember peoples’ names but not their faces. 01234
18. | easily remember jokes that | hear. 01234
19. | can identify people by their voices (e.g.tlba phone). 01234

20. When | turn on the TV, | listen to the soundrentlhan | watch
the screen. 01234
B — Total




131

21. I'd rather start to do things, rather than ptgntion to

directions. 01234
22. | need frequent breaks when | study. 01234
23. | need to eat something when | read or study. 12B4

24. If | have a choice between sitting and standidgather stand. 012 34
25. | get nervous when | sit still too long. 032

26. | think better when | move around (e.g., pa@n¢ppping

my feet). 01234
27. | play with or bite on my pens during lessons. 01234
28. Manipulating objects helps me to remember sbateone

says. 01234
29. I move my hands when | speak. 01234
30. | draw lots of pictures in my notebook duriegdons. 01234

C — Total

Part 2: HOW | EXPOSE MYSELF TO LEARNING SITUATIONS

1. I learn better when | study with others thamiyself. 01234
2. 1 meet new people easily by jumping into thevawgeation. 01234
3. | learn better in the classroom than with agevutor. 01234
4. It is easy for me to approach strangers. 0x23
5. Interacting with lots of people gives me energy. 01234
6. | experience things first and then try to untiard them. 01234
A — Total

7. 1 am energised by the inner world (what I'm &ing inside). 01234
8. | prefer individual or one-on-one games andvis. 01234
9. | have a few interests, and | concentrate deaplthem. 01234
10. After working in a large group, | am exhausted. 01234
11. When | am in a large group, | tend to keemsidand listen. 01234
12. I want to understand something well beforg Ittr 01234

B — Total
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Understanding your totals

1. Once you have totalled your points, write the rissil the blanks below.

2. Circle the higher number in each part (if they @oese, circle both).

3. Read about your learning styles starting below.

Part 1: Part 2:

A Visual A Extraverted
B___ Auditory B ___ Introverted
C ___ Kinaesthetic

Part 1: HOW | USE MY PHYSICAL SENSES

If you prefer two or all three of these senses, (yeur totals for the categories are
within five points or so), you are likely to be xible enough to enjoy a wide
variety of activities in the language classroom.

If you came out as more visual than auditory, ye&ly more on the sense of sight,
and you learn best through visual means (bookgovidharts, pictures).

If you are more auditory in preference, you préigening and speaking activities
(discussions, lectures, audio tapes, role-plays).

If you have a kinaesthetic style preference, youelie from doing projects,
working with objects, and moving around (games)dag models, conducting

experiments).

Part 2: HOW | EXPOSE MYSELF TO LEARNING SITUATIONS

If you have high scores on both parts, you are @bieork effectively with others
as well as by yourself.

If you came out more extraverted, you probably yrgowide range of social,
interactive learning tasks (games, conversatioissudsions, debates, role-plays,
simulations).

If you came out more introverted, you probably likedo more independent work
(studying or reading by yourself or learning wittc@mputer) or enjoy working

with one other person you know well.
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Appendix 5: Brain Hemisphere Dominance and Learning
Adapted from Hannaford (2003a: 16, 109-111)

Read the following descriptions and determine wipcbfile fits you better. Then

read the hints given for your learner type.

Left, logical hemisphere

information processing from parts to
whole

parts of language

grammar and meanings of words
letters, spelling

numbers

techniques (in sports, music, or arts)
analysis, logic

attention to differences

controls feelings

language-centred

planned, systematic

future-oriented

aware of time

structure-centred

in stressful situations, strives even
more

Hints for logical learners

brainstorm

draw mind maps using pictures and
symbols instead of writing lists

pay attention to your instincts and
trust your intuition

become aware of your feelings and
express them

be physically active

learn to accept and tolerate
ambiguity

practice saying things in new ways
speak slower and with fewer words

Right, relational hemisphere

information processing from whole
to parts

understanding of language
images, emotions, meaning
rhythm, dialects

estimates, application

continuity, movement

intuition

attention to similarities

feels freely

prefers drawing and doing by hands
spontaneous, flexible
present-oriented

less aware of time

people-centred

in stressful situations, is unable to
reason

Hints for relational learners

make lists

put things in the order of importance
pay attention to details

practice time management

force yourself to finish things you
have started

divide broad concepts into smaller
parts

draw pictures and mind maps to
figure out links between concepts
learn things by heart using different
kings of memorising strategies



