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Preface

It is an unquestionable fact that literacy skills play a paramount role in
designing and organizing educational systems as well as in peoples’ private
and professional lives. What is more, recent advances in information and
communication technologies and the increasing access to the internet have
confirmed the significance of literacy in today’s world. It is important then that
educationists not only introduce children into the world of the written word, but
also support all the learners in enhancing their literacy skills during the entire
education period. Hence a wide implementation of literacy skills concerns primary,
secondary and tertiary education, as well as a diversity of educational settings, be
it monolingual, bilingual, or multilingual natural social contexts, or foreign and
additional languages taught in instructed classroom settings.

With the rise of new literacy theories, the understanding of the concept of
reading and writingliteracies has undergone considerable evolution. When defined
broadly, literacy skills are now perceived not only solely as the skills of reading
and writing but also the accompanying oral skills indispensable for creating and
comprehending the meaning of a diversity of text types, print or multimodal/
digital ones. The operations underlying reading and writing comprise both low-
level processes of decoding, word identification, parsing and semantic proposition
forming and higher-order processes that ensure construction of text meaning by
integrating it with readers’ background knowledge. Of great significance is also
the interplay of a number of reader/writer and text variables, with a special role
played by cognitive, sociocultural, and motivational processes.

The articles included in the current volume, written in English, Polish and
Russian, concern a range of reading and writing issues found important from the
point of view of primary, secondary and tertiary levels of education. They also refer
to different instructional language-related situations, namely teaching English as
a foreign language, Polish as a native language, and Russian taught as a native or
foreign language. While some authors present theoretical considerations, findings
of research and their implications, some others focus on recommendable practices
for reading or writing related instruction.

The volume opens with the chapter by Ewa Fiutka who deals with the issue
of writing instruction at the academic level. The author discusses the results
of a survey which aimed at assessing the participants’ (English Philology
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students) knowledge about the précis writing skill as well as their awareness of
its importance for their studies and future career. A group of English Philology
students was also involved in the study carried out by Cezary Michonski. He set
out to investigate the students’ literacy levels as well as the extent to which the
studies they pursued might have influenced their literary and cultural preferences.
Daniel Sawczuk and Anna Sawczuk describe teaching practices implemented with
an Asperger primary school boy. They give a detailed account of activities aimed at
developing his self-expression in written English as a foreign language as part of
his home-based instruction. The issue of the development of text reading fluency
in English among Polish primary EFL learners is raised by Barbara Struk. In order
to trace changes in the development of reading fluency of six first graders she
compared the results of four spaced measurements of word recognition accuracy,
reading rate and oral reading prosody. Another empirical study, reported by Jacek
Szmalec, takes up the problem of developmental coordination disorder (DCD) and
hand therapy needed by children learning to write diagnosed with graphomotor
deficits. A six-month therapy conducted by the researcher proved effective for
thirty Polish first graders in improving their gross and fine motor coordination.
In contrast, the issue addressed by Emilia Wegrzyn concerns teaching Polish to
lower secondary learners. The author stresses the role critical reading can play in
developing learners’ regional awareness. Her ideas are exemplified with a scenario
for a sequence of lessons which can contribute to the development of teenagers’
knowledge of the region live in and their social self.

The first chapter in Russian, written by Maryia Zhyhalava, explores the concept
of the so-called “inductive reading”. The author claims that the first stage which
is stimulating tertiary students’ interest in reading literature is to be followed by
analyzing some literary works. The improvement of literacy skills is linked with
the development of students’ spiritual and moral potential, as well as their demand
for autonomy. Larisa Kobylyanskaya looks at foreign language instruction in the
context of reformed vocational education in Moldova. She emphasizes the need
for teaching the main components of vocabulary knowledge in connection with
text comprehension. Developing reading competence and culture of reading of
a young generation in Russia is the main topic brought up by Zhanna Kritarova.
The author expresses an opinion that overcoming the problems of a multiethnic
secondary school requires a proper selection of reading materials, the analysis of
texts of artistic value, as well as an adequate pedagogy. Drawing on her experience
in a theatrical school, Maryia Ossovskaya describes the benefits of practising the
rhythm of Russian words before spoken language is taught. She finds practical
orthoepy helpful in learning correct pronunciation and eliminating pronunciation
errors.

Elena Statkevich describes a study in which she asked secondary school
learners to enumerate phenomena, objects, activities and events of esthetic nature
that impact their internal world and moral motivation. She found out that reading
literary texts enriching the learners’ internal world and moral choices were
mentioned at the third place and the most frequent responses concerned music,
followed by detective, adventure and romance films. Elzbieta Struczyk-Doluk and
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Urszula Szalast-Bytys are the authors of two chapters. In the first chapter they
argue for the value of reading authentic texts, apart from coursebook materials, for
developing foreign language communicative skills. They also underscore the role
played by reading for pleasure. Their second chapter provides an analysis of major
problems philology students face in developing reading skills and communicative
competence and mentions some techniques helpful in overcoming them. Julia
Chodynyuk discusses types of reading and stages of working with reading texts in
educational contexts. She emphasizes the use of new technologies.

This volume is intended for educationists and L1/L2 classroom teachers
interested in developing and implementing literacy skills at different stages of the
schooling system so as to satisfy primary, secondary and tertiary learners needs
and curricular environments.

Halina Chodkiewicz






Wstep

Nie ulega watpliwosci, Ze umiejetno$ci czytania i pisania odgrywaja
pierwszorzedna role w projektowaniu i organizowaniu systeméw edukacyjnych,
a takze w zyciu prywatnym i zawodowym ludzi. Co wiecej, ostatnie postepy
w dziedzinie technologii informacyjnych i komunikacyjnych oraz rosnacy
dostep do Internetu potwierdzity duze znaczenie umiejetnosci czytania i pisania
w dzisiejszym $wiecie. WazZne jest zatem, aby pedagodzy nie tylko wprowadzali
dzieci w $wiat stowa pisanego, ale réwniez wspierali wszystkich uczacych sie
w rozwijaniu ich umiejetnosci czytania i pisania przez caty okres nauki. Stad
ksztalcenie i wykorzystywanie umiejetnosci czytania i pisania dotyczy edukacji
na poziomie podstawowym, $rednim i wyzszym, jak réwniez réznorodnych
Srodowisk pod wzgledem jezykowym, tj. jednojezycznych, dwujezycznych, czy
wielojezycznych naturalnych kontekstéw spotecznych, czy wreszcie jezykéw
obcych lub dodatkowych, nauczanych w warunkach szkolnych.

Wraz z pojawieniem sie nowych teorii umiejetnosci czytania i pisania,
rozumienie samego konceptu czytania i pisania ulegto znacznej ewolucji.
Umiejetnosci te, zdefiniowane szeroko, s3 obecnie postrzegane nie tylko
w znaczeniu dostownym, ale takze jako towarzyszace im umiejetno$ci méwienia,
niezbedne do tworzenia i rozumienia znaczenia réznorodnych typéw tekstu,
drukowanych lub multimodalnych/cyfrowych. Procesy ksztattujgce podstawy
czytania i pisania obejmujg zaréwno te niskopoziomowe, tj. dekodowanie,
identyfikacje wyrazéw, analize gramatyczng zdania i tworzenie propozycji
semantycznych, jak i procesy wyzszego rzedu, ktére umozliwiaja rekonstrukcje
znaczenia tekstu poprzez zintegrowanie go z wiedza czytelnika. Duze znaczenie
ma réwniez wzajemne oddzialywanie wielu zmiennych czytelnika/pisarza
i tekstu, przy czym szczegdlna role odgrywaja procesy poznawcze, spoteczno-
kulturowe i motywacyjne.

Artykuty zawarte w niniejszym tomie, napisane w jezyku angielskim, polskim
irosyjskim, dotycza szeregu zagadnien z zakresu czytania i pisania, ktére uznano
za istotne z punktu widzenia edukacji na poziomie podstawowym, $rednim
iwyzszym. Odnosza sie one réwniez do réznych sytuacji zwigzanych z nauczaniem
jezykow obcych, a mianowicie nauczania jezyka angielskiego jako jezyka obcego,
jezyka polskiego jako jezyka ojczystego oraz jezyka rosyjskiego jako jezyka
ojczystego lub obcego. Podczas gdy niektdérzy autorzy przedstawiajg rozwazania
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teoretyczne, wyniki badan i ich implikacje, inni koncentruja sie na zalecanych
praktykach zwigzanych z nauczaniem czytania lub pisania.

Niniejszy tom otwiera rozdziat autorstwa Ewy Fiutki, ktéra zajmuje sie
problematyka nauczania pisania na poziomie akademickim. Autorka omawia
wyniki ankiety, ktorej celem byta ocena wiedzy uczestnikéw (studentéw
filologii angielskiej) dotyczaca umiejetnos$ci pisania précis, oraz ich Swiadomosci
odnos$nie znaczenia tego typu tekstu w edukacji akademickiej i przysztej karierze
zawodowej. Takze Cezary Michonski zaangazowal w swoich badaniach grupe
studentdéw filologii angielskiej. Jego celem byto zbadanie poziomu umiejetnosci
czytania i pisania studentéw, a takze stopnia, w jakim wybrany przez nich
kierunek studiéw moégt wptynac na ich preferencje literackie i kulturowe. Daniel
Sawczuk i Anna Sawczuk opisuja praktyki dydaktyczne realizowane z chtopcem
z zespotem Aspergera uczeszczajacym do szkoty podstawowej. Przedstawiaja
one szczeg6towo dziatania majace na celu rozwéj umiejetnosci wyrazania siebie
w jezyku angielskim pisanym jako jezyku obcym w ramach nauczania w domu.
Kwestie rozwoju bieglos$ci w czytaniu tekstu w jezyku angielskim wsrod polskich
uczniow porusza Barbara Struk. Aby przesledzi¢ zmiany w rozwoju biegtosci
czytania u sze$ciorga uczniéw klas pierwszych poréwnuje ona wyniki czterech
pomiaréw dotyczacych doktadnosci rozpoznawania stéw, szybkosci czytania
i prozodii czytania ustnego. Kolejne badanie empiryczne, o ktérym donosi Jacek
Szmalec, podejmuje problem zaburzen koordynacji rozwojowej (DCD) i terapii reki
niezbednej u dzieci z rozpoznanymi deficytami grafomotorycznymi uczacych sie
pisac. Szesciomiesieczna terapia prowadzona przez badacza okazata sie skuteczna
u trzydziestu polskich pierwszoklasistow, powodujac poprawe ich motoryki
duzej i matej. Natomiast zagadnienie poruszone przez Emilie Wegrzyn dotyczy
nauczania jezyka polskiego uczniéw gimnazjéw i szkét ponadgimnazjalnych.
Autorka podkresla role, jakg krytyczne czytanie moze odegra¢ w ksztattowaniu
Swiadomosci regionalnej uczniéw. Jej idee ilustruje scenariusz sekwencji lekcji,
ktory moze przyczynic sie do rozwoju wiedzy nastolatkéw na temat regionu i ich
spotecznego ,ja”.

Pierwszy rozdziat w jezyku rosyjskim, napisany przez Maryje Zhyhalavg,
zgtebia pojecie tak zwanej ,lektury indukcyjnej”. Autorka twierdzi, iz po
pierwszym etapie, ktory pobudza zainteresowanie literaturg studentéw szkot
wyzszych, nastepuje kolejny - analizowanie wybranych dziet literackich.
Poprawa umiejetnosci czytania i pisania wigze sie z rozwojem potencjatu
duchowego i moralnego uczniéw, a takze z ich zapotrzebowaniem na autonomie.
Larisa Kobylanskaya przyglada sie nauczaniu jezykéw obcych w kontekscie
zreformowanej edukacji zawodowej w Motdawii. Podkresla potrzebe nauczania
gtownych elementéw wiedzy stownikowej w powiazaniu ze zrozumieniem tekstu.
Rozwijanie kompetencji czytania i kultury czytania mtodego pokolenia w Rosji
jest gtownym tematem poruszanym przez Zhanne Kritarova. Zdaniem autorki,
przezwyciezenie problemdéw wieloetnicznej szkoty sredniej wymaga wtasciwego
doboru materiatéw do czytania, analizy tekstdw o wartosci artystycznej, a takze
odpowiedniej praktyki pedagogicznej. Opierajac sie na swoim do$wiadczeniu
w szkole teatralnej, Maryia Ossovskaya opisuje korzysci ptynace z ¢wiczenia
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rytmu rosyjskich stéw jako wprowadzenie do nauczania jezyka moéwionego. Jej
zdaniem, praktyczna ortoepia pomaga w nauce poprawnej wymowy i eliminuje
jej bledy.

Elena Statkiewicz opisuje badanie, w ktéorym zadaniem uczniow szkoét
$rednich byto wyliczenie zjawisk, przedmiotéw, dziatan i wydarzen o charakterze
estetycznym, wptywajacych na ich $wiat wewnetrzny i motywacje moralng.
Okazato sie, ze czytanie tekstéw literackich wzbogacajacych $wiat wewnetrzny
i wybory moralne uczniéw zostato umieszczone na trzecim miejscu. Najczesciej
uczniowie wskazywali na muzyke, a nastepnie filmy detektywistyczne,
przygodowe i romantyczne. Elzbieta Struczyk-Doluk i Urszula Szalast-Bytys sa
autorkami dwoch rozdziatéw. W pierwszym z nich podkreslajag wartos¢ czytania
autentycznych tekstéw, poza materiatami podrecznikowymi, opowiadajac sie za
rozwijaniem umiejetnosci komunikowania sie wjezyku obcym. Za istotng uwazajg
réwniez role, jaka odgrywa czytanie dla przyjemnosci. Ich drugi rozdziat zawiera
analize gtéwnych probleméw, z jakimi borykajg sie studenci filologii rozwijajacy
umiejetno$ci czytania i kompetencje komunikacyjne oraz przedstawia techniki
pomocne w ich przezwyciezaniu. Julia Chodyniuk omawia rézne formy czytania
oraz etapy pracy z tekstem w kontekscie edukacyjnym. Ponadto, ktadzie ona
nacisk na wykorzystanie nowych technologii.

Niniejszy tom jest przeznaczony dla pedagogdéw i nauczycieli praktykow
nauczajgcych jezyka rodzimego i drugiego (obcego), zainteresowanych
ksztatceniem umiejetnos$ci czytania i pisania na réznych etapach systemu
szkolnego w celu zaspokojenia potrzeb uczniéow szkoét podstawowych, srednich
i wyzszych oraz wymogéw realizowanych programoéw.

Halina Chodkiewicz
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BBeaeHue

HecoMHeHHO HaBBIKM UYTEHUS U IHCbMa HUIPAIOT OCHOBHYIO pOJIb IpPU
pa3paboTKe M OpraHuM3alUu CHCTeM 06pa30BaHUSA, a TaKXe B JIMYHOW U
npodeccHOHaJNBHOU XU3HU JoAelh. Bosiee Toro, mocjesHue AOCTHXEHUS B
o06s1acT¥ MHPOPMALMOHHBIX U KOMMYHHUKAIMOHHBIX TEXHOJIOI UM U pacliupeHue
JocTyna K MHTepHeTy NOATBEpAUJIM BaXKHOCTb HaBBIKOB UTEHHS U MHUCbMa B
coBpeMeHHOM Mupe. [loaToMy BaKHO, YTOOBI NeZaroru He TOJbKO 3HAKOMUJIHU
JleTell CMUPOM HallMCaHHbBIX CJIOB, HO M IOMOT'aJIM BCEM y4YallUMCS Pa3BUBATh CBOU
HaBbIKY YTEHUS U MHUCbMa B TeYyeHHe BCero nepuoza ob6ydenus. CiefoBaTebHO,
06y4yeHMe U MCII0JIb30BaHHE HABbIKOB YTEHU M TUCbMa OTHOCUTCS K Ha4aJIbHOMY,
CpeZiHEMY U BbICIIeMY 00pa30BaHMUI0, @ TaKXKe K PA3JIMYHBIM SI3bIKOBBIM CpefiaM,
TO eCTb K OJHOSI3bIYHBIM, JBYS3bIYHBIM HUJM MHOTOSI3bIYHBIM €CTECTBEHHBIM
COLIMAJIbHBIM KOHTEKCTaM, ¥, HaKOHelLl, K UHOCTPaHHbIM HJIU JONOJHUTETbHBIM
f13bIKaM, IPerno/ilaBaeMbIM B IIKOJIbHbIX YCIAOBHUSX.

C mnosiBJleHMEM HOBBIX TEOPUM HAaBBIKOBUTEHHWS W IHCbMa MOHUMaHHUe
CaMOW KOHLENIMH YTEHUS U MHUCbMa 3HAYUTEJbHO M3MEHUJIOCh., JTU HaBbIKH,
NOJY4YHMBIIHE IIHPOKOE ONpeJiesieHHe, Telepb PacCMaTPUBAIOTCSA He TOJBKO B
O6yKBaJIbHOM CMBbICJIe, HO U KaK CONYTCTBYMOL|He HAaBbIKU peyH, He0O6X0JHMbIe
JJIsl CO3JJlaHUSl U NOHMMAaHUsl 3HAaYeHUS pa3JUYHbIX TUIOB TEKCTa, Ne4aTHOTO
WM MyJbTUMOAANbHOro/uudposoro. Ilponeccy, ¢GopMUpPyIOIME OCHOBBI
YTEHUSI M NMHUCbMa, BKJIKYAIOT KaK HU3KOYPOBHEBBIE, TO €CTh JeKOJUPOBaHUE,
UeHTUPUKALMIO CJIOB, TpaMMaTHYeCKUN aHaJIU3 NpeAJIOKeHUH U co3jaHue
CEMaHTHYECKUX TNpeJJIOXKeHUH, Tak M Ipolecchl 6o0Jjiee BBICOKOTO MOPsIJKa,
KOTOpbIE IO3BOJISIOT PEKOHCTPYUPOBATbh CMBICJA TEKCTa NMyTeM HHTerpanuu
ero co 3HaHUSIMHU 4YuTaTessl. B3auMoelicTBHe MHOTUX NepeMeHHbIX YU TaTeJ s
/ mucaTesis U TEKCTA TaKXe UMeeT 60JiblIoe 3HAaYeHHUe, IpUieM KOTHUTHUBHBIE,
COLIMOKYJIbTYpHbIE U MOTUBALMOHHBIE IPOLECCHI UT'PAIOT OCOOYIO0 POJIb.

CraTpy, cojepkalidecs B 3TOM TOMe, HalMCaHHble Ha aHIVIMMCKOM,
MO0JIbCKOM U PYCCKOM $I3bIKaX, MOCBSILEHbI Psi/ly BOIPOCOB B 06J1aCTH YTEHUS U
NKMCbMa, KOTOPbIE ObIJIM COUYTEHbI aKTYyaJbHBIMU C TOYKH 3pPEHUS HAYaJIbHOIO,
cpefHero W BbIcllero o6pasoBaHus. OHM Tak)Xe CBf3aHbl C Pa3JUYHBIMHU
CUTYyaLUsIMHU, CBSI3aHHBIMHU C IpeNno/jaBaHueM UHOCTPAHHBIX 3bIKOB, 2 UMEHHO C
npernoJiaBaHUeM aHIJIMMCKOr O si3bIKa KAK MHOCTPAHHOTO0, I0JIbCKOI'0 KaK POJJHOT O
f13bIKa U PYCCKOro sI3blKa KaK POJHOr0 MJM HMHOCTpPaHHOro. B To BpeMs kKak
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HEKOTOpbIe aBTOPHI PEJCTABJSIOT TEOPETHUECKHE COOOPAXKEHUS], PE3YJIbTAThI
WCC/IeJIOBAHUM W WX 3HAaueHHWe, Apyrue (GOKYCHUPYIOTCS HAa PEKOMEHAyeMOU
NpaKTHKe 00y4YeHUsI YTEHHUIO UJTH TUChbMY.

JTOT TOM OTKpBIBAeT cTaThsl EBbl P10TKH, KOTOpasi 3aHUMAETCs Npo6JIeMaMHu
00y4YeHHs NHUCbMY Ha aKaJleMHUYEeCKOM YpPOBHe. ABTOp 06CYKJaeT pe3yJbTaThl
0Ipoca, LeJib KOTOPOro COCTOsJIa B TOM, YTOOBI OLIEHUTh 3HAHUS YYAaCTHUKOB
(cTymeHTOB aHIVIMHCKON QUIIOJIOrWHM) OTHOCUTEJBHO HAaBBIKOB NMHUCbMEHHOIO
3HaHMUS, A TAK)Ke UX IOHUMaHUe BaXKHOCTH 3TOT0 TUIIA TEKCTA B aKa[EMHUYECKOM
00pa3oBaHUU U OyAyIed npodecCHOHANBHOU Kapbepe. lle3apuii MUXOHbCUKH
TaK)Xe NPHUBJIEK TPYIIY CTYJEHTOB-PUII0JOTOB K CBOUM HCCJeoBaHUAM. llenb
COCTOs1JIa B U3YYEHUU YPOBHS IPAaMOTHOCTH M HABBIKOB IHCbMa CTYAEHTOB, a
TaKJKe CTeleHb, B KOTOPOU BbIGpaHHAs UMU 06J1aCTh 06yYEeHHU I MOXKET MOBJUATH
Ha WX JIUTEpPAaTypHbIE U KYJbTYpHbIe NpeAnouTeHus. Janusabp CaBuyk U AHHA
CaBYyK ONMHUCBHIBAKOT [UJAKTHYECKHE NPAKTHUKH, KOTOPbIE BBINOJIHSIOTCH C
MaJbYUKOM C CHHApPOMOM Acneprepa B Hauya/JbHOW mkosie. OHM MOAPO6GHO
NpeACTABJSIOT MEPONPUSTHS, HAINpaBJeHHble Ha pa3BUTHE CIOCOGHOCTH
BBIPAXKaTh CBOM MBICJM Ha aHIJIMHCKOM s3blKe KaK MHOCTPAHHOM, KaK 4acThb
o6y4yeHus Ha JoMy. bap6apa CTpyk mogHuMaeT BONPOC O Pa3BUTHH HABBIKOB
YTEHHsI aHTJIMMCKOrO TeKCTa CpeAd MOJbCKUX CTYyZeHTOB. YTOOBI OTCIAEUTH
M3MeHEeHHUs B Pa3BUTHH HABBIKOB UTEHHUs y LIECTH YYEHUKOB MEPBOro KJacca,
OHa CpaBHUBAET pe3yJbTATbl YeTbIPEX H3MepEeHWH, KacarollUXCcs TOYHOCTH
pacrno3HaBaHUs CJIOB, CKOPOCTH 4YTEHHs W YCTHOM mnpocoauu. [ipyroe
3MIUpHUYECKOe HCCelOBaHHe, 0 KOTOopoM coobmu Auek llImasnern, nocBsueHo
npo6JieMe HapyleHUN KoopauHanuu pa3sutus (DCD) u Heo6xoAUMOM Tepanuu
PYK Yy ZileTel ¢ JUarHOCTUPOBAHHBIM ZePUIIUTOM rpadOMOTOPHOr0 MEXAHU3MA,
KOTOpble y4YaTcig mnucaTb. [lpoBoauMas wucciefoBaTesieM IIeCTUMeCSYHas
Tepanus okasaJjacb 3GpPeKTUBHOW y TPHUJALATH MOJbCKHUX NEPBOKJIACCHUKOB,
yaydilas UX MeJIKyI MOTOpUKy. TeM He MeHee, BOIPOC, MOJAHATHIA IMUINEN
BeHruivH, KacaeTcs IpenojaBaHus M0JbCKOTO S3bIKa AJISI MJIAJUINX U CTAPLINX
IIKOJIbHUKOB. ABTOpP NOJ4YEPKUBAET POJib, KOTOPYIO KDUTHUYECKOE YTEHHE MOXKET
urpaThb B QOPMHUPOBAHUYU PETHOHAJIbHON OCBEIOMJIEHHOCTHU CTYAeHTOB. Ee nugeun
WJLTIOCTPUPYIOTCS CIleHAapHeM IO0CJeJOBATETbHOCTH YPOKOB, KOTOPBIM MOXET
Ccnoco6CTBOBAaTh PAa3BUTHIO 3HAHUHU IOJPOCTKOB O PETMOHE M UX COIUAJIbHOU
CaMOOLeHKE.

[1aBy Ha pyCcCKOM s13bIKe OTKPBIBAET CTAThs, HanKcaHHasi Mapuei XKuraioBoH,
OHa HCCJ/IeZyeT KOHIEMUIO TAK HA3bIBAEMOT'0 «MHIYKIIMOHHOT' 0 YTEHUI». ABTOD
YTBEPXK/AET, YTO [10CJIE IEPBOr0 3TAIA, CTUMYJIHUPYIOLIEr0 UHTEPECKJIUTEPAType
y CTY[EHTOB BYy30B, UJET elle OJWH - aHaJu3 H30paHHBIX JIUTEepPaTypPHBIX
NpOM3BE/IeHUH. Yy4dllleHWe HABbIKOB YTEHUSI U NMHCbMa CBSI3aHO C Pa3BUTHEM
JIYXOBHOT'0 ¥ HPAaBCTBEHHOTO MOTEHIMAJIa YYaLUXCs, a TAKXKe UX MOTPEBGHOCTH
B caMocTosTenbHOCTH. Jlapuca KoGbLisiHCKas paccMaTpuBaeT mpenojaBaHue
MHOCTPAHHBIX fI3bIKOB B KOHTEKCTE pedOpMHUPOBAHHOIO NpodeccuoHaIbHOTo
o6pa3oBaHus B MosigoBe. [loguepkruBaeTCcss HEO6XOAUMOCTb 06y YEHH I OCHOBHBIM
3JIeMEHTaM CJIOBapHOTO 3HAHUS B CBSI3M C NOHUMaHUWEM TeKcTa. Pa3Burtue
HaBbIKOB YTEHHS U KYJbTYPbl YTEHUS y¥ MOJIO/IOT 0 TIOKOJIeHHs B Poccuu - riiaBHast
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BBEJEHUE

TeMa, 3aTpoHyTas KaHHoi KpuTapoBoi. [lo MHeHHUIO aBTOpa, NpeojioJeHHe
npo6JieM MOJMITHUYECKOTO By3a TpeOyeT NpaBUJIBHOrO MoAGopa MaTepHasIoB
JLJIsl YTEHU ], aHaJIM3a TEKCTOB, UMEKOLUX XY 0KEeCTBEHHYO IEHHOCTD, a TaKXe
COOTBETCTBYOILIEH eJarorudeckoi npakTUKU. OCHOBBIBAsICh HA CBOEM ONBITE B
TeaTpaJbHOH 1mKoJjie, Mapus OccoBcKas OMMCHIBAET NPEUMYIIECTBA MPAKTUKH
pUTMa PYCCKUX CJOB KaK BBeJleHHE B IpenojaBaHHe pasroBopHoi peud. [lo
ee MHEHHUIO, IpaKTUYeCKass OPTONEeAHUs MOMOTaeT B OOyYEHHH NPABUJIBHOMY
NPOU3HOUIEHUIO U YCTPAHSET €€ OMIUOKH.

Esnena CrTaTKeBUY ONHMCHIBAET HCCJAEJOBaHUME, B KOTOPOM 3ajayed
CTaplIeKJAaCCHUKOB OBbLJIO NepevyrceHHue SIBJEHUU, NMpeMeTOB, JeUCTBUH M
COOBITUH 3CTETHYECKOTrO XapaKTepa, BJUAMIIUX HA UX BHYTPEHHUH MHUD H
MOpaJIbHyI0 MoTHUBanui. OKasajsocb, YTO 4YTEHHE JIUTEPATYpPHBIX TEKCTOB,
oboramamniux BHYTPEHHUA MUP U HPAaBCTBEHHbIe NMPEJANOYTEHUS CTYJEHTOB,
ObLJI0 HA TpeThbeM MecTe. Yalle BCero CTYJEeHThI YKa3blBaJU MY3bIKYy, 3aTeM
cJeloBaJI JeTEKTHUBHbIE, MPUKJIIOYEHUYECKHEe KM POMAHTHYeCKHe (GUIIbMBI.
JnbxbeTta Ctpyunk-Josok u Ypuryns Hlansact-BeIThIC ABASIOTCSA aBTOPAMHU ABYX
cTtaTeld. B nepBoi U3 HUX OHU MOJUYEPKUBAIOT EHHOCTb YTEHUS ay TEHTUYHBIX
TEKCTOB, B JIONOJHEHUE K YUeOHBIM MaTepHaJsaM, B N0JIb3y Pa3BUTHS HABBIKOB
0OLIeHNs HAa MHOCTPAHHOM si3bIKe. OHM TaK)Ke yKa3bIBAlOT HA BAXKHYIO POJib
YTeHHUs JJisl YAOBOJBCTBUSA. VX BTOpasi CTaThsl COZEPKUT aHAIU3 OCHOBHBIX
npo6JieM, C KOTOPBIMH CTaJKHUBAIOTCSA CTYAEHTbI-QUIIONOrH, Pa3BUBAIOIHE
HaBbIKM YTEHUS U HABBIKK OOLIEHWS, U NPEACTABJISET METO/bI, IOMOraIre
npeosoJieTh uX. l0nus XoAbIHIOK 06CyK/AaeT pa3indHble GOPMbI YTEHUS U 3TATbI
paboThI ¢ TEKCTOM B 00pa30oBaTeJIbHOM KOHTeKCTe. KpoMe Toro, nojguepkuBaeT
3HAYUMOCTbD HCI0/Ib30BAHMUS HOBBIX TEXHOJIOTUH.

JToT TOM mHpeAHA3HAyeH [JJis IpenojaBaTesied W IeJaroroB-MpaKTHKOB,
00y4yamwIHUX PpOJHOMY ¢ BTOpOMy (MHOCTpPaHHOMY) f3bIKaM, KOTOpPbIE
3aMHTEepPEeCOBAHbI B PA3BUTHUH HABBIKOB YTEHHS U MMUCbMa HA PAa3JIMYHBIX 3TaNax
IIKOJIbHOM CHUCTEMbI C IeJbl0 YZAOBJIETBOPEHUsS MNOTPEOGHOCTEH yYalUXCs
HavyaJIbHbIX, CPeJHUX W BBICIINX y4YeOGHBIX 3aBeJeHHUH, a TaKXe TpeOOBaHUH
peaJsin3yeMbIX IPOrpaMM.

Halina Chodkiewicz
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Ewa Fiutka

Précis practice as a component of an
academic writing course

Précis as a specific type of summary is frequently included in academic writing courses.
This genre is of great use in the development of academic reading and writing skills,
particularly with the view to the final thesis whose basic elements involve paraphrasing
and summarising techniques. The objective of the article is to present the problems which
arise when précis is introduced to students. The findings are based on a survey conducted
among the students of English Philology at Pope John Paul II State School of Higher
Education in Biata Podlaska. The survey proves that it is advisable to carefully introduce
the genre of précis since students tend to neglect the significance of summary writing and
to focus on more technical aspects like bibliographical notes or references. The knowledge
concerning précis writing may increase students’ awareness of summary techniques and of
their proper place in the creation of academic writing courses.

Key words: précis, summary, writing skills, academic writing

1. Introduction

Academic writing courses seem to be the core of university curricula as they
lead and prepare students for their final writing task which is their diploma
project. What appears to be the most important element of these curricula is
the introduction of such writing techniques as paraphrasing and summarising.
Among various activities which may enrich students’ writing skills is précis
writing practice, which seems to be of great value. As a specific type of summary,
précis is frequently included in academic writing courses but, simultaneously,
its introduction is highly problematic due to its novelty for students and the
techniques used in this genre.

To further explore this topic, a survey was conducted among the students of
English Philology at Pope John Paul II State School of Higher Education in Biata
Podlaska. The aim of the survey was to assess their knowledge on the précis writing
skill and their awareness of its importance for their studies and future career.
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2. Literature review

The introduction of précis writing in academic writing courses is problematic
for a few reasons. First of all, the term is hard to define. The genre of précis has long
beenknownand practisedasatypeofsummarybutstill thistermisused todescribe
either a compact text showing the logic and main ideas of the original text only
or a text which additionally contains elements of evaluation. The following paper
focuses on the second definition as précis is sometimes called critical summary,
which suggests that it includes more elements of evaluation and analysis than
a typical summary. While writing a summary involves the skills of paraphrasing
and evoking the main gist of the text, writing a précis will mean adding information
about methods of analysis and interpretation or even elements of a review such as
strong and weak points of the original text. Therefore, in writing a précis not only
faithfulness to the content is important but also “interpersonal meaning” (Hood,
2008: 363), which involves preserving the spirit of the original text and its attitude.
This aspect is of particular significance for university students who prepare for
working on their diploma projects and need to be able to write a research paper
with elements of a review of the literature on their subject matter.

For these reasons, writing a précis is much more complicated than writing
a summary as it involves not only writing skills such as selection and reduction
but also critical thinking and reasoning skills. This is why the perfection of this
genre appears to be a highly complicated task for students as they are usually not
accustomed to reading a text with the view to its deeper understanding. What they
usually do is to perform reading comprehension tasks typical for exam formats,
which involve reading for gist, multiple choice questions or matching the headings.

Another problem seems to concern students’ approach to summary writing
itself. As Spirgel and Delaney (2016) noted, “summary writing is usually a passive
and nonreflective process ... characterized by the copy-delete strategy” without
“any meaningful alterations” (p. 172). Such an attitude might be problematic in the
context of writing a diploma project and possible accusations of plagiarism or at
leastof “patchwriting” (Howard, 1995),i.e. paraphrasing using too many structures
and words from the original text. Moreover, students frequently do not pay enough
attention to the coherence and cohesion of their texts and put pieces of information
together without any logical connection between single sentences (Karimi and
Regheb, 2017: 110). Other problems students encounter while writing a précis
are related to the distortion of the original information, providing inappropriate
equivalents, wrong sentence structure and spelling mistakes (Woodsworth, 1988:
281). Such problems could, however, indicate that students encounter difficulties
concerning a deeper understanding of the text, which might result from their low
reading comprehension skills. Another reason might resort to the fact that they
simply do not put enough effort into their work on summarising, which necessarily
should involve integrating their general knowledge and reworking the text at
a deeper level rather than the simple selection of the most important information.

However, summary / précis writing is essential in developing students’ skills
in various aspects. First of all, this is “a core requirement for students to make the
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shift from consumers of research-based knowledge to creators of research-based
knowledge” (Hood, 2008: 351), which is highly significant in the context of their
diploma project. Additionally, students improve their skills related to linguistic
competence and their field of knowledge. This aspect has been explored by the
researchers (e.g. Wichadee, 2014; Zhou and Siriyothin, 2009) who used various
methods such as tests, questionnaires or face-to-face interviews with students in
order to check the impact of précis / summary writing on students’ efficiency and
general language fluency.

Gao (2017), Yamada (2002) or Zhou and Siriyothin (2008) emphasise the impact
of summary writing on reading comprehension, whereas Karimi and Regheb
(2017) see précis writing as advantageous for general writing skills. Students can
also broaden their range of vocabulary and develop critical thinking skills (Frey,
Fisher, Hernandez, 2003). Moreover, the skill of summarising actually positively
influences students’ performance in exam reading tasks as well as their ability
to take notes and generally understand texts (Marzec-Stawiarska, 2016). Finally,
Radmacher and Latosi-Sawin (1995) proved that psychology students after the
course in summary writing had 8% better scores in their final exam than those
who did not have such a course.

The last, although not the least important, advantage of the introduction of
summary writing courses is connected with the fact that students become more
sensitiveto theissue of plagiarism. However, the problem of copying canalsobe seen
as a symptom of students’ “developing competence in text-responsible writing”
(Keck, 2014: 4) and, as research shows, gradually becomes less significant as
students acquire more independence and their language competence grows (Keck,
2014; Yasuda, 2015). However, from the very beginning, the problem of copying
should be eliminated and students ought to be made aware of the consequences of
plagiarism in their university work.

Taking all the aforementioned problems into account, the précis writing course
ought to be carefully considered. That is why, in writing a précis, one needs to apply
the so called transactional strategy instruction (TSI), in which “readers must be
able to transact with text to gain meaning” and see the relationships within the
text (Wichadee, 2014: 61), which seems to be of particular use as it enhances both
reading and summary writing skills. Definitely, typical exam reading strategies
may be of great use in the understanding of any text and, what follows, in the
writing of a précis, but one needs additional skills which could add to a more
efficient performance of this task.

That is why précis as a genre in academic writing courses should be introduced
by means of several scaffolding strategies and techniques. The research by Marzec-
Stawiarska, (2016) shows that various types of instruction might significantly
impact students’ efficiency in summary writing. That is why scaffolding strategies
should be implemented, which would emphasise the role of précis and summary
writing in the process of project writing against the background of academic skills
development. First of all, as Yang (2015) suggests, concept maps might prove useful
inthistaskastheygraphically presentthe mainideasin the textand the connections
between them, which allows students to better understand essential concepts in
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the text. Thus, concept mapping strategies facilitate improving students’ reading
and writing skills as well as help “externalize their prior knowledge and combine it
with the new ones” (Yang, 2015: 273). The importance of using various mediators
such as word mapping or brainstorming is also emphasised by other researchers
(e.g. Emam, 2011).

Additionally, such a strategy reflects the approach of learner-centred learning
as both focus on thinking processes as well as the need to discover answers, which
results in learners’ stronger involvement in the process of learning and in their
growing autonomy. This approach is in accordance with the findings of the self-
determination theory, developed by Ryan and Deci (2000), which assumes that
a human being has an intrinsic tendency to develop their skills and abilities, which
further satisfy their three basic needs: the need for autonomy, which makes people
want to know more, the need for competence, which allows them to feel more
capable of independent decisions, and the need for relatedness, which involves
contacts with other people. All these three needs are also satisfied in the précis
writing course, which, in turn, leads to a general better performance of a student.

3. Material and methods

The main goal of the study was to examine the awareness among English
Philology students of the importance of the skills of précis / summary writing as
well as other accompanying skills such as paraphrasing or making bibliographical
references, which might be useful in writing a diploma project. Additionally, the
study was to reveal whether the approach implemented in the course of Reading
and Writing of Field Texts was suitably introduced to achieve the above mentioned
goal.

To this end, the experiment concerned ten students (two males and eight
females) of English Philology at Pope John Paul II State School of Higher Education
in Biata Podlaska, who attended the course of Reading and Writing of Field Texts in
the second semester of their second year. Their English language skills were at the
C1 level or a little lower. The course was obligatory for all students and consisted
of fifteen 90-minute classes (30 teaching hours). It was focused on perfecting the
skills necessary for writing a diploma project in the students’ third, and last, year
of studies. Students only chose between the fields of study they wanted to pursue
in their diploma papers: didactics or translation studies. The students who took
partin the study represented the first group. At the end of the course, the students
filled in a questionnaire concerning their perception of the course and the skills
studied and practiced there (Appendix 1).

Before the course, the students had little knowledge on summary or précis
writing as this genre had not been practised earlier during their studies apart
from one writing class in their first year. However, the general observation among
teachers was that the students did not master the skill of writing a summary. The
students’ basic way of dealing with this skill was to mechanically rewrite certain
fragments of the text with few or no alterations. Therefore, a course which would
teach the students to write a proper summary or précis seemed indispensable.
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The course of Reading and Writing of Field Texts consisted of 15 classes
(30 teaching hours). The techniques necessary to write a diploma project were
introduced within the first 5 classes (10 teaching hours). The first class started with
the practice of academic vocabulary to provide the semantic basis for the writing
of any academic texts. The knowledge of such vocabulary is particularly useful
in the context of word replacement in paraphrasing and summarising tasks. The
next class was focused on paraphrasing exercises, starting from simple sentences.
The techniques of summarising were introduced in the third and fourth classes as
this issue refers to longer texts and is therefore more complex and demands more
thinking and linguistic skills. Afterwards, the ability to use bibliographical notes
and references was practised (the fifth class). The students had an opportunity
to focus on writing a summary or a précis with all bibliographical information so
the full version of what may be expected in the process of diploma project writing.
The whole process from the stage of academic vocabulary building to writing
a summary with bibliographical references is realised within 5 classes. The
remaining classes are devoted to writing and presenting a text a few pages long
which constitutes a preparation for the diploma project itself.

The survey was conducted at the end of the semester and consisted of 5
questions. They concerned various aspects and skills practised during the course,
namely learning academic vocabulary, paraphrasing, writing a summary, making
bibliographical notes and references. The aim of the survey was to check students’
awareness as to the significance and usefulness of these aspects of the subject of
Reading and Writing of Field Texts both in writing in general and in writing their
own diploma projects.

4. Results

The first question of the survey concerned the usefulness of the ability to
master the following aspects: learning academic vocabulary, paraphrasing, writing
a summary, making bibliographical notes and making references. The question
was posed in the context of the diploma paper which was to be prepared the next
year. The results are presented in Table 1 and show the number of students who
selected the appropriate level of usefulness of the aforementioned aspects.
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Table 1. Responses to the question: How useful is the ability to master the following aspects
for the writing of your diploma project (from 1 to 5; 1 - the least useful, 5 - the most useful)?

Number of points (from 1 to 5;
1 - the least difficult, 1 2 3 4 5
5 - the most difficult)

Learning academic vocabulary - - - 2 8
Paraphrasing - 1 - 1 8
Writing a summary - 1 5 1 4
Making bibliographical notes - - - 6 4
Making references - - 1 2 7

The second question referred to the difficulty of learning academic vocabulary,
paraphrasing, writing a summary, making bibliographical notes and making
references in the classes of Reading and Writing of Field Texts. Table 2 shows
the number of students who selected the appropriate level of difficulty of the
aforementioned aspects.

Table 2. Responses to the question: How difficult were the following aspects in the classes of
Reading and Writing of Field Texts (from 1 to 5; 1 - the least difficult, 5 - the most difficult)?

Number of points (from 1 to 5;
1 - the least difficult, 5 - the 1 2 3 4 5
most difficult)

Learning academic vocabulary -
Paraphrasing -
Writing a summary -
Making bibliographical notes -
Making references -
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The aim of Question 3 was to check the students’ knowledge of the difference
between paraphrasing and summarising. All the students answered this question
and emphasised that paraphrasing is focused on altering the wording and
grammatical structures of the text but leaving the meaning unchanged, whereas
summarising involves shortening the original text.

The next question concerned the time which ought to be devoted to the teaching
of paraphrasing and summarising. Six students suggested that between two and
four 90-minute classes should be sufficient, one person opted for 15 classes, other
answers were rather unrealistic (50-60 classes).

The last question of the survey was related to any additional elements which
might be added to the course of Reading and Writing of Field Texts. Six students
suggested more practical exercises and more time spent on particular aspects, one
person indicated the need for more information on building a plan of an academic
text. The other students did not suggest any changes.
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5. Discussion

The survey revealed that the value of précis writing seems to be underestimated
by students. The students who participated in the survey stated that writing
a summary was one of the least useful abilities in the process of writing their
diploma theses. What is interesting, paraphrasing was ranked higher in this list
although this skill seems to be quite similar to summary writing. The abilities
which were considered as most useful were those connected with technical
aspects of writing a diploma project, namely the use of bibliographical notes and
references, as well as the knowledge and right choice of academic vocabulary.

The lack of appreciation for précis writing may be the result of another problem,
namely the difficulty of the genre for students. The same students were also asked
to rank the same aspects of learning academic vocabulary, paraphrasing, writing
a summary, making bibliographical notes and making references but in the context
of their difficulty. The survey revealed that writing a summary was the most
difficult task for the students although there were significantly fewer responses
of this type, compared with the question about the usefulness of various tasks.
This might indicate that difficulty is only one of the factors which contribute to the
underestimation of précis writing among students.

This tenet might also be plausible in the context of another question asked in
the survey, on the number of 90-minute classes which should be devoted to the
teaching of paraphrasing and writing a summary. Six students suggested 2-4
classes on these aspects of writing, which means that they were either easy to
master or underestimated by the students. What seems to be consoling, however,
is the fact that the awareness among the students as to the differences between the
techniques of paraphrasing and summarising is relatively high, which might rule
out the lack of necessary knowledge as a source of problems with précis writing.

The results of the survey show that the introduction of summary or précis
writing in academic writing courses should be carefully conducted as this is
a significant skill, necessary in writing a diploma project. Therefore, a detailed
preparation is needed to introduce this genre to students so that they could rightly
appreciate it and understand its value and meaning for their diploma theses. The
preparation course ought to include the practice of the skills typical for summary
writing, which could be called “macrooperations (known also as macrorules
or strategies of summarising)” (Marzec-Stawiarska, 2016: 91) and include the
strategies of deletion, generalisation and construction. The last element involves
more interpreting and analysing skills and thus is particularly useful in précis
writing but all three strategies enhance text comprehension and, what follows,
although not directly, summary writing skills.

However, to be able to employ these skills in practice, students need to be
equipped with the basic knowledge on the idea of summarising and proper
academic vocabulary which would help them restate sentences or phrases from the
original text. Therefore, although the course in Reading and Writing of Field Texts
conducted at English Philology consisted of 30 teaching hours, 10 of them were
devoted to summary writing and preparation for it. There are various courses
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which solely consist of 30 hours of summary writing but this course was devoted
to the preparation for diploma project writing so other topics apart from summary
writing had to be introduced as well. The question remains if this amount of time
(10 teaching hours) is enough to fully teach the aforementioned material. The
answer seems to be negative. In the survey, about half of the group believed that
2-4 classes (4-8 teaching hours) should be sufficient to master paraphrase and
summary writing while others mentioned the demand for even 15 classes devoted
solely to these two aspects. Moreover, the last question of the survey concerned
any additional information or aspects which should be added to the syllabus of the
course. If any answers were provided, they mostly focused on the need for more
practice.

These observations prove that summary / précis writing ought to become the
core of any academic writing courses but it should be presented within a wider
perspective of the diploma project and the practical use of the précis for the
purposes of presenting the overview of any text as well as its interpretation and
critical evaluation.

6. Conclusions

Academic writing courses ought to be an essential part of the university
curriculum, not only in philological studies but in other faculties as well. As Limke,
Holloway and Knight (2011) postulate, “writing-across-the-curriculum” should
become a standard approach in higher education as the writing skill is of great
significance in all fields of knowledge throughout the whole course of study (p. 6).

Within the curriculum, learning to write a correct précis ought to be one of
the most important elements of the syllabus in writing courses. However, students
encounter various problems relating to the difficulty of the genre and lack of
previous experience with such texts. That is why only careful preparation and a lot
of practice may guarantee that students will master the skill of précis writing.
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Appendices

Appendix 1.

The survey conducted in the classes of Reading and Writing of Field

Texts

1. How useful is the ability to master the following aspects for the writing of your
diploma project (from 1 to 5; 1 - the least useful, 5 - the most useful)?

a. learning academic vocabulary 1-
b. paraphrasing

C. summarising

d. making bibliographical notes
e. making references

2. How difficult were the following aspects in the cla

of Field Texts (from 1 to 5; 1 - the least useful, 5 -
a. learning academic vocabulary
b. paraphrasing

C. summarising

d. making bibliographical notes
e. making references

»—w—w—w—x

»—t»—w—w—w—x

3. What is the difference between the techniques o

summarising?

2 -
-2-
-2-
-2-
-2-
ass
the
-2-
-2-
-2-
-2-
-2-

3-4-5

-P-P-P-P
U'IU'IU'IU'I

3-
3-
3-
3-
es of Readmg and Writing

ost usefu1)7

m
3-
3-
3-
3-
3-

_h4>4>4>4>4>
U'IU'IU'IU'IU'I

paraphrasmg and

4. How many 90-minute classes should be devoted to teaching paraphrasing and

summarising?

5. What elements should be added to the syllabus of Reading and Writing of Field

Texts?

(liczba znakéw ze spacjami 26 269)
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Misuses of literacy?
An insight into the knowledge
of British and American literature
among students of English in Poland

The main aim of the article is to examine to what extent and how studying English
philology in Poland at the beginning of the twenty first century affects one’s literacy. It
focuses on the results of an action research study of the reception of British and American
literature among students of English in Poland. The study consisted of a quantitative part,
which comprised two surveys conducted in 2003-2004 and 2018 and a qualitative part.
The main aim of the surveys was to obtain an insight into the knowledge of British and
American literature and culture of 514 students of English at the tertiary level in a number
of educational institutions in Poland. The final aim of the research project was to gather
evidence on the basis of which some evaluation of the content and ways of teaching of
literature courses could be done. The results of the survey are used to propose a number
of practical solutions whose implementation into the curriculum could improve students’
literacy skills.

Key words: literacy, teaching literature, British literature, American literature, student
knowledge and preferences, the canon

1. Introduction

Although the topic of teaching literature to students at the university level has
recently been thoroughly researched (Aleksandrowicz-Pedich, 2003; Uscinska-
Kostrzewa 2005; Cohen, 2011; Poptawska, 2015), itis hoped that the present study
sheds some newlight on the problem of developingliteracy throughreadingliterary
texts. The paper focuses on literacy levels among university students and its main
aim is to examine to what degree and in what ways studying English philology
in Poland at the beginning of the twenty first century affects one’s literary and
cultural preferences.

The inspiration for the title of this article comes from Richard Hoggart’s The
Uses of Literacy: Aspects of Working Class Life. Originally published in 1957, the book
examined the influence of mass media on British society after the Second World War
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(Hoggart, 1992). Actually the intended title for the book was The Abuses of Literacy
because Hoggart was very critical about the types of publications that became
the most popular reading matter in the 1950s (1994: 32). Since its publication,
the book has been regarded as a main influence in English and media studies and
as a founding text in cultural studies. Hoggart (1980) understands literacy very
broadly as “the state of intellectual training at various levels of education” and he
is particularly interested in “the relevance of literature to that training” (p. 74).

2. Literacy in tertiary education

After ajustification of the choice of the title, however, there seems to be a need
for a more specific defining of the concept of literacy, which in its basic dictionary
meaning is “the state of being able to read and write” (Longman, 2009: 1021).
Keefe and Copeland (2011: 93) show how the meaning of the concept changed
in the second half of the twentieth century, from a 1957 UNESCO statement that
“a person is literate who can with understanding both read and write a short
simple statement on his (her) everyday life” to a definition of Reading Literacy as
“an individual’s capacity to understand, use and reflect on written texts, in order
to achieve one’s goals, to develop one’s knowledge and potential and to participate
in society”, which was formulated by The Program for International Student
Assessmentin 2006. Thus, literacy is not only a basic human right but also a means
to develop oneself and fulfil one’s aspirations as well as to function in a particular
community.

Swaffar and Arens (2005), on the other hand, focus on literacy in the area
of tertiary education. They see literacy as the main mission of the humanities
and foreign language programs, claiming that it “empowers individuals to
enter societies; to derive, generate, communicate, and validate knowledge and
experience; to exercise expressive capacities to engage others in shared cognitive,
social and moral projects; and to exercise such agency with an identity that is
recognized by others in the community” (Swaffar and Arens, 2005: 2). What is
of even greater interest to foreign language teachers, they postulate a holistic
approach integrating the study of literature and culture into every level of the
curriculum, claiming that “literacy comprises more than the language forms,
canonical works, and the everyday life experienced in that language’s world”
(Swaffar and Arens, 2005: 4). Indeed, what Swaffar and Arens (2005: 6) demand is
that foreign language students should possess cultural literacy which is not merely
“the mastery of a mass of facts about a culture” but first and foremost “a complex
understanding of the communication, knowledge, and authority frameworks
of a culture”. It is suggested that by studying multiple genres, both popular and
elite, students can learn to understand numerous communicative frameworks and
thus develop various genre literacies or “multiliteracies appropriate for advanced
knowledge” (Swaffar and Arens, 2005: 8).
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3. The literary canon

Another issue that needs to be addressed in the context of literacy and literary
studies is the canon, which could be defined as “a body of privileged and prescribed
texts which are assumed to be of “classic” status and therefore automatically
worthy of study“ (Pope, 2003: 186). Easthope (2005: 166) claims that, having
joined the canon of the high cultural tradition, individual works are treated by
literary scholars like monuments “within the greater unity of the intersubjective
canon”. These texts enjoy privileged status as prototypes, setting norms for the
readers and writers to follow or react against (Swaffar and Arens, 2005:157).

In practical terms, the canon of English literature is constituted by set texts on
courses taught in schools, colleges and universities at the English Departments.
Although in the past these texts tended to have been written by “Dead White
European Males” or “Dead White European Middle-to-Upper Class Males”,
recently there has been a shift towards plural or open canons, in which classical
books representing high culture are complemented by more contemporary texts,
usually associated with popular culture, and texts written by decentred subjects,
i. e. authors previously marginalized because of gender, social class, and ethnicity
(Pope, 2003: 188). Easthope (2005: 167) warns that there is a real danger in not
accepting contemporary publications into the canon as it may result in “the frozen
syllabus”, where the past is represented as an ideal order and, consequently, the
students may feel totally unable to position themselves in identification with the
authors or characters or to relate to the themes and topics.

If Swaffar and Arens (2005) are right in claiming that “literacy comprises more
than [...] canonical works” (p. 4), it could be argued that the preferences for non-
canonical works in the students’ perceptions of British and American literatures
cannot be regarded as misuses of their literacy. On the contrary, Polish students’
knowledge of texts from outside of the frozen syllabus of Anglo-American literature
could be regarded as evidence of their mastering multiple literacies in English.

4. Materials and methods

The article presents and discusses the results of an action research study
into the reception of British and American literature among students of English
in Poland. The research consisted of a quantitative part, which comprised two
surveys conducted in 2003-2004 and 2018, in which the questionnaire “Preferences
in the reception of literature among students of English Philology” was used (see
Appendix 1) and a qualitative part conducted in 2018. The main aim of the surveys
was to obtain an insight into the knowledge of British and American literature and
culture among students of English at the tertiary level in a number of educational
institutions in Poland (see Michonski, 2007). The questionnaires were constructed
in such a way as to reveal students’ literary and cultural preferences and establish
acorrelation between the preferences and the knowledge. Nonprobability sampling
was used as all the students of the selected educational institutions who were
present on the particular dates were examined. Because of the potential bias of the
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sampling technique, the collected samples may not represent the whole population
of the students of English in Poland. However, it is hoped that inferences about
the sample make it possible to gain an understanding of certain trends due to the
principle of “analytical generalization” (see Yin, 2014).

The first survey was conducted between 23 September 2003 and 26 May
2004, when the questionnaire was completed by 440 first and third year students
of English from the following institutions: Marie Curie University, University of
Warsaw, Teacher Training College in Warsaw, Teacher Training College in Chetm,
Teacher Training College in Zamos$¢, College of Foreign Languages in Poznan,
University of Biatystok and Pope John Paul II State School of Higher Education in
Biata Podlaska. The second survey took place between 6 and 20 April 2018 when
74 first, second and third year students of English studying at the Department
of Neophilology in Pope John Paul II State School of Higher Education in Biata
Podlaska were examined.

The qualitative part, which was conducted in April 2018, consisted of a set of
semi-structured interviews with second and third year students of English about
their literary preferences and about the evaluation of the courses of literature
taught at Pope John Paul II State School of Higher Education in Biata Podlaska
(see Appendix 2). The final aim of the research project was to gather evidence
on the basis of which some evaluation of the content and ways of teaching of
literature courses in the Department of Neophilology in Pope John Paul II State
School of Higher Education in Biata Podlaska could be done. Hopefully, the results
of the survey could also help propose a number of practical solutions whose
implementation into the curriculum could improve students’ literacy.

5. Results
5.1 Results of the 2003-2004 survey

Generally, the responses to Question 1, which was about the favourite book,
suggest that the students were rather keen readers. The respondents found this
point easy as they presented 403 responses (91.5%) with as many as 228 types
of responses. Of these 37.5% referred to American literature, 23.4% to British
literature, 12.2% to Polish literature and 25.5% to other European literatures.
However diversified, the choices had little in common with the canon of either
British or American literature. Instead, the student preferences reflected their
taste in popular literature, which is evident from the most frequently mentioned
titles: J. R. R. Tolkien’s The Lord of the Rings (5.5%), Paolo Coelho’s The Alchemist
(3.7%) and Mikhail Bulgakov’s Master and Margarita (3.2%). This fascination
with the popular is perhaps even more evident in the student references to Polish
literature, where no more than 10 out of 38 titles could be regarded as belonging
to the canon and the most frequently mentioned author was the fantasy writer
Andrzej Sapkowski (2.2% of the valid responses). On the other hand, although
references to American literature constituted the biggest group of the responses,
the most widely read author of foreign fiction proved to be Paulo Coelho (8.2%),
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followed by J. R. R. Tolkien (6.2%). However, it was William Wharton (4.7%) who
had the highest number of titles mentioned as 8 of his novels were named, most
notably Birdy (1.5%).

As far as the level of proficiency is concerned, not even a fifth of the respondents
claimed to have reached fluency in English, while almost a third admitted to
representing the intermediate level. More than a half of the respondents regarded
their linguistic competence in English as advanced and merely 83 students (18.8%)
considered themselves fluent in English.

In response to Question 3, the respondents claimed that they most frequently
listened to songs in English (96.1%), watched films in the original (78.3%), visited
websites in English (74.5%), used English in conversation (58.7%), watched English
language programmes on TV (55.5%) and read popular literature (46.4%). They
less frequently read the press (37.3%), translated into and from English (29.4%) or
listened to the radio in English (25.8%). On the other hand, the respondents spent
the least of their free time corresponding with pen friends (25.2%).

The answers to Question 4, where the respondents were to tick the areas of life
that interested them the most, are presented in the table below.

Table 1. Students’ general interests according to the answers to Question 4 in the years
2003-2004

Area of interest
History
Geography
Politics
Religion
Law
Economy
Education
Tourism
Mass media
Literature
Art
Music
Film
Sport
Youth culture
Everyday life
International relations

& | Science and technology

52

N
w

% 3232|1822 6 | 5 |23|44|41|56|33|75|75|23]35

The most popular choices are connected with entertainment (film, music
and literature) and everyday life of people living in English-speaking countries
(everyday life, tourism and mass media). The least popular areas are science and
technology, politics, law, and economy.

Question 5 revealed student preferences regarding British and American
literature. It appears that the respondents preferred British literature as 38.9%
claimed that they considered it to be more interesting while only 13.2% thought
the same about American literature. However, more than a third of the respondents
(38.6%) considered both literatures equally interesting.

In response to Question 6A, the respondents were to provide the titles of the
most remarkable British literary texts. 215 students gave valid answers, which
constitutes a response rate of 48.8%. The most frequently mentioned texts were
considered to have been written by William Shakespeare, whose name was
mentioned 32 times, and J. R. R. Tolkien, who was mentioned twice. Each of the
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remaining was referred to once: Jane Austen, John Keats, William Wordsworth,
Charles Dickens, James Joyce, George Orwell, Terry Pratchett and David Lodge.
Altogether a variety of 57 titles of texts from different periods of British literature
gives a fair picture of what the students considered the most valuable in and
outside of the canon of English literature. The most popular choices are presented
in Table 2.

Table 2. Top 12 British literary texts according to the answers to Question 6A in 2003-2004

Title Count Valid percent
1. Hamlet 25 11.6
2. Romeo and Juliet 15 7.0
3. The Lord of the Rings 15 7.0
4. Macbeth 14 6.5
5. The Wuthering Heights 11 5.1
6. Beowulf 9 4.2
7.1984 8 3.7
8. Waiting for Godot 6 2.8
9. Paradise Lost 4 1.9
10. Pride and Prejudice 4 1.9
11. The Picture of Dorian Gray 4 1.9
12. The Harry Potter series 4 1.9

An analysis of the remaining responses to the point about British literary
texts indicates that the students mainly chose classic positions from the English
literature canon, clearly favouring the works by William Shakespeare. Indeed, if
all the references to Shakespeare and his literary output were added, including
those to his name as well as to the two more titles of his plays, Midsummer Night's
Dream and Much Ado About Nothing, the frequency would rise to 41%. The other
canonical figures, whose several texts were mentioned, included: Jane Austen,
William Blake, John Keats, William Wordsworth, Charles Dickens, George Orwell
and perhaps John Fowles. On the other hand, the literary texts that are not often
regarded as the canon of British literature were referred to in 35 responses
(16%). They included mainly contemporary popular literature that the students
probably read for pleasure in their free time. Here Tolkien’s literary output was
the most frequently mentioned (8%), followed by the Harry Potter series by Joanne
K. Rowling (4%) and two novels by Douglas Adams. The remaining were single
references to a variety of contemporary texts ranging in their level of complexity
from Helen Fielding’s Bridget Jones Dairy to Sarah Kane’s 4.48 Psychosis or Jeanette
Winterson'’s Written on the Body.

The responses to Question 6B about American literary texts were less
numerous (148 out of 440, which is 33.6%) but more diversified than those
about British texts. The number of responses that gave names of writers instead
of titles of their works - 16 types of answers constituting almost 20% of valid
responses - was higher than in the case of British literature. However, apart from
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those responses that were not strictly to the point, the students referred to more
titles of particular texts than in the case of British literature. The authors most
frequently mentioned were Ernest Hemingway (5) and Stephen King (4), while
the names of Emily Dickinson, Mark Twain, T. S. Eliot and F. Scott Fitzgerald and
Philip K. Dick were each given twice. The remaining, i.e. Ralph Waldo Emerson,
Edgar Allan Poe, Walt Whitman, William Faulkner, Robert Frost, John Steinbeck,
and John Updike as well as the collective names of Puritans and Beatniks, were
referred to by single respondents. It is noteworthy that, apart from the references
to Stephen King, Philip K. Dick and John Updike, the above results seem to reflect
a long-term interest of Polish students of English in certain American writers (see
Aleksandrowicz-Pedich, 2003: 42).

Similarly, a strong correspondence between student preferences and the canon
of American literature taught at English Departments in Poland could be noticed.
Asitcanbe seen in the following table, the majority of the most frequent responses
refer to the classic texts in the history of American literature.

Table 3. Top 12 American literary texts according to the answers to Question 6B in 2003-
2004

Title Count Valid percent
1. The Great Gatsby 8 5.4
2. Moby Dick 7 4.7
3. Declaration of Independence 6 4.1
4. A Streetcar Named Desire 5 3.4
5. Constitution 5 3.4
6. Leaves of Grass 4 2.7
7. The Adventures of Huckleberry Finn 4 2.7
8. The Catcher in the Rye 4 2.7
9. Birdy 4 2.7
10. Tales of Mystery and Imagination 3 2.0
11. Catch 22 3 2.0
12. Gone with the Wind 3 2.0

It is noteworthy that, apart from the American classics like Moby Dick or The
Adventures of Huckleberry Finn, the table above includes two texts which could
be considered primarily political rather than literary, i.e. the Declaration of
Independence and the Constitution. However, as Lucyna Aleksandrowicz-Pedich
(2003: 223) observes, the Declaration of Independence is the most basic American
text and the respondents clearly expressed their awareness of the role of the two
key documents defining American identity. On the other hand, the absence of the
more contemporary reading matter, apart from Birdy, or the more popular, except
for Gone with the Wind, could suggest that the students did not read much American
literature apart from the obligatory reading lists for their courses. However, an
analysis of all the answers to the question on the most remarkable literary text
reveals that around a quarter refer to texts from outside the canon. The non-
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canonical answers were usually single student responses, extremely diversified as
they ranged from the gonzo journalism of Fear and Loathing in Las Vegas by Hunter
S. Thompson to the comic book series The Crow by James O’Barr.

According to the results of the survey, the most important novelists in the
history of British literature were Charles Dickens (13.6%), J. R. R. Tolkien (12.8%),
Jane Austen (9.4%), George Orwell (8.5%), Oscar Wilde (6.8%) and Emily Bronte
(4.7%). The results are hardly surprising. The popularity of J. R. R. Tolkien could
be linked to the success of the film adaptation by Peter Jackson and the remaining
authors are classic novelists in British literature. Moreover, such a hierarchy is
consistent with the results achieved in Question 6. However, the next position on
the list of the most remarkable British novelists might come as a shock, for it is
occupied by two authors, each of whom was mentioned by 9 (3.8%) respondents:
Agatha Christie and William Shakespeare. While the former could be interpreted
as an indication of the novels the students read in their free time, the latter may
only be treated as evidence of a lack of basic knowledge of the theory and history of
literature. Other examples of “novelists” that never wrote novels are T. S. Eliot, Tom
Stoppard, John Milton and George Herbert. The other problems with categorization
pertained to the nationality of novelists and resulted in references to the following
as British: Lucy Maud Montgomery, William Wharton, Kurt Vonnegut, Stephen
King, Nathaniel Hawthorne, Erich Segall and Margaret Mitchell.

As far as American novelists are concerned, the survey revealed a number of
problems with categorization. Firstly, the American writers Ralph Waldo Emerson
and Tennessee Williams were thought to have written novels. Secondly, the British
novelists Virginia Woolf, Graham Greene, Charles Dickens, Agatha Christie, Bram
Stoker and J. R. R. Tolkien were considered American, as well as Gabriel Garcia
Marquez and Karl May. It should be stressed, however, that the majority of the
valid responses did include references to prominent American novelists. The most
frequent answers mentioned Ernest Hemingway (13.3%), Stephen King (9.5%),
Mark Twain (8.6%), William Wharton (7.6%), Edgar Allan Poe (6.7%) and Francis
ScottFitzgerald (4.3%). Again, there isahigh degree of consistency with the results
obtainedin Question 6 because, apartfrom Whartonand Poe, the remaining writers
were referred to as the authors of the most remarkable literary texts. Moreover,
it should be stressed that almost one third of all the responses about favourite
American novelists included references to authors rarely considered to belong to
the canon, like the already mentioned Stepehn King and William Wharton, but also
Jonathan Carroll, John Grisham, Anne Rice, Roger Zelazny or Charles Bukowski.
Thus, it may be concluded that the students were rather interested in American
literature, which they perceived mainly through the novel.

The names of the 27 British and 18 American poets mentioned by the
respondents belong to the canon and are consistent with the answers given in
response to the question about the most remarkable literary text. In British
literature the names of Shakespeare, Keats and Wordsworth recur in both points,
whereas in American writing Dickinson, Whitman, Poe and Eliot are regarded as
both greatest poets and authors of very important literary texts. However, in both
cases there are also authors especially appreciated for their poems, for instance
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William Blake and George Gordon Byron or Ezra Pound and Sylvia Plath, as it is
presented in the table below.

Table 4. Most popular Anglo-American poets according to the answers to Question 7 in
2003-2004

Ran-k.ing British poets Valid American poets Valid
position percent percent
1. W. Shakespeare 23.4 E. Dickinson 31.2
2. W. Blake 13.0 W. Whitman 12.1
3. W. Wordsworth, T. S. Eliot | Each 8.4 E. A. Poe 7.8
4. J. Keats 6.5 T. S. Eliot 7.1
5. G. Byron 4.5 R. Frost, E. Pound Each 6.4
6. J. Donne, W. B. Yeats, | p. 1132 S. Plath 5.0
S. Heaney
7. G. Chaucer, W. H. Auden Each 2.6 | R.W.Emerson, D. Thomas | Each 3.5
8. > Coleriige, 0 Wilde, | gach 1.9 W. C. Williams 2.8

In response to the point about the most remarkable playwrights 200
respondents mentioned 10 British dramatists, while 47 students were able to name
7 American ones. As it could be predicted, the British category was dominated by
William Shakespeare (80.5%), followed by two Irishmen, Samuel Beckett (8.0%)
and George Bernard Shaw (3.5%), and the more contemporary Harold Pinter
(2.0%). The other references (Christopher Marlowe, Oscar Wilde, T. S. Eliot, Tom
Stoppard, Noel Coward and Sarah Kane) could be considered marginal, as each
of them was given by one or two students (0.5-1.0%). Only one response about
British dramatists was classified as erroneous (John Milton), whereas in the case
of American drama errors constituted almost 15% of the responses and included
British dramatists (William Shakespeare, Samuel Beckett and Tom Stoppard),
American novelists (John Steinbeck, Francis Scott Fitzgerald and Toni Morrison)
and Woody Allen. Further, evidence for the marginality of the category of drama in
the student perceptions of American literature is the fact that the dramatists or the
titles of their plays were hardly mentioned in response to the previous questions on
the most remarkable writer or literary text. However, an analysis of the responses
made it possible to identify a clear preference for the plays of Tennessee Williams,
whose name appeared in almost half of the valid responses. The other popular
American dramatists were Arthur Miller (14.9%), Eugene O’Neill (8.5%), T. S. Eliot,
Edward Albee (each 4.3%), Sam Shephard and Imamu Amiri Baraka (each 2.1%).

5.2 Results of the 2018 survey
The results of the 2018 survey reveal that the students read literature in their

free time, although not necessarily in the original as the majority of titles, even of
British and American books, were given in Polish. Altogether 69 students (93.2%)
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provided titles of their favourite books, which is a slightly higher percentage than
in the first part of the survey. Also the relative variety of the answers was greater,
as 59 types of responses were identified. Again American literature was the most
popular choice (48.8%), followed by British (15.1%) and Polish (12.1%) literatures.
The rest of the responses referred to other European (15.1%) and non-European
(9%) writers, some of whom represent English-speaking countries, e.g. Canada,
Australia and Ireland. As far as the canon is concerned, the only book that could
compete with non-canonical titles was Mrs Dalloway by Virginia Woolf, scoring 6%
of choices, exactly the same as Stephenie Meyer’s Twilight and Andrzej Sapkowski’s
WiedZmin. The runners-up were Master and Margarita and Game of Thrones with
3% of responses each. Two other popular authors turned out to be Stephen King
and Nicholas Sparks, both of whom were represented by two different titles (3%).
What needs to be stressed is that, in spite of a great diversity of titles and authors,
the books represented a rather coherent non-canonical set of literary genres,
consisting of fantasy (23.1%), romance (13%), crime novel (11.5%), young adult
novel (8.6%), non-fiction (7.2%) and science fiction (5.7%). Books representing the
canon in British, American and Polish literature were regarded as their favourites
by 13% of the respondents.

In 2018, the majority of the respondents considered themselves either
intermediate (29 - 44.6%) or advanced (31 - 47.6%) users of English. Only 6
students assessed themselves as fluent, which represented 9.2% of the valid
responses. Most of the respondents spent their free time listening to songs in
English (94.5%), using the internet (87.8%) or watching films (77%). On the other
hand, some of them claimed never to have corresponded with pen friends (27.6%),
listened to an English-speaking radio station (23%) or watched TV in English
(20%). As far as reading in English is concerned, the results are more difficult
to interpret. While a relatively high number of students claim to frequently read
literature (24.6%) and the press (40%), others admit to never reading literature
(15.3%) or the press (20%) in English.

The answers to Question 4, where the respondents were to tick the areas of life
that interested them the most, are presented in the table below.

Table 5. Students’ general interests according to the answers to Question 4 in 2018
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As shown in the table, the most popular choices are connected with
entertainment (film and music) and everyday life of people living in English-
speaking countries. The least popular areas are economy, politics, religion, law,
and international relations.

The responses to Question 5 revealed that in 2018 there was hardly any
preference for either of the literatures as the majority of the respondents (54.1%)
claimed to find them both equally interesting and a small minority (2.7%)
considered them equally uninteresting. Still British literature was marginally
more popular (16.2%) than American literature (14.9%).

In 2018 the response rate to the British part of Question 6 was 48.6% as 36
out of 74 students provided meaningful answers. The respondents also mainly
followed the canon in their choice of the most remarkable literary texts, but there
were a number of striking differences in comparison to the results from the survey
conducted in 2003-2004. They remembered very well the classic texts written by
the “Dead White European Males”: William Shakespeare, Joseph Conrad and J. R. R.
Tolkien. However, rather surprisingly, the most students chose J. K. Rowling with
her Harry Potter books and Charlotte Bronte’s The Wuthering Heights was also
a popular choice as it is shown in the following table.

Table 6. Top 7 British literary texts according to the answers to Question 6A in 2018

Title Count Valid percent
1. The Harry Potter series 5 13.8
2. Romeo and Juliet 5 13.8
3. Hamlet 4 11.1
4. Heart of Darkness 3 8.3
5. The Wuthering Heights 2 5.5
6. The Lord of the Rings 2 5.5
7. Game of Thrones 2 5.5

Moreover, each of the following titles was mentioned by one respondent: 1984,
The Picture of Dorian Grey, The Dubliners, Endgame, The Hobbit, and The Wanting
Seed by Anthony Burgess. The rather limited range of the answers could suggest
that the students remembered Harry Potter, a global bestseller, much better than
the classic books on the reading lists of their courses in British literature. What is
perhaps of greater interest is the fact that the last position in the above table, the
fantasy Game of Thrones, was written by an American, G. R. R. Martin.

On the other hand, the response rate for Question 6 as far as American
literature is concerned was 35.1% because 26 students out of 74 provided valid
responses, which included titles associated with the canon of American literature:
The Scarlet Letter, The Last of the Mohicans, The Great Gatsby and Moby Dick. Each
of them represented 7.6% of the valid responses. However, the majority of the
responses were single titles of books not usually associated with the American
canon of literature: such as popular fiction used as inspiration for blockbuster
films (The Godfather, Hunger Games, Twilight), fantasy (A Game of Thrones, The
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Painted Man, The Lord of the Rings [sic!]), autobiographical writing (Factotum by
Charles Bukowski, The Notebook by Nicholas Sparks) or even “the lyrics of pop
songs from the 1970s”.

In the 2018 survey Agatha Christie and William Shakespeare were still
regarded as outstanding British novelists, together with the American G. R. R.
Martin, who represents the increasingly popular genre of fantasy. In fact the genre
is so popular that the two top positions on the student ranking list of novelists
were taken by fantasy authors: J. K. Rowling (23.6%) and ]. R. R. Tolkien (13.1%)
and there were two other writers associated with the genre C. S. Lewis and Dan
Abnett (2.6% each). The next group of responses represented the canon: John
Milton (5.2%), Charles Dickens (7.8%), Jane Austen and Joseph Conrad (10.5%
each). The remaining answers were single instances of novelists, predominantly
associated with the canon: Daniel Defoe, Emily Bronte, George Orwell, Virginia
Woolf and Anthony Burgess, with the only exception of Jojo Moyes, a contemporary
romance novelist and screenwriter.

The results of the 2018 survey provide evidence for the popularity of American
fiction among students of English as there was a far greater variety of authors
and genres including numerous references to non-canonical writers. The most
popular novelist was Stephen King (13.8%), an author of horror, supernatural
fiction, suspense, science fiction and fantasy. He was followed by Suzanne Collins
(11.1%) , the author of The Hunger Games trilogy, which is a young adult dystopia.
The third place on the ranking list of the most popular non-canonical writers was
shared between Stephenie Meyer, best known for her vampire romance series
Twilight and G. R. R. Martin, the author of the Game of Thrones series (5.5% each).
It is noteworthy that the remaining popular fiction writers that single students
regarded as the most remarkable American novelists were predominantly female:
Margaret Mitchell, Tess Gerritsen, Regina Brett, Victoria Aveyard, Ann Brashares,
Cassandra Clare, and Margaret Stiefvater. The canon, on the other hand, was
represented by men: Mark Twain (8.3%), Francis Scott Fitzgerald (5.5%) and Jack
London (2.7%). The other male writers who might or might not be regarded as
canonical in American literature included the following: H. P. Lovecraft, Jerome
Salinger, Charles Bukowski, Jack Kerouac, Philip K. Dick, and William Gibson.
Each of them was mentioned once so, they represent 2.7% of the valid responses.
There were also some problems with categorization here, as Rudyard Kipling,
Alfred Hitchcock, Virginia Woolf, ]. R. R. Tolkien and Daniel Defoe were regarded
as American. Nevertheless, it could be argued that students of English in 2018
preferred American novels, which they read in their free time as none of the non-
canonical writers was included in the syllabus of American literature.

Moreover, the names of 15 British and 12 American poets were mentioned by
respectively 30 and 18 students, which further proves the claim that poetry is not
very popular among students of English. The majority of the answers constituted
references to canonical writers, for example William Shakespeare (26.6%), T. S.
Eliot (13.3%), John Donne (6.6%), and William Wordsworth (6.6%), including the
War poets (Wilfred Owen, Isaac Rosenberg, and Siegfried Sassoon). The only poets
not belonging to the canon were Anne Clark (6.6%) and John Armstrong (3.3%).
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American poetry, on the other hand, was represented by Emily Dickinson (33.3%),
Edgar Allan Poe (16.6%) and Michael Madsen (16.6%), who is an actor, producer,
director, writer, poet and photographer. There were also single references to Walt
Whitman, Jim Morrison, the leader of The Doors, and Larry Fagin, a member of the
New York School.

In the survey a marginalization of American drama could be noticed. Only 4
students provided valid responses to the question and the answers contained the
famous Anglo-American writer T. S. Eliot, mentioned also as a British playwright
by 4 students, as well as three non-canonical dramatists: Zoe Akins, George Francis
Abbott and Neil Simon. British drama, on the other hand, was clearly dominated
by William Shakespeare whose name was given in 71% of valid responses. The
other dramatists regarded as remarkable in British literature were G. B. Shaw, Ben
Travers, George Gordon Byron, and, surprisingly, the famous Scottish poet Robert
Burns and Joseph Conrad, a Polish-born novelist.

5.3 Results of the 2018 interviews

On the whole, the students were relatively satisfied with the courses, claiming
that they found them interesting and stimulating because the teachers were very
well prepared for the classes and lectures. However, the respondents were also
critical about a number of issues. First of all, they objected to the heavy work load
that they had to cope with during their studies, which very often resulted in not
having enough time to read the set texts. As a matter of fact, it turned out that
very few students read the set texts in the original, or even their translations
into the mother tongue. Not infrequently did they read the summaries of novels
widely available at CliffsNotes, SparkNotes, Shmoop or other “cheat-sheet” websites.
Sometimes instead of reading a novel they watched its film adaptation. They
claimed that, apart from the lack of time, their survival strategies were caused
by the length and the level of linguistic difficulty of the set texts. Some of the
interviewees also raised objections to the frozen syllabus and the chronological
order in which the texts were introduced, causing a hiatus between the subject
matter of e.g. medieval romances and the students’ life experiences.

On the positive side, the students claimed to enjoy reading in their free time;
however, usually not the type of literature discussed during British and American
literature classes or presented in lectures. In fact numerous students would like to
discuss more contemporary bestsellers in class and to introduce more correlation
of the set texts in literature classes with their favourite books and literary genres,
like detective fiction, fantasy, romance, thrillers, horrors, science-fiction and non-
fiction, including auto/biography. The more ambitious ones would like to read
and discuss “cultural texts about life and death, philosophical texts that make
you think” and poetry, which “doesn’t take much time and makes you sensitive”.
Some would very much like to watch film adaptations of novels in class or even
productions of theatrical performances.
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6. Discussion
6.1 The survey results

The introductory point in the questionnaire asked the respondents to provide
one title of their favourite books. The main aim of this question was to find out
what kind of publications students read in their free time and to what extent
these represented the canon of literature in English. The responses to Question 1
revealed a high preference among students of English for popular literature and
non-canonical authors and genres. It could be claimed that as far as reading books
is concerned, the students represented rather high levels of literacy. It should be
remembered, though, that in the majority of cases Question 1 tested their literacy
in their native language, not in English.

In contrast, it was the students’ perceived competence in the English language
that Question 2 was focused on. It asked the respondents to assess their level of
linguistic competence. The results obtained in Question 2 seem to support the
claim that the linguistic competence of the respondents needed to be the priority
as it seems to be a prerequisite for developing their literacy in English.

The main aim of Question 3 was to examine if a pillar of the identity of students
of English could be created around the ways in which the respondents used
the English language outside the classroom. Another aim was to examine their
literacy in the English language. The results seem to suggest that the majority
of respondents did treat English as a way of life rather than an academic field of
study. Practicing literacy skills, i.e. reading literature and the press in the original
as well as corresponding with English-speaking pen friends, is not as popular
among students of English as less demanding free time activities like surfing
the internet, watching films or listening to music. Hence it seems that, although
the respondents seemed to share a certain identity connected with recreational
consumption of products of Anglo-American culture, only a minority of them
could be seen to involve themselves in more specialist activities. It is noteworthy
that while the percentage of students in 2018 claiming to read the press remains
similar to the 2003-2004 sample, reading literature in English is significantly less
popular in the 2018 group (24.6% as compared to 46.4%).

The main aim of survey Question 4 was to examine the students’ general
interests and to determine their levels of interest in literature. A comparison of
the results from the two surveys reveals a number of similarities over the years as
far as the most and the least popular areas of interest are concerned. In both cases
the students seem to be much more interested in entertainment and everyday
life, the top choices being music and film, rather than academic disciplines,
especially economy. These findings could be treated as evidence for the claim
that English Departments are increasingly being chosen by candidates without
specific academic interests. What is more, as far as literacy is concerned, it could
be alarming that the place of literature on the ranking list of student interests
in 2018, number 7, with exactly the same result as that attributed to science and
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technology (28.3%), is much lower than in 2003-2004, when it occupied the third
position with the score of 55.9%.

It is very likely that the results reflecting the students’ general interests were
to a large extent based not only on their hobbies and interests but also on their
tertiary school education, where both British literature and American literature
courses are offered. In order to examine student sympathies and preferences
for these two cultures, Question 5 was included in the surveys. The respondents
were required to decide whether in the field of literature one culture was more
interesting than the other or if both cultures were equally interesting or equally
uninteresting. Whereas in the first survey there could be seen a clear preference
for British over American literature, in the second part that preference almost
disappeared. In the year 2018 the majority of the respondents considered both
literatures to be equally interesting, which is a reassuring result. However, there
is also a marked increase, from 9.3% to 14.8%, in the answers in the “negative”
columns (“Both are equally uninteresting”, “It is hard to say” and “No answer”),
which must cause concern.

The knowledge of Anglo-American literature was examined through statistical
analysis of the responses to Questions 6 and 7. As the students worked under time
pressure completing the questionnaires, it is hoped that the results reveal only the
best remembered, i.e. most essential pieces of information.

Question 6 was aimed at establishing the links between student opinions about
their academic interests, which were expressed in Question 4, and their knowledge
of British and American cultures in the areas examined. The first point in Question
6, designed to test literary knowledge and preferences, asked the respondents to
name the most remarkable literary texts in British and American literatures. The
knowledge of literature among students of English was further tested in Question
7, where the respondents were asked to provide names of British and American
novelists, poets and dramatists that they value the most. It seems that the students
found the points about poets and dramatists more difficult to complete, for much
fewer responses were given than in the case of novelists. On the other hand, poetry
seems to be much less popular among students of English, judging by the low
response rates and a very limited variety of answers to the point about the most
remarkable British and American poets. The answers to the last literary point
in Question 7, which asked about the most remarkable playwrights, suggest that
drama, especially American, is also less popular than the novel.

The knowledge of literature among the students of English is to a much higher
degree a result of their academic education rather than mere personal interest.
It could be argued that the low response rate to Question 6B about the most
remarkable American literary texts in the 2018 survey was probably caused by
the fact that a course of American literature at the Department of Neophilology in
Pope John Paul II State School of Higher Education in Biata Podlaska was offered
only in the third year of studies. Consequently, first and second year students
could only rely on their personal knowledge and preferences, providing the most
remarkable titles of American literature.
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However, it does not necessarily mean that even after completing the obligatory
literature courses the students’ knowledge and understanding of Anglo-American
literature judged by the results obtained in Questions 6 and 7 in 2003-2004 and
2018 is profound and specialized. However, it does seem that while the literary
preferences of the majority of the students examined were reflections of the
reading lists and the canons of British and American literatures, a small but
significant proportion did not rely heavily on the canon in choosing their favourite
authors but developed their literacy reading texts from outside of the canon.
Both of these options seem acceptable in comparison with the third, where the
respondents exhibited serious problems with the categorization according to the
nationality or literary genre.

6.2 The interview results

The opinions expressed by second and third year students of the Department
of Neophilology in Pope John Paul II State School of Higher Education in Biata
Podlaska during the semi-structured interviews to a large extent support the
results obtained in the surveys. The third year students were interviewed during
two Practical English Integrated Skills classes on 13th and 20th of April 2018.
Having completed both the British Literature and the American Literature survey
courses, they were able to provide in-depth answers to all the questions asked. On
the other hand, the second year students, who were interviewed during a class of
British Literature on 17th April 2018, could not evaluate the American Literature
course as it was scheduled for the 5th semester.

7. Conclusions

First of all, it is apparent that the encyclopaedic knowledge of British and
American literature among students of English as revealed by the study is far from
comprehensive and thorough as the relatively low response rates and numerous
erroneous categorizations in student answers suggest. Secondly, the knowledge,
or rather the professed awareness of some canonical works in Anglo-American
literature, does not automatically make them students’ favourites since, as the
research suggests, student literary preferences have little to do with the canon.
In fact, it could be argued that a too ambitiously designed and conducted review
course of British or American literature can even intimidate weaker students,
discouraging them from attempting to read literature in the original. Thus, instead
of increasing student literacy, it can practically stifle it.

On the other hand, it could be claimed that the root of the problem lies in the
fact that in the twenty first century literacy in general, be it in the form of reading
for pleasure or interest in literature, is on the decrease, especially among young
people. Fortunately, the research results do not completely support this claim. On
the one hand, it is true that over the years between 2003/2004 and 2018 there
was a marked decrease from 55.9% to 28.3% in student interest in literature and
a slightly smaller decrease from 46.4% to 24.6% in reading literature in English
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outside of classes. However, on the other hand, the responses to Question 1 seem
to suggest that students of English do read extensively, although not necessarily
in English. Is there a solution to this problem? Is it possible to make students of
English read extensively in English for pleasure in their free time?

The solution following from this study would have to take into consideration not
only student command of English but also their literary and cultural preferences
and incorporate them into a thematical rather than survey course of British or
American literature, in which intense or close reading of excerpts of canonical
texts would be followed by an analysis of non-canonical texts, also non-literary
ones like films and popular music, using the methods of both Literary Studies
and Cultural Studies. It is hoped that by comparing and contrasting a variety
of texts and literary genres, including popular ones like fantasy or young adult
fiction, in their cultural contexts, the students would not only learn to appreciate
the canonical and non-canonical texts, but also develop critical literacy enabling
them to question the values proposed by set texts rather than blindly accept them.
Perhaps then even Richard Hoggart might be satisfied with the way students of
English in Poland use their literacy.
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Appendices

Appendix 1.

Questionnaire “Preferences in the reception of literature among
students of English Philology”

1. What is your favourite book? (title + author)

2. How do you rate your level of English proficiency?
A) beginner O B) intermediate O
C) advanced O D) proficient O

3. What do you use English for? Please tick your answer by inserting X in the
appropriate places in the table.

Excluding classes at the university,

I use English to... Often Rarely Never

A read literature

B read the press
C listen to the radio

D listen to songs
E watch TV
F watch films

G surf the Internet

H correspond with friends
I talk

] translate

4. Which of the following areas interest you most?

A) History O B) Geography O C) Politics O

D) Religion O E) Law O F) Economy O

G) Education O H) Tourism O [) Mass media O
]) Literature O K) Arto L) Music O

M) Film O N) SportO 0) Youth cultureo
P) Science and technology O Q) Everyday life 0

R) International relations O
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5. Which culture is, according to you, more interesting when it comes to literature?
Please tick one box.

. I think that I think both I think both
I think that -
-, . American cultures cultures .
British culture is . It is hard to say
- - culture is more are equally are equally
more interesting - . . . . :
interesting interesting uninteresting

6. What, in your opinion, is the most remarkable literary textin ........ccceoeeececenrenennnn
A) British literature?
B) American literature?

7. From among the British and American writers that you know, please choose the
figures that you value most. At each point, please provide only one name.

British American

novelist

poet
playwright

Appendix 2.
Interview questions

1. What kind of books do you read in your free time?

2. What literary genres are your favourite?

3. What particular books would you like to read for your British literature
classes?

4. What particular books would you like to read for your American literature
classes?

5. What literary genres would you like to discuss in your British literature
classes?

6. What literary genres would you like to discuss in your American literature
classes?

7. What did you like/dislike about your literature classes?

(liczba znakow ze spacjami 52 725)
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Daniel Sawczuk, Anna Sawczuk

Free time activities in enhancing an
Asperger learner’s reading
and writing skills in English

as a foreign language: a case study

It is widely believed that children with ASD (autistic spectrum disorder) function
considerably better in all spheres of life when properly rested and not stressed out. To
keep their attention, concentration and perception levels when dealing with both school
and everyday life duties at an optimal rate, children with autism should have a sufficient
amount of free time for relaxation and entertainment to compensate for the period when
they perform compulsory tasks. During their free time they usually devote themselves to
their passions, which not only brings them considerable satisfaction, butalso contributes to
their development. The aim of this presentation is to give an account of a case study whose
purpose is to investigate whether the non-stress period can be used with ASD children
for guided educational activities. A primary school learner with AS (Asperger Syndrome),
a boy at the age of 9, who is a participant of this study, is encouraged in an indirect way
to use English reading and writing skills during his leisure time, which is to support his
learning the language. The authors examine several stages of their collaboration with the
learner and present some anticipated challenges and problems as well as expected positive
outcomes.

Key words: Asperger Syndrome, ASD, free time, reading skills, writing skills

1. Introduction

Despite facing numerous difficulties, many children with autism spectrum
disorder (ASD) have various passions and talents. One of the disordered areas that
blocks their potential is associated with language and communication deficits.
Usually even the high functioning autists, need some assistance to make progress
in the aforementioned field. Working towards development of their literacy
skills requires extensive knowledge of the condition and individually tailored
interventions involving parents, peers and all the professionals in the learner’s
environment.
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The aim of the present case study was to examine the effectiveness of the
selected therapeutic strategy in the process of informal acquisition of a foreign
language during the Asperger child’s own activities at home.

2. Background to the study
2.1. Autism versus Asperger’s Syndrome

According to the International Statistical Classification of Diseases and Related
Health Problems, ICD-10 Asperger’s Syndrome belongs to pervasive developmental
disorders also referred to as autistic spectrum disorders (ASD). The so-called
triad of impairment summarizes the difficulties of the autistic child, but the actual
manifestation of these can vary. The three problematic areas are 1) qualitative
impairments in reciprocal social interaction, 2) qualitative impairments in
communication and 3) restrictive, repetitive and stereotyped behaviour (WHO,
1993). Rynkiewicz (2009) claims that the major diagnostic difference between
Asperger’s Syndrome and autism is that in the former there is no general delay
or retardation in language or in cognitive development so most Aspies are
characterised by normal general intelligence. Like other autists, however, they
are very likely to be noticeably clumsy. Moreover, they exhibit the Theory of Mind
deficit, which is inability to read and understand both your own and other people’s
mental states such as goals, emotions and beliefs (Baron-Cohen, Leslie, Frith,
1985).

2.2. Selected forms of work and therapy with ASD individuals

Among many methods of working with autists there are directive and
non-directive ones. The former, as claimed by Szeler (2007), are based on the
assumption of shaping adaptive behaviour or reducing undesirable behaviour by
manipulating rewards and penalties. Kielin (2017) maintains that teachers and
specialists usually work here from the position of dominance. They know what to
accomplish with the student and strive for it. An example of a directive therapy
is Applied Behaviour Analysis (ABA) Therapy, where an important goal is to
generalize and maintain effects over time, as well as to engage learning situations
in the context of the child’s daily activity.

The non-directive methods, as observed by Olechnowicz (1997), constitute
the approach refraining from giving instructions or evaluating in a therapeutic
situation and while playing. The goal of the non-directive therapy is to reduce
anxiety in people with autism and to teach skills and behaviours needed in the
environment. Virginia Axline, the author of a non-directive Play Therapy, believes
in man’s tendency to self-update. From infancy, man takes advantage of individual
development opportunities and has a strong innate drive to realize these
possibilities and abilities (Bokus, 1979). Barry Neil Kaufman (1994), who developed
Option Method (also known as the Son-Rise Program) on the basis of his family
experience of working with an autistic child, claims that the main assumptions of
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his non-directive therapy include: 1) acceptance and approval attitude, 2) constant
motivation of a small patient, and 3) development of an individualized therapeutic
program.

Nowadays specialists of many fields collaborate with special pedagogy
therapists in order to help ASD individuals. An example of this is Mentalization-
Based Treatment Adherence and Competence Scale (MTB-ACS), where psycho-
therapists follow their own tried and tested principles with the intention
of enhancing self-reflection, communication and socialization skills of the
disordered. The therapist should balance being challenging and supportive and
highly selective about what they want to battle (therapeutic strategy). The patients
‘unconscious trust’ (alliance) is built by the therapist’s ability and willingness to
identify, investigate and directly confront the patients’ defences (the comfort zone)
in a clarifying process (Karterud et al., 2013). Linguists and methodologists, in
turn, suggest an array of scaffolds that enable special educational needs students
to plan, structure and execute their production outcomes. One of such tools is
Johnson’s model of Process Writing with pre-writing, drafting, revising, editing
and publishing stages (Johnson, 2007).

Presently, itis generally maintained thata well-written therapeutic programme,
proper socialization or upbringing process must contain both directive and non-
directive forms. There is evidence that the eclectic approach benefited numerous
ASD individuals (Kielin, 2017; Szeler, 2007).

2.3. Receptive and productive skills in high functioning autism

All individuals with ASD encounter some kind of language and communication
difficulties. Referring to receptive skills such as reading and listening, they may
have problems with how they hear and process language, which affects their
comprehension and chances for an appropriate response. Another challenge
is pragmatics, where understanding of the actual words does not go with
understanding the meaning and social function of the language (Delaney, 2016).
Oftentimes they have a literal understanding of language misinterpreting the
hidden meaning of idioms, metaphors and irony (Bteszynski, 2010). At school they
find it easier to deal with reading rather than listening tasks as there is a chance to
reread the text gaining more time to process the information.

Time factor is also the key to understand why Aspies prefer writing to speaking.
Vermeulen (2004) explains that out of the two productive skills writing is a much
slower process. Its effectis a visual representation and this form of communication
does not require simultaneous looking at the interlocutor. As confirmed by Likens
(2012: 89), one of Asperger individuals, contrary to verbal communication writing
appears to be much easier and natural in terms of production. Taking part in
a conversation especially with more than one person proves to be extremely
challenging as it requires double-thinking of what, when and whom to say
a particular thing.

Regardless of their preferences, Theory of Mind deficit could account for several
shortcomings of the writing of people with High Functioning Autism Spectrum
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Disorder (HFASD) such as difficulty in writing about thoughts and feelings (Capps,
Losh, Thurber, 2000) or difficulty in taking the perspective of the reader, leading
to a lack of background information or context (Colle, Baron-Cohen, Hill, 2008).
Another problematic issue is failing to monitor text coherence due to limited
processing resources and not knowing when to draw inferences (Perfetti, Landi,
Oakhill, 2005).

Apparently, that is why some HFASD individuals perceive comic strips as
the most effective and convenient way of writing as what cannot be cohesively
described in words can be illustrated by images. Grandin (2006: 19), a HFASD
Professor of Zoology, maintains that she thinks in pictures whereas the words
are like a second language to her. She translates both spoken and written words
into full-colour movies, complete with sound, which run like a VCR tape in her
head. When somebody speaks to her, his/her words are instantly translated into
pictures. It proves understandable why one of recommendations for educators of
such students is to combine literacy skills tasks with pictures and other forms of
visualization such as charts and templates.

2.4. Asperger Syndrome - strengths in learning foreign languages

According to Notbohm (2009), oftentimes high 1Q of people with Asperger
predisposes them to analytical thinking which is useful when learning grammar
rules and structures. Additionally, they excel at memorization and may be able
to learn a large vocabulary which fosters their understanding and replication of
formal written and spoken language. Most with Asperger Syndrome are good at
rote learning and some have a fascination for using this new code for familiar
objects. Most can achieve functional competence in phatic language use by
performing language functions in communication skills such as ritual enquiries
about health, weather and basic social contacts with others (Duda, Riley, 1990).
Wire (2005) claims that AS students tend to be good “literal” mimics of the foreign
language and lack the self-consciousness of their peer group in trying to copy
a foreign accent from the teacher or tape. They have a potential to have the best
accent in the class, or, as claimed by Attwood (2006), may even acquire a native
accent.

However, Moghadam, Karami and Dehbozorgi (2015) state that compared to
typically developing children who learn FL to communicate with foreigners or
understand FL cartoons, ASD pupils do not always know why they should learn
a foreign language. It appears indispensable then to give them a reason and
motivation for learning the second language, which usually means engaging them
in topic-based activities (e.g. a short talk or description) centred on their interests
with the application of their well-mastered skills such as acting, drawing, IT etc.
Wire (2005) also emphasizes the importance of the predictable, distractor-free
(e.g. flickering lights) learning environment with constant repetition and scaffolds.
Mastering the second language gives Aspies the opportunity to have a learned
profession and a successful career in the field of translation (Attwood, 2006).
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2.5. Talents, limited interests and routines vs Comfort, Performance
and Danger zones

It is often maintained that whoever works with ASD people should let them
be autistic without forcing out not understandable behaviours and should rely on
their strengths, special interests and unique skills (Grandin, 2006; TEDx Talks,
2017). Attwood (2006, p. 80) provides a list of potential hobby areas of Aspergers,
which reads: transport, dinosaurs, electronics, sciences, foreign languages etc. and
claims that oftentimes their focus on words, objects or collection of those objects
turns into fascination with the related topics. Swiecicka (2012) observes that the
intensity and devotion to their passion may exclude other activities leading for
example to neglect of school duties and rather infrequently serves the purpose
of socialization and sharing as Aspies tend to be monothematic and do not pay
attention to the interests of others.

The best course of action would be then to strike a proper balance between the
time AS individuals spend on their favourite, however irrational, activities and the
time they are ready to compromise and learn new things of a more standard and
practical nature, which may facilitate their successful functioning in the world of
neurotypical people. The researchers observed that the time of those repetitive
actions and routines involving passions and interests is the Aspies’ non-stress
period, which can be compared to the so-called comfort zone (Figure 1) used in
literature in the context of productivity of the learning process.

comfort
Zone

optimal performance

Figure 1. Comfort, Performance and Danger zones (White, 2008)

White (2008) defines the comfort zone as a behavioural state within which
a person operates in an anxiety-neutral condition, using alimited set of behaviours
to deliver a steady level of performance, usually without a sense of risk. This
implies that, providing there is no change in the ‘anxiety’ or the skills applied,
the performance output will remain constant. The objective is to push or lead
the subject into the optimal performance (learning) zone so that their skills are
increased and they become comfortable with the higher amount of anxiety, thus
enabling them to consistently deliver the improved performance. The problem is
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the danger (panic) zone where the subject may face failure as their level of stress
is pushed to the limits and thus the deterioration of performance can be observed.

3. The case study
3.1. The purpose of the study

The aim of the present case study was to illustrate how the eclectic approach
facilitated using the non-stress period of an ASD primary school child for guided
educational activities to support his learning English as a foreign language.
Specifically, the learner was to develop his self-expression in a written form in the
foreign language in tandem with advancing his self-study and revision skills.

3.2. Methods, tools and strategies

In order to create the learner’s profile the triangulation method was applied.
The data were gathered from three independent sources such as document
analysis, interview and observation. The studied documents included diagnosis
of Asperger’s Syndrome given by a team of qualified professionals, IQ test results,
health record documents, referral letters, Individualised Education Plan, end-
of-year school certificates and mid-term school reports. The interviews were
conducted with both the student and his therapists and educators. To complete
the picture of the learner, the researchers, who are also biological parents of the
learner, took their own observations notes into account.

On the basis of the pre-study findings the researchers presumed that being in
his comfort zone and devoting himself to his passions, like many other Aspies, the
learner not only felt relaxation and pleasure, but also catered for his own unhurried
self-development ruled by the conviction of no pressure. The researchers noticed
a linguistic potential of the learner and resolved to address it with the application
of aself-devised eclecticintervention of entering and battling the learner’s comfort
zone with elements of the Son-Rise Program as well as Mentalization-Based
Treatment Adherence and Competence Scale (MTB-ACS) and Johnson’s 5-stage
Process Writing.

The strategy of entering the learner’s comfort zone was based the non-directive
parent-driven Son-Rise Program (Kaufman B., 1994), where the researchers had
to exhibit unconditional acceptance of the rules of the autistic world, imitate some
of the actions of the boy and use the language of simplified instruction. This was
to build mutual trust with the learner and then engage him in a new linguistic
activity. The belief was strengthened by Raun K. Kaufman, the miraculously cured
autistic individual, who explains that one can only hope for influencing on the
autistic child’s behaviour when there is green light on their part. That is when they
are properly rested, unstressed, fully accepted and thus subconsciously willing to
make adaptations to their way of behaviour (Kaufman R., 2016).

The modelling of the therapeutic strategy was also inspired by th directive
approach. Elements of MTB-ACS, presented by Karterud etal. (2013), were supposed
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to aid brainstorming processes of the learner and challenge his pessimistic
nature paired with tendency to give-up upon encountered failure. To structure
their actions of assistance in the learner’s actual writing, the researchers relied
on Johnson’s 5-stage model of Process Writing. which provided the necessary
framework for pre-writing, drafting, revising, editing and publishing (Johnson,
2008).So after establishing a personal bond with the learner in anon-directive way,
the plan was to confront his defences in the comfort zone, strengthen an alliance
and build epistemic trust. The child’s willingness to consider new knowledge from
the researchers, as experienced teachers of English, was to ensure the success of
the intervention.

3.3. Context and general characteristics of the participant

The learner was a 10-year-old boy living with his parents and two younger
sisters, aged 5 and 3. At the age of three diagnosed with Pervasive Developmental
Disorder-Not Otherwise Specified, he was then re-diagnosed with Asperger’s
Syndrome at the age of 7. The child scored 107 1Q points on the Wechsler’s scale
proving to be within an intellectual norm. From the age of three he had undergone
multi-faceted therapy, had been on sugar, soya and wheat-free diet and periodically
on medication regulating his sleep or concentration levels.

He attended regular nursery school to follow with primary school integration
class with eighteen students including five other disabled children. In the first
three years of school education his academic record and behaviour, as proven by
his mid-term school reports and end-of year school certificates, was good and
very good. In the first two months of the fourth grade his academic achievements
could be rated as average. His academic preferences involved humanities, arts and
nature, whereas difficulties related to exact sciences and PE. From the age of 7, the
learner was interested in one dominant topic area, namely dinosaurs. He had three
friends sharing his interest, but generally felt uncomfortable in new situations and
avoided new people, places and activities.

3.4. Design and procedure

The case study was conducted over a 4-month-period. It lasted from June 2018
to October 2018, which embraced the end of the learner’s 3rd grade, the holiday
period and the beginning of the 4th grade of primary school education. Before the
action research began it was possible to create the learner’s profile on the basis of
the observation notes and interviews with the student and his educators. Then,
the authors examined the learner’s spare time activities to assess which, if any,
of the reading and writing skills were used by him with a substantial degree of
pleasure. Next, the list of activities of potential educational value was drawn up.
Some of them were to be indirectly suggested in a modified, but still attractive
way with the intention of enhancing the learner’s written production, self-
study and revision skills in learning English as a foreign language. A strategy of
entering and battling the learner’s comfort zone was adopted. Some anticipated
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challenges and problems as well as expected positive outcomes were predicted.
The implementation of the modified free time activity was guided by the Johnson’s
5-stage Process Writing. Table 1 presents a more detailed account of the study.

Table 1. The design of the study

Case study
Pre-study
Methods, tools and strategies Objectives
Triangulation method (3 sources of data): Researchers will find out about the
learner’s:
- document analysis - functioning levels and general health
* health institutions: ASD diagnosis, condition
IQ test results, speech therapist - academic strengths and weaknesses
opinion, hospital reports, - preferences pertaining to school
* school: mid-term grade reports, and subjects
end-of-year certificates - performance and motivation levels at
- interview school referring to reading and writing
» with educators skills both in L1 and FL
« with parents - favourite spare time activities
» with the learner himself - range of free time activities of potential
- observation of the learner’s free time educational value
activities
» athome Researchers will:
 atschool’s common room - devise a list of activities of potential
educational value
- outline the intervention plan
encouraging the learner to use and learn
English in his comfort zone
- adopt a strategy of entering and battling
the learner’s comfort zone
- anticipate potential challenges and
problems
- put forward expected positive outcomes
During the study / Action research
Methods, tasks and strategies Objectives
Authors’ own 7-phase intervention with Researchers will:
elements of the Son-Rise-Program, MBT-ACS | - enter the learner’s comfort zone by
and Johnson’s Process Writing gaining his trust and making an alliance
- acasual suggestion (phase 1) with him
- breaking the ice (phase 2) - battle the learner’s comfort zone by
- reinforcement (phase 3) presenting a modification of one of his
- negotiation (phase 4) favourite free time activities
- consent (phase 5) - guide the learner throughout the
- battlefield (phase 6) based on the process of writing until publishing his
Process Writing work
- achievement (phase 7) based on the - enhance the learner’s self-study and
Process Writing revision skills in learning English
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elements of the Son-Rise Program
copying the actions of the learner
showing interest in and respect for
the learner’s favourite activities
establishing personal bond with the
learner
using simplified language of
instruction
- elements of MBT-ACS

* modelling therapeutic strategy

« alliance

* epistemic trust
- Johnson’s 5-tier Process Writing
pre-writing

Learner will:

establish a greater bond with the
researchers

agree on suggested goals and tasks
create a comic strip in English rather
than in Polish

practice his writing skills in FL
including planning and self-correction
revise previously mastered vocabulary
and structure

learn to use an online dictionary and
google translator

learn new vocabulary and structure
improve spelling

« with educators
» with parents
* with the learner himself
- observation of the learner’s free time
activities
e athome
» atschool’s common room

» drafting - practice reading aloud

* revising - generate interest in learning English

 editing

* publishing

Post-study
Method, tools and strategies Objectives
Triangulation method (3 sources of data): Researchers will find out about the
learner’s:

- document analysis - performance and motivation levels at

 school: grade report card school referring to reading and writing
- interview skills both in L1 and FL after the study

preferences pertaining to school
subjects after the study

favourite spare time activities after the
study

attitude to using and learning English
beyond formal instruction time at school

Researchers will:

- be able to juxtapose and analyze the
data collected before and after the study

- be able to evaluate the intervention

4., Discussion

The research findings will be discussed after the learner’s attitude, cooperation
and final work are analysed and juxtaposed with a similar kind of his output in the
native language. Taking into account limitations of the study will allow evaluating
the effectiveness of the pursued intervention pertaining to the participant’s

foreign language reading and writing skil

Is.
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4.1. The analysis of the pre-study findings

Cresswell (2013) claims that in order to be able to make use of the collected
data in a case study, it is advisable to categorise it with a view to designing the
specific, learner-tailored course of action to be taken.

On the basis of the gathered data, the authors of the work noticed the following
strengths of the learner: intellectual norm, good memory, good fine motor skills,
conscientiousness, full engagement in tasks within his areas of interest involving
role-play activities, aptitude for a play of words and creation of neologisms. On the
otherhand, there were observable weaknesses such as anarrow range of interests,
quite frequent deconcentrating, slow pace of work and processing of information,
problems with understanding complex instructions, poor self-organisation and
planning, poor perception of time and space as well as pessimistic nature.

Yet, the underlying observation was that the learner’s performance and
motivation levels were at their best when he was allowed enough time for his
routines and repetitive actions including his passions. In other words, cultivating
the familiar in his comfort zone served him well. Involving the participant in a new
activity such as using and learning English beyond formal instruction and hence
making him leave his comfort zone and learn something differentin this non-stress
period proved to be a challenge. It was essential to determine which of his spare
time activities could be of some educational value so that he felt that his comfort
zone is enriched by a slight modification of relatively familiar and pleasurable
activities rather than violated by new tasks of unknown nature.

The total of the observed favourite free time activities both at home and at
school’s common room was subcategorised under four headings. The sample
presented below appeared to be potentially useful: drawing and writing skills
(writing stories full of dialogues, creating captioned drawings and comic strips
about dinosaurs, Minions, cuddly toys, fish etc.) (appendix 1); reading skills
(reading aloud what he has written); audio-visual skills (recording himself,
listening to his own recordings and watching his own videos) and kineasthetic
skills (playing with toy dinosaurs - make believe, re-enacting Jurassic Park and
Jurassic World film scenes).

Taking into account the above findings, the researchers resolved to integrate
all the skills in order to facilitate entering the learner’s comfort zone and ensure
the potential success of the planned intervention which was to encourage and
help him create a comic strip in English rather than in Polish on the topic of his
choice.

It is noteworthy that, despite top marks at school, English was not rated as one
of his favourites among the school subjects. Polish, in turn, was perceived as 3rd
most popular after Arts and Nature Studies. The learner did not mind writing but
dismissed reading regarding it as time-consuming and tiring. As observed by the
learner’s teacher of Polish editing self-produced text in mother tongue proved to
be challenging enough as he struggled with filtering out unnecessary information
and focused on details rather than obtained a bigger picture. He could edit the
text in terms of correct spelling or minor grammar problems but it was far more

58



DANIEL SAWCZUK, ANNA SAWCZUK FREE TIME ACTIVITIES...

challenging for him to ensure coherence and cohesion. The suggested application of
linking words and control over reference devices such as pronouns led to a rather
repetitive syntax.

Obviously then, creating a text in a foreign language was bound to pose even
greater difficulties. Additionally, the authors anticipated a number of challenges
and problems during the action research. The list read as follows: objection to
creating something in English in his free time; possible violation of his comfort zone
triggering an avalanche effect with meltdowns and raised anxiety; production of
something of poor quality in terms of content and accuracy resulting in developing
language errors; inability of independent planning or finishing the task; self-
doubt in his language skills; potential dislike of English in case of failure or highly
increased anxiety.

The aim of the study, though, was to achieve positive outcomes and therefore
it was expected that if properly guided the learner might practise creativity,
begin to use English in a written form, revise previously mastered and learn new
vocabulary and structure, practise reading aloud in English and generate interest
in learning English beyond school time.

4.2. The analysis of the during-study intervention

Having resolved on the comic strip as a form of expected output, the authors
followed a self-devised 7-phase intervention with elements of the Son-Rise-
Program and MBT-ACS. The first five phases present what was done to allow the
learner enter the comfort zone, the next two show how it was battled via following
5-stage Process Writing so as to achieve the anticipated performance in a foreign
language.

Phase 1 called A Casual Suggestion was a combination of praise and polite
encouragement to engage the learner in creating a comic strip in English rather
than in Polish. As expected, the researcher (the father) faced refusal as typically
it is not enough to introduce any change in the learner’s comfort zone with one
simple request. What is more, further kind requests to do the new activity could
trigger unnecessary anxiety and totally discourage the learner from trying to
perform this particular task. The purpose of this phase was to let the learner know
that there was an option rather than an obligation for a change.

Phase 2 (Breaking the ice) required entering the learner’s comfort zone by
imitating his actions next to him rather than with him, which was to ensure
his security. The boy was creating the table of contents of his newly-started
encyclopaedia of animal species in his mother tongue whereas the researcher
started creating a translation of the table of contents of the learner’s book in
English. At some point, the learner became interested and eventually joined in the
activity suggesting some of the translations of animal species himself. The time
spent together left the learner with a positive impression that doing something in
English in his spare time may be an option to consider.
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Phase 3 (Reinforcement) also involved entering the learner’s comfort zone and
doing one of the activities that the boy found attractive without exerting pressure
on him to do it together. This time the researcher borrowed the learner’s toy
dinosaurs and figures and started to play at make-believe with humans landing on
some dinosaur island. The language of simple spontaneous conversation between
the figures was mostly English. It was an independent choice of the learner to take
part in the play, use English when playing as well as inquire about more useful
foreign language expressions to be used.

Introducing elements of English into the learner’s comfort zone proved to
be successful because he made positive associations with the language without
any sense of violation of his personal time and space. Having achieved that, the
researcher believed it was time for phase 4 (Negotiation). During a random
conversation about popularity of Youtubers, the learner was encouraged to create
a comic strip in English with a view to publishing it on the Internet. It was agreed
that the learner would keep it a secret from his mother and that he would be
recorded while reading the finished product aloud. His mother would be the first
to see it and then, if he wanted, the online audience would be able to view it, too.
Phase 5 called Consent came when the learner enthusiastically accepted the idea.

In phases 6 and 7 (Battlefield and Achievement, respectively), the learner
ventured out of the comfort zone to the new grounds with a clearly-set goal of
producing and publishing his first ever work in English with the assistance of one
of the researchers (father) guided by Johnson'’s 5-stage Process Writing.

Phase 6 (Battlefield) was then subcategorized into the following four Process
Writing stages. Stage 1 (pre-writing) involved brainstorming ideas about the title
of the comic book (Land of Dinosaurs), characters, place of action and potential
content (adventures, language) (appendix 2). Stage 2 (drafting) meant that the
researcher offered help and guidance by teaching the learner how to use an online
dictionary and google translator. At this stage the learner refrained from colouring
his pencil-made pictures, just in case they were to be changed (appendix 3). Stage
3 (revising) concerned developing the plot as well as adding more characters
and adventures. Altogether there were three human characters and five types of
dinosaur species (appendix 4). Stage 4 (editing) involved correction of spelling
(probaply, runing, galimima) and grammar mistakes (He can’t eat we, It’s ostrich) in
tandem with improving and colouring the drawings (appendix 5).

Phase 7 (Achievement) was parallel with Johnson’s Process Writing Stage 5
(publishing) and involved reading the final product aloud to his mother, recording
the learner while reading aloud and uploading the video on Youtube for a selected
audience.

4.3. The analysis of the learner’s production process and final output
It must be noted that throughout the whole creation process the learner was
predominantly driven by enthusiasm and open-mindedness. He was truly eager

to learn how to use an online dictionary and google translator with the option of
listening to the accurate pronunciation of the selected phrases and expressions.
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The key motivation was the promise of publishing his work on the Internet and
reading it aloud to the audience of his choice starting from his mother.

Guiding the learner through 5-stage Process Writing proved to be challenging
although problematic in some areas. To begin with, the learner sometimes wanted
to create language beyond his capability and felt disappointed with not being
able to communicate in English as much as in Polish. Another problem was that
he overused or misused google translator when working completely on his own,
which either hindered his own creativity and revision skills or led to unacceptable
mistakes usually connected with the negative transfer. To make matters worse,
the learner severely objected to some forms of editing which resulted in some
minor compromised mistakes in the final version of his work. Lastly, the pace
of creation was at some points considerably slowed down by his Aspielike self-
enforced elements of ill-perfectionism in colouring or drawing.

On the whole, the finished product (appendix 6) contains a few mistakes (in
home; I have not got drinking), but is fairly satisfactory in terms of cohesion and
coherence as well as a range of vocabulary and structure that often extends
requirements of the A1 English level Brainy coursebook syllabus for 4-graders
(Beare, 2017) (see Table 2). In fact, improving cohesion and coherence in comic
strips is much easier and appears attainable as what cannot be expressed on lexical
level may be easily depicted in comic images. It was of special assistance to the
learner, who like many other Aspies struggles with describing one’s state of mind.

Table 2. Proficiency correspondence of applied vocabulary and structure

Level (A1) parallel with the
learner’s English coursebook
realized at school

Level (A2+) above the learner’s
English coursebook realized at
school

“to be”; “there is”; “can”; “have got’, | modal verbs “may’, “be able to”; Past

very, here (adverbs and adverbials,)
but, in, from (conjunctions and
prepositions) I, me, we, our, they,
he, it (pronouns), oops, yuck, wow,
okay, oh no, hooray, weee, boom,
(interjections and onomatopoeic)

Structure “Let’s’, imperative; Present Simple; | Simple; Future Simple

Present Continuous
I don’t know, let’s go home, climb What'’s happening? How do I know?
a tree (expressions), big, friendly, That was close, I want to see,
funny, hungry, thirsty, long, scared | you betcha, back home, the end
(adjectives), sit down, calm down, (expressions), author, illustrations,
look, eat, drink, run, jump, ride direction, secret, coconuts, portal,
(verbs), sisters, mum, home, mug, ostrich, rhinoceros, triceratops,

Vocabulary |giraffe, neck, river, water (nouns) brachiosaurus, tyrannosaurus,

velociraptors, gallimimus, (nouns),
looks like, went away, go out, cross
(verbs), far, amazing (adjectives),
quiet, suddenly, probably, again
(adverbs and adverbials), us
(pronoun)

Taking the content of the comic strip into account, it must be stated that the

selected topic was relatively predictable. His work entitled Land of Dinosaurs deals
with the time travel to the prehistoric era. What must be emphasized though is the
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pro-social projection of his adventures as he chose a company of his younger sisters
rather than a solitary venture to his imaginary world. Instead of secluding himself
from society in the world of his dreams, he preferred to share his experiences
with the nearest and dearest. Interpreted in such a fashion, the work does not
only appear to be merely an experimental linguistic playground, but a mirror of
his social self-expression. This gives grounds for further mentalization based
approach to let him find out more about himself in the context of socialisation.

4.4. The analysis of the post-study findings

After the study ended, the range of favourite leisure time activities of the learner
have remained relatively similar with watching Jurassic series films, cartoons and
videos and subsequent re-enacting the favourite scenes with toy figures. Drawing
and cutting out dinosaurs, dialogue-oriented story and comic writing mainly in
Polish are also at the core of his interest. Like before the study, most of his free
time written projects are still unfinished, which may suggest that his planning
and execution skills have not improved. It is noteworthy, though, that he pays more
attention to the quality of his writing applying frequent self-correction of not only
spelling and orthography, but also style and cohesion.

It must be pointed out that some of his comfort zone activities now involve
English. For example, he creates a few pages of his own dictionary of English words
used in Wally Kazam cartoon and rewrites rather lengthy subtitled lyrics of one
of animated Jurassic Park video clips in English. Even though the text contains
many mistakes, the determination of the learner to produce a text far beyond his
proficiency level (A1) is praiseworthy. It should also be appreciated that he is able
to translate the lyrics into Polish with a satisfactory degree. On several occasions
he comes back to the self-created comic strip in English and is proud to present it
to the home visitors offering them immediate translation into Polish in case they
do not know English. However, he has taken an independent decision not to show
off with his project at school.

Generally, English has entered the group of his favourite school subjects and
it is observed that now his usual test and in-class grades in English are paired
with a considerably higher level of self-esteem concerning his foreign language
skills is considerably higher. Moreover, his teacher of English has reported the
learner’s increased activeness and motivation to learn and focus more during the
classes. At home, the willingness to do English homework is now comparable to
that concerning his still favourite Arts, Nature Studies and Polish.

What surpassed the researchers expectations regarding the positive outcomes
of the study is the fact that the learner has recently chosen to use English as defence
in the context of school bullying and teasing. Reportedly, his response in English,
puzzled the bullies to the effect that they left him alone. As a result, in the light of
all the above reasoning the intervention must be viewed in positive terms.
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5. Limitations of the study

Typically, a case study findings can hardly be generalised and referred toalarger
population. This particular action research intervention may not be universal
enough due to an additional reason, namely the fact that the researchers are also
biological parents of the learner. Firstly, it is much easier for parents to establish
a mutual bond with the learner than for other researchers. Secondly, unlike school
or therapy centre, home context provides a fairly unlimited amount of time for
intervention to take place. Next, for psychological reasons parents should always
act as parents rather than perform other social roles towards their own children.
Finally, parents are hardly ever fully objective about their own child. All the above
mentioned limitations cast a shadow over the research findings. Hopefully, at least
to some extent, the study findings may appear to be useful to some parents and
educators of ASD children.

6. Conclusions

On the basis of the study findings it must be stated that it is possible to use
free time activities as a ground for enhancing an Asperger learner’s writing and
reading skills in English. Thanks to the researchers’ input of careful analysis of
the participant’s condition and hobbies, it is feasible to enter the learner’s comfort
zone, viewed as non-stress period, enabling him to spread his wings while devoting
himselfto his passions. Being inspired by the Son-Rise Program and Mentalization-
Based Treatment Adherence and Competence Scale and Johnson’s Process Writing,
the researchers devised a 7-phase intervention plan which facilitated the learner
in the creation of a comic strip in English.

The intervention can be considered a success from the perspective of both
the learner and the researcher. As for the learner, the achieved positive outcomes
embrace four areas of improvement. Firstly, in terms of his self-expression in
English he has managed to develop his productive skills by creating a satisfactory
level of content. Secondly, he has been taught how to apply self-study tools such as
an online dictionary and google translator, which helps him to revise previously
mastered and learn new vocabulary and structure. Thirdly, he has improved the
quality of such language aspects as spelling and reading aloud. Fourthly, as for his
motivation to learn English, the learner has shifted his attitude from neutral to
positive, become more active during the school lessons and begun to spend his free
time focusing on the language.

As far as the researchers are concerned, they have succeeded in achieving the
self-setobjectives. They managed to enterthelearner’s comfortzoneby establishing
a stronger bond with him and gaining his trust as well as simultaneously ensured
that the learner remained in his comfort zone most of the time not being deprived
of the resting period. As a result of the careful management of the comfort zone,
the learner was skilfully pushed to the performance (learning) zone where he
eventually used English and boosted his confidence level as for his production
skills in the language.
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Last but notleast, Attwood (2006: 104) maintains that when Asperger children

learn to do something, they may not be able to transfer this practical knowledge
into a different context and may fail in applying the already mastered skill in other
situations. Their lack of generalisation skills as if “one-track mind” does not let
them discover that what has been learned may have multiple usage in multiple
contexts. Present study findings have proven to contradict the above reasoning
as the participant of the applied intervention has displayed the mastery of the
new linguistic skill in a number of unrelated situations after the completion of the
study.
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Barbara Struk

The development of text reading
fluency in English among Polish
EFL learners

Purpose of work: The choice of subject of the following research was dictated by the need to
investigate the development of reading fluency in English, in particular of word recognition
accuracy, reading rate and oral reading prosody, among six 1st Grade Polish EFL learners.
Materials and methods: The study employed was longitudinal and quantitative in nature.
The learners were tested four times in accuracy and speed, and twice in prosody. Results:
In general the results in all three aspects of reading fluency in English improved for all the
learners, however some considerable individual differences have been noted. Conclusions:
The results of the study suggest that educational efforts to improve reading fluency in
English among EFL learners seem to be worthwhile.

Key words: early EFL reading, oral reading fluency, word recognition accuracy, reading
rate, prosody

1. Introduction

Reading involves a number of complex and multileveled processes, like word
recognition, syntactic parsing, semantic propositions encoding, text model
formation or inferencing (Grabe, 2009; Young and Bowers, 1995), therefore
achieving reading fluency requires time and regular reading practice. Slow
reading, with frequent mistakes and poor expression hinders comprehension
and might be an indication of reading disability requiring remedial action. The
more fluent the readers are the less burden is exerted on their working memory.
One attempt to explain this correlation has been made by Perfetti (1985) and
his bottleneck theory, which posits that slow reading curtails comprehension
because the information is not retained long enough in the working memory.
The significance of fluent text reading in the release of mental resources to reach
satisfactory comprehension was recognized as early as the beginning of the 20th
century (Huey, 1905).

While the correlation between reading fluency and comprehension in L1 has
been the subject of great interest among researchers, the same cannot be observed
in the L2 context (Crosson and Lesaux, 2010: 488). The current research was
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designed to investigate changes in reading fluency among six 1st grade Polish
learners of English by assessing their development of word recognition accuracy,
reading rate and oral reading prosody.

2. Reading fluency and its role in reading comprehension in L1 and L2

Despite the general agreement that reading fluency entails decoding print
with precision, speed and expression (Fuchs, Fuchs and Maxwell, 1988; Kuhn
and Stahl, 2003; Markell and Deno, 1997; Young and Bowers, 1995; Fuchs, Fuchs,
Hosp and Jenkins, 2001; National Institute of Child Health and Human Development
[NICHD], 2000), discrete definitional differences can be observed. Interestingly,
Breznitz (2006) discusses three possible ways to view reading fluency: 1) as “an
outcome of the quality of the oral reading of words and connected text” where the
rate and prosody of reading aloud and word recognition accuracy are measured;
2) as “an outcome of the development of accuracy and automaticity in linguistic
components of reading” with word decoding and syntactic processing seen as the
key aspects; and 3) as “an outcome of the effectiveness of various biological and
cognitive systems” (p.4).

According to Wolf and Katzir-Cohen (2001), fluency refers to “a level of
accuracy and rate where decoding is relatively effortless; where oral reading is
smooth and accurate with correct prosody; and where attention can be allocated
to comprehension” (p. 219). Hasbrouck and Glaser (2012) define it as “reasonably
accurate reading, at an appropriate rate, with suitable expression, that leads to
accurate and deep comprehension and motivation to read” (p. 13). A definition
by Kuhn, Schwanenflugel and Meisinger (2010) states that “[f]luency combines
accuracy, automaticity, and oral reading prosody, which, taken together, facilitate
the reader’s construction of meaning. It is demonstrated during oral reading
through ease of word recognition, appropriate pacing, phrasing, and intonation. It
is a factor in both oral and silent reading that can limit or support comprehension.”
(p. 242).

Thus, it is generally agreed that reading fluency incorporates a number of
abilities, such as the reading rate (speed), reading accuracy and prosody, each
of them elaborate and depending on a number of variables. However, while the
researchers stress the importance of reading fluency in deep comprehension, only
Hasbrouck and Glaser (2012) stress the role reading fluency plays in motivation
to read. It is motivation that makes early readers reach out for texts despite the
usually struggling character of early encounters with printed texts.

Achieving satisfactory reading fluency in a second or foreign language (L2/FL)
seems to be more effortful than in the L1 context. This may be due to the fact that
in the L2/FL context one of the underlying reading processes, word recognition,
is usually hindered by poor vocabulary knowledge and insufficient oral language
skills (Grabe and Stoller, 2002: 43). At the onset of their learning to read L1 learners
are proficient vocabulary users and learning to read requires simply learning to
match the graphic form with the otherwise familiar word (both in meaning and
pronunciation), whereas for L2/FL learners, all the aspects of the word may be
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unfamiliar. Therefore, in the latter case, the correlation between reading fluency
and comprehension might not be as strong as in L1 reading context (Crosson and
Lesaux, 2010: 492).

The development of reading fluency in early L1 reading has been investigated
and norms for the speed and accuracy of reading have been established. However,
there is still little insight into the way reading fluency might develop among Polish
EFL early reading learners, and, so far, no norms have been established. The study
discussed in this paper is an attempt to fill in the gap in research concerning the
development of early reading fluency among Polish learners of English as a foreign
language.

3. Reading fluency components: visual word recognition accuracy,
reading rate, and prosody

In order to fully comprehend what one is reading, the words need to be
recognized accurately and automatically, in particular their phonetic, orthographic
and semantic properties. The higher the accuracy in visual word recognition,
the easier it is for the reader to comprehend a text. Poor rate of reading accuracy
may result from poorly developed phonological, orthographic, semantic, syntactic
and morphological skills (Adams, 1990). According to the National Reading Panel
(2000), early readers need to achieve some level of accuracy first to be able to
subsequently work on the reading rate. What is more, the development of reading
accuracy can be affected both by individual differences between learners as well
as the level of orthographic depth between the languages. Naturally, achieving
accuracy in a shallow orthography language is not as cognitively demanding
or time consuming as in a deep orthography (Shany, Bar-On and Katzir, 2012).
It should be added that the general accuracy rate below 90% leads to reader’s
frustration (Rasinski, 2004). Hicks (2009) adds that words can be read accurately
either as sight words or through phonemic decoding.

A high rate of reading, referred to also as speed or duration of a reading act,
is as necessary for fluent and satisfying reading as accuracy is (Breznitz, 2006).
However, the nature of reading rate cannot be given precisely. One view asserts
that, as a dependent variable, reading rate is influenced by the smooth operation
of reading skills, such as matching phonemes with graphemes or letter clusters.
The other perception of reading rate is that, as an independent factor, it influences
the learners’ performance in reading skills (Breznitz, 2006: 9-10). It is difficult to
establish the optimal rate of reading fluency for L2/EFL learners as estimates vary
from 100 to 300 words per minute (Anderson, 1999, Chodkiewicz, 2000). Reading
rate has a developmental character, as it increases with reading experience
(Rasinski and Padak, 2005). Both rate and accuracy of reading are often measured
with RAN (Rapid Automatic Naming), that is a test in naming familiar stimuli
(Rathvon, 2004).

The third component of reading fluency is prosody. Rathvon (2004) explains
the term as “the rhythmic and melodic features of spoken language; prosodic
features are measured in reading expression and some kinds of reading fluency
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tasks“ (p. 550). In more detail, prosody deals with such aspects of expression in
oral reading as the right or natural length of phrase pronunciation, the rhythm,
stress, pitch, intonation and loudness (McArthur, 1992: 818). Reading prosody can
be measured by attending to pausing, phrasing, and the use of appropriate stress
and intonation. Performance on all the four parameters is marked on a 4-point
scale with 0 points as the lowest mark and 3 as the highest (i.e. Fountas and
Pinnell, 2011). Although reading expression is often taken for granted, its lack in
oral reading can be immediately noticed.

4. Activities in developing reading fluency

The way to achieve reading fluency is through regular practice in reading,
including rereading the same text a number of times. However, repeated reading of
familiar texts can be demotivating. To keep up the motivation of early readers, both
the texts and the activities need to be engaging, but also just below the learners’
level (Hicks, 2009). A sample of text and activity types aiming at developing
reading fluency among early EFL readers is presented in Table 1.:

Table 1. A selection of text types and activities aiming at developing reading fluency (based
on Blamey and Beauchat, 2016; Hicks, 2009)

TEXT TYPES ACTIVITIES

Rhythmical, rhetorical, or Teacher reading aloud to provide a model,

interactive texts such as poetry, | repeated reading,

song lyrics, chants, rhymes, paired reading,

short plays, monologues, echo reading,

dialogues, or letters, choral reading,

humorous text with lots of rereading a text using different ‘voices’, i.e. the voice of

action. a powerful king or a tiny mouse,
pupils reading along with the teacher or a recording,
attractive, multisensory sight word reading practice,
reading whole phrases instead of individual words,
independent reading.

Some of the activities can be suitable for the introduction of a new text, for
instance, the teacher reading aloud to provide a model. Other activities might be
more suitable for reading familiar texts. One activity that the participants of the
current study found particularly engaging was the activity in which they could
read a text using distinct voices of their choice, for instance the high tone of voice
(i.e. that of a mouse) or a low voice (i.e. that of an elephant). During this activity,
the readers concentrated on producing the chosen voices rather than on the
text itself, which added the element of fun to the reading practice. By assuming
different voices the learners were motivated to reread a text numerous times, thus
increasing their reading rate and widening their range of sight vocabulary with
each attempt. All in all, the suggested activities can be easily incorporated into
regular reading practice. However, while working on developing their reading
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fluency learners need to be aware that fluent decoding of any text is not an aim in
itself, but a tool necessary for satisfactory reading comprehension.

5. The study
5.1. Purpose

The primary aim of the study was to investigate changes in the learners’
reading fluency assessed in terms of accuracy in word recognition, reading rate,
and prosody in oral reading. Three research questions were formulated:

1. Willtherebe changesinthelearners’ readingaccuracyacross theinstruction
period with four measurements taken?

2. Will there be changes in the learners’ reading rate across the instruction
period with four measurements taken?

3. Will there be changes in the learners’ reading prosody between the first and
final testing time?

Toaddress theseresearch questions, the author used longitudinal data gathered
across the six months of early reading instruction.

5.2. Participants, materials, procedure

The participantsincluded randomly selected six 1st Grade students from asingle
urban elementary school in Poland, three girls and three boys. The girls were the
only children in their families while the boys had siblings. All the participants’
mothers, also the major caretakers, were university graduates and their families
represented similar SES (Socioeconomic status). At the commencement of the
instruction the youngest participant (Zuzanna P.) was 6 years and 2 months old,
and the oldest (Jakub) was 7 years and 9 months old.

The participants were exposed to six months of early EFL reading instruction,
which consisted of forty 90-minute sessions, and focused on developing alphabetic
knowledge, grapheme-phoneme correspondences, sight word reading, phonemic
decoding, oral language skills, comprehension, vocabulary and spelling. The
assessed component skills included: letter knowledge, sight vocabulary reading,
phonemic decoding, reading comprehension, vocabulary knowledge and fluency
of reading connected texts. The participants were tested four times: after the first
12 instructional sessions (Time 1), after the next 8 sessions (Time 2), after 10
subsequent sessions (Time 3), and after the last 10 sessions of the course (Time 4).

To assess reading fluency, the participants were asked to read short, familiar
texts at their grade level (Appendix 1). The participants were recorded while
reading, the recordings were subsequently analysed and the data was collected.
Reading accuracy was evaluated by calculating the number of correctly read
words among those found in the reading samples produced by learners at four
measuring times. The speed of reading was assessed by calculating the number
of all the words the learners read within 1 minute (Appendix 2). To measure the
prosody of the participants’ reading aloud, a 4-point scale (0-3) by Fountas and
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Pinnell (2010) was used to assess pausing, phrasing, stress, and intonation. For
greater objectivity prosody was assessed by two raters, experienced EFL teachers,
and the average result was calculated.

5.3. Results

5.3.1 Reading accuracy

In the reading accuracy tests (see Figure 4.1. below for results), the score was
the percentage of words read correctly out of all the words read within 1 minute.

120
100 -
=&—ZuzannaP.
801 = ZuzannaS.
60 - ——Karolina
~Jl— Marcel
40 -
& Szymon
20 Jakub
0%
Time 1 Time 2 Time 3 Time 4

Figure 1. The trend in changes of the learners’ reading accuracy across the four testing times.

As can be seen, the results show that the participants’ reading accuracy had
atendency to increase throughout the 6 months of their reading course and across
four measurement times. The highest results were obtained by two participants:
Zuzanna P. and Zuzanna S. whose final results were close to the maximum
(respectively 92% and 86% of reading accuracy). Of these two participants the
most spectacular progress was made by Zuzanna P., whose starting point was
33% of correctly read words, yet the result at Time 2 was 100% and at Times 3
and 4 respectively 97% and 91%. Also Karolina, Szymon and Jakub made clear
progress in reading accuracy. In the case of Karolina, reading accuracy rate was
initially 33% and grew to 80% at Time 4, and in the case of Szymon the result
changed from 0% to 60% between Times 1 and 2. Jakub’s development of reading
accuracy was also clearly visible and improved from 45% at Time 1 to 77% at Time
2. Marcel’s results indicated a slight improvement in reading accuracy: the average
result obtained by the participant at Times 1 and 2 was 42%, while the average
result obtained at Times 3 and 4 was 51%. Drops in results could be observed in
the cases of all the participants (except for Zuzanna S.) at various testing times.
The development of reading accuracy, like that of speed of reading, may have been
attributed to the frequent practice in reading both in English and in Polish.
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The table below (Table 2.) shows the numbers of the learners’ correct answers
scored on the four reading accuracy tests with the percentage of all correct
responses per test as well as the percentage of all correct answers per learner.

Table 2. Number and percentage of words read accurately out of all the words read by
particular learners within 1 minute across four measuring times

Number and percentage of the words read correctly
out of all the words read within 1 minute
Time 1 Time 2 Time 3 Time 4
T = - Number and
B|Su|3 T | % < | ® ' « | percentage
5| 8T | 8 SE| © oL | 2 ©E | of 1
Learners | 83| Eo| S8 | 28| 58| e8| £y £ g | ofcorrectly
So|8%|5E 8-5 = 5 8-5 ® 5| § 3 | read words
23|53 |52|5s3|S2 55|52 |%5F per
=l 28|s s 5|8 s =| 8 S & | Learner
w | = Z Z. Z z =
1 10 29 20 60/65
ZuzannaP 13 gg0 1 10 a0 | 30 J0796)| 22 |(91%)|  (92%)
Zuzanna S. 25 (76%) 32 (91%) 28 (89%) 25 (88%) (86%)
_ 4 16 14 16 50/74
Karolina | 12 1 3305)| 22 |(73%)| 2% |70w)| 2° |(80%)|  (68%)
s 3 16 4 28/55
Marcel 1 (45%) 8 (38%) 26 (62%) 10 (40%) (51%)
0 9 6 9 24/53
Smon | 4 e | P |e0w)| 5 |ow)| Y0 |arom)|  asw)
15 17 19 13 64/108
Jakub 133 s | 22 |77w)| 20 |esw)| 2 |aw)|  (59%)
No and
percentage
44 84 109 84
otcmecty | 0| 5| 109 | %8| wan |08 | a0 | 20
per measure

From the data shown in the table it can be seen that the study participants
improved their reading accuracy over the period of six months of instruction.
While at the initial measurement time the percentage of all the correctly read
words out of all the words read within 1 minute was 50%, at Time 2 itreached 77%
to drop by the final measurement to 70%. The mean scores of individual learners
also showed considerable differences. While the highest score (gained by Zuzanna
P) was 92%., the lowest score was obtained by Szymon (45%). Apart from Szymon,
the reading accuracy of all the other learners reached over 50%.
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5.3.2. Reading rate

Figure 2. presents the results of the reading speed test. The learners’ task was
to read the texts aloud for up to 1 minute.

=4&—Zuzanna P.
——ZuzannaS.
= Karolina
~Jl— Marcel

E#—Szymon

Jakub

Time 1 Time 2 Time 3 Time 4

Figure 2. Changes in the number of words read by the learners within a minute across four
testing times

The results indicate that the speed of reading improved over the period of
training, despite the tendency to fluctuate. A steady gain in the speed of reading
could be observed in the case of Szymon whose starting point was only 4, but at
Time 4 heread 19 words. The results of Zuzanna S. and Karolina increased between
Time 1 and 2: in the case of Zuzanna S. the results grew from 25 to 32, while in the
case of Karolina, from 12 to 22. Zuzanna P. and Marcel’s results improved between
Time 1 and 3: Zuzanna P. read only 3 words at Time 1, yet by Time 3 the number
grew to 30; Marcel’s results grew from 11 to 26. Only Jakub’s results seem to have
declined from 33 at Time 1 to 24 at Time 4, probably due to the fact that with time
and subsequent testing Jakub paid more attention to accuracy. Marcel’s results
dropped between Times 3 and 4 from 26 to 10, probably for the same reason as
Jakub. During some of the tests, some participants managed to read all the words
in the texts in less than one minute, as in the case of Zuzanna S. and Karolina at
Times 3 and 4, and in the case of Jakub at Times 2, 3, and 4.

In order to demonstrate the results of the speed of reading tests from the
perspective of the whole group, the number of words read per minute per measure
and per learner has been presented (Table 3).
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Table 3. Number of words read by particular learners within 1 minute across four measuring
times.

Number of words read within 1 minute Number of
Time 1 Time 2 Time 3 Time 4 words read per
learner
Zuzanna P. 3 10 30 22 65
Zuzanna S. 25 32 28 25 110
Karolina 12 22 20 20 74
Marcel 11 8 26 10 55
Szymon 4 15 15 19 53
Jakub 33 22 29 24 108
No of words
read per 88 109 148 120
measure

The collected data presented in the table above show that the study participants
improved their speed of reading over the 6 month period of the instruction. At the
first measuring time the number of all words read per 1 minute was 88, at Time 2
- 109, at Time 3 - 148, and 120 at Time 4. By Time 3, the number of words read per
minute almost doubled in comparison with that at Time 1. Individual participants’
results also showed considerable differences. The highest number of words read in
all the four tests were those of Zuzanna S. (110) and Jakub (108), while the lowest
were those of Szymon (53) and Marcel (55). Generally, despite the drop in the
results of four learners at Time 4, the speed of reading improved over the period of
the early EFL reading course.

5.3.3. Prosody in oral reading

To investigate the changes in the oral reading prosody (see Table 4. below)
two independent raters, experienced EFL educators, analysed the recordings of
the learners’ oral reading at the initial and final testing time. The results are the
percentage assigned on the basis of the learners’ performance in reading prosody,
in particular in pausing, phrasing, stress and intonation. All four parameters were
marked for each of the learners using a 4-point scale, where 0 points is the lowest
mark and 3 is the highest (Fountas and Pinnell, 2011).
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Table 4. The percentage assigned on the basis of the learners’ performance in pausing,
phrasing, stress and intonation

. Results in pausing, phrasing, stress and intonation
Participants - -
Time 1 Time 4
Zuzanna P. 92% 92%
Zuzanna S. 83% 92%
Karolina 67% 75%
Marcel 33% 67%
Szymon 25% 42%
Jakub 42% 33%
Average score per group 57% 67%

The data presented in the table shows that also prosody in reading aloud
improved over the period of 6 months of instruction. While at Time 1 the average
result was 57%, at Time 4 it reached 67%. Two of the participants’ prosody
results reached an impressive 92% by Time 4. Also in prosody results individual
participants showed considerable differences. While the highest score (gained by
Zuzanna P.) was 92% at both measuring times, the lowest score was obtained by
Szymon (25% at Time 1 and 42% at Time 4). Apart from Jakub, the prosody results
improved from Time 1 to Time 4.

6. Conclusions

In general, word recognition accuracy, reading rate and oral reading prosody
improved for six 1st grade Polish EFL learners participating in the six months of
early EFL reading instruction. The improvement could be attributed to the fact
that over the period of instruction the participants had practiced reading using
different strategies (reading words as sight vocabulary and through phonemic
decoding) which contributed to reading fluency. At the same time the learners
were also undergoing intensive oral reading training in Polish at school. Another
reason may lie in the fact that while initially the learners felt apprehensive about
reading aloud in English, over the course they visibly gained in confidence and
often enjoyed oral reading practice. However, an increase in the speed of reading
was not always followed by an increase in reading accuracy as some learners
read words at a faster rate, yet inaccurately. The results of the study indicate that
regular engagement in activities aiming at the development of reading fluency is
bound to bring positive effects.
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Appendices

Appendix 1.

Contextual reading fluency tests

Time 1

This is Ben’s family. These are Ben’s mum and dad. This is Ben’s tree house. Ben has
gota TV and a telescope.
- What can you see, Ben?
- Ican see the moon and the stars.

Name
this is Ben’s family these are
Ben’s mum and dad this is
Ben's tree house Ben has got
A TV and a telescope what
can you see Ben I can
see the moon and the stars
Time 2

This is an island. And this is a beautiful garden.
- What can Tom see in the garden?
- Tom can see a monkey!

What has Tom got?

- Tom has got a drink.

Itis very hot.
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Name
this is an island and this
Is a beautiful garden what can
Tom see in the garden Tom
can see a monkey what has
Tom got Tom has got a
drink it Is very hot
Time 3

The monkeys are in the jungle. What are the monkeys doing? This baby is sleeping.
This one is playing football. What has daddy monkey got? He has got jeans and socks.

Name
the monkeys are in the jungle
what are the monkeys doing this
baby is sleeping this one is
playing football what has daddy monkey
got he has got jeans and
socks
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Time 4

- Look at this! What a mess!
- What are the children doing? - asked Sam.
- They are packing and singing.- said Tilly.

- Whose jeans are these?
- They're mum’s.
- And what has Ben got?

- He has gotared T-shirt.

Name
look at this what a mess
what are the children doing asked
Sam they are packing and singing
said Tilly whose jeans are these
they're mum’s and what has Ben
Got he has got a red
t-shirt
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Appendix 2

The table of results:

Number of words Number of words

No Recognising words in context
g & read read correctly

Words recognised on sight

Words recognized through
phonological decoding

The sum of correctly recognized words:

Comments on the intonation:

Additional remarks:

(liczba znakéw ze spacjami 30 493)
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Jacek Szmalec

DCD - objawy, diagnoza i terapia
a grafomotoryka

DCD to stosunkowo niedawno wyodrebniony zespdl zaburzen objawiajacy sie problemami
w zakresie duzej i matej motoryki, problemami z koordynacjg skutkujacy w sferze
psychicznej niska samooceng, a w sferze spotecznej niesamodzielnos$cia i wyobcowaniem
z grupy réowies$niczej. Wedtug przeprowadzonych badan DCD dotyczy od 5 do 10% dzieci.
Ze wzgledu na podobienstwo do innych zaburzen dopracowano kryteria diagnostyczne
i ujednolicono nomenklature. Nowe narzedzia diagnostyczne przedstawione w niniejszym
rozdziale, opracowane przez autora i zastosowane w jego badaniu empirycznym, pomagaja
w ustaleniu sfer zaburzen i projektowaniu terapii dla os6b z DCD, ktdrej celem jest poprawa
matej motoryki i koordynacji motoryczne;j.

Stowa Kkluczowe: DCD, dyspraksja, problemy grafomotoryczne, kwestionariusz
grafomotoryczny, kwestionariusz terapii reki, efektywnos$¢ terapii

1. Wstep

Nazdolno$¢ uczeniasie jezyka przez dziecko, w tym jezyka obcego, maja miedzy
innymi wptyw takie elementy rozwoju, ktére nie sg powszechnie postrzegane
jako wspomagajace badZ utrudniajace zdobycie tej umiejetnosci. Wéréd nich
znajduja sie duza i mata motoryka, propriocepcja, czucie wtasnego ciata oraz
postawa. Dziecko prawidtowo rozwiniete w wymienionych zakresach potrafi
skoncentrowac sie, przepisywac z tablicy, szeregowaé kolejno$¢ zdarzen i polecen,
prawidtowo i z odpowiednig sitg trzymac i postugiwac sie narzedziem pisarskim
(jesli mata motoryka jest prawidtowa), a takze bezproblemowo wykorzystywa¢c
caty aparat mowy. Brak probleméw motorycznych utatwia méwienie i pisanie,
a w konsekwencji nauke np. jezyka obcego. Dodatkowo sprawia to, Ze samoocena
takiego dziecka jest wyzZsza niz dziecka z problemami, co skutkuje jego
zaangazowaniem podczas nauki jezyka obcego.

Niestety coraz wiecej dzieci ma problemy z wykonaniem zadan motorycznych,
pomimo Ze ani ich rozwdj fizyczny, ani jego poziom rozwoju umystowego nie
wskazujg na to. Kiedy nie potrafimy znaleZ¢ przyczyn trudno$ci motorycznych
dziecka okre$lamy je mianem DCD (ang. developmental coordination disorder)
badzZ dyspraksiji.
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Na podstawie przeprowadzonych badan niniejszy artykut wykazuje, ze terapia
dzieci majacych problemy z matg i duza motoryka, popularnie zwana ,terapia
reki,” jest skutecznym zespotem oddziatywan terapeutycznych zwiekszajacym
umiejetno$ci motoryczne, a w konsekwencji umiejetnos¢ pisania przejawiajaca sie
w podniesieniu jej jakosci i tempa.

2. Wplyw ogolnego usprawniania motorycznego na efektywnos¢
pisania

W swoich badaniach Rokita, Warzyniak i Medrek (2013: 39-45) zajeli sie
wptywem zaje¢ ruchowych dzieci niewykazujacych zaburzen z wykorzystaniem
pitki edukacyjnej eduball na jako$¢ pisania polegajaca na utrzymaniu pisma
recznego w liniaturze. Byty one prowadzone przez caty rok szkolny. W tym czasie
dzieci (chtopcy i dziewczynki) z klasy eksperymentalnej odbywaty trzy godziny
zaje¢ z WF-u, w tym dwie godziny zaje¢ z pitka edukacyjng i godzine bez. Wyniki
badanych dzieci poréwnano z rezultatami dzieci niemajacych zaje¢ z pitkami
eduball. Dzieci z klasy eksperymentalnej w znaczgcym stopniu zmniejszyty ilo$¢
popetnianych btedéw w poréwnaniu z wynikami uzyskiwanymi na poczatku
roku szkolnego, jak réwniez w poréwnaniu do dzieci z grupy kontrolnej. Zajecia
te, w poréwnaniu z grupg kontrolng, w znaczacy stopniu umozliwity zmniejszenie
liczby btedéw popelnianych zaréwno przez chtopcéw, jak i dziewczynki (Rokita
iin., 2013 39-45).

We wspomnianym artykule przedstawiono wptyw terapii prowadzonej
zwykorzystaniem tylko jednego narzedzia, tj. pitki eduball na podniesienie jako$ci
pisania. Autor niniejszego rozdziatu zajat sie zagadnieniem wieloaspektowej
terapii usprawniajacej motoryke, w tym terapii integracji sensorycznej, ktéra to
w konsekwencji wptywa na efektywnos$¢ pisania u dzieci, w tym dzieci z DCD
(dyspraksja).

3. Ujednolicenie terminologii

Do niedawna wspomniane wyzej dzieci okres$lano jako dzieci posiadajgce
ktopoty z percepcja dotykowa, ruchowg i uwaga. Nazywano te dzieci niezdarnymi
ruchowo (Missiuna i Polatajko, 1995a: 2-3). Przed przyjeciem okreslenia
»Zaburzenia koordynacji ruchowej” dzieci z problemami w rozwoju motorycznym
okreslane byly jako ,motorycznie op6znione”, ,motorycznie uposledzone” lub
,Zsyndromem niezgrabnego dziecka” (GillbergiKadesjo,2003:59-68). W 1975 roku
Gubbay przedstawit badania, w ktérych az 5% dzieci w wieku wczesnoszkolnym
przejawiato ktopoty motoryczne zwigzane z tempem pisania, uwagg i ruchem.
To sktonito Swiatowa Organizacje Zdrowia (WHO), Amerykanskie Towarzystwo
Psychiatryczne (American Psychiatric Association) oraz klinicystéw i badaczy do
przyjecia w 1994 roku terminu ,rozwojowe zaburzenia koordynacji ruchowej”,
znanego pod symbolem DCD (ang. developmental coordination disorder) (Missiuna
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i Polatajko, 1995b). Wedtug Amerykanskiej Organizacji Psychiatrycznej oraz WHO
dziecko z zaburzeniami koordynacji cechuja:

- klopoty z utrzymywaniem réwnowagi podczas stania i siadania;

- opo6znienia w zdobywaniu ,kamieni milowych” w okresie niemowlecym
(Missiuna i Polatajko, 1995b );

- staba wydolnos$¢ w grach zespotowych;

- staba wydolnos$¢é w pisaniu (Sigmundsson, 2005: 51-68).

Podobne definicje rozwojowych zaburzen koordynacji ruchowej przedstawiali
nastepujacy autorzy i organizacje:

- Dr Amandy Kirby - rozwojowe zaburzenia koordynacji to ,problemy
koordynacyjne, ktére wystepuja u pacjenta, mimo Ze nie zdiagnozowano
u niego takich stanéw chorobowych, jak mézgowe porazenie dzieciece,
dystrofia miesSniowa i inne” (Kirby 2010: 12).

- Organizacja Dyspraxia Foundation z Wielkiej Brytanii precyzuje termin
,rozwojowe zaburzenia koordynacji ruchowej” (DCD ang. Developmental
Coordination Disorder) jako odnoszacy sie do os6b majacych problem
Z pamiecig, percepcja i przetwarzaniem ruchowym. Termin ten dotyczy
wezszego zakresu osdb, niz termin dyspraksja, ktéry dotyczy oséb
majacych problemy z planowaniem, organizowaniem i wykonywaniem
ruchu w czynno$ciach zycia codziennego oraz do os6b majgcych problem
z artykulacja, percepcja mowy i mysleniem (Kranowitz, 2012:148).

4. Kryteria diagnostyczne DCD

Na podstawie licznych badan Amerykanskie Towarzystwo Psychiatryczne
sporzadzito kryteria diagnostyczne dla rozwojowych zaburzen koordynacji
ruchowej, ktore stosujg wszyscy badacze z catego $wiata.

Najnowsze Kkryteria diagnostyczne, dotyczace rozwojowych zaburzen
koordynacji ruchowej opisane zostaty w The Diagnostic and Statistical Manual for
Mental Disorder, American Psychiatric Association (2013). Przedstawiaja sie one
nastepujaco:

A | Nabywanie i realizacja skoordynowanych umiejetnosci motorycznych jest znaczaco
ponizej oczekiwanego, charakterystycznego dla wieku chronologicznego jednostki
poziomu i mozliwo$ci nauczenia sie tych umiejetnos$ci oraz ich uzycia. Trudnosci
sa ujawniane jako: niezdarno$ci (np. upuszczanie lub uderzanie, potracanie
przedmiotéw, jak réwniez powolno$¢ i brak precyzji w wykonaniu motorycznych
umiejetnosci, takich jak tapanie przedmiotéw, uzywanie nozyczek lub sztuécéw,
pisanie reczne, jazda na rowerze lub uczestniczenie w zajeciach sportowych.

B |Deficyt umiejetno$ci motorycznych w kryterium A bez przystosowania
(dostosowania) znaczaco i nieustannie koliduje z czynno$ciami dnia codziennego
typowymi dla wieku chronologicznego (np. samoobstuga i pielegnacja) i wptywa
na efektywno$¢ szkolng, aktywno$¢ przedzawodows i zawodowa oraz wypoczynek
i zabawe.

C | Zesp6t symptoméw wystepuje we wezesnym okresie rozwoju.
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D |Deficyty umiejetno$ci motorycznych nie s3 wystarczajgco wyjasniane przez
intelektualng niepetnosprawno$¢ (zaburzenia rozwoju intelektualnego) lub
uposledzenia widzenia i nie s3 charakterystyczne dla stanéw neurologicznych
oddziatujgcych naruch (np. MPD, dystrofia mie$niowa, zaburzenia zwyrodnieniowe).

Zrédto: American Psychiatric Association (2014: 29).

W celu wyselekcjonowania dzieci z DCD nalezy zwréci¢ uwage na wykazywane
przez dziecko zachowania w réznych sferach zycia. Liste kontrolng tych sfer
i zachowan opracowat zespdét specjalistow neurorozwoju zwany Coventry
Children’s and Young Person’s Occupational Therapy Service(Lee.M, 2014: 30-31).
Wedtug nich, aby zakwalifikowa¢ dziecko jako wykazujgce DCD, nalezy podczas
obserwacji zwrdéci¢ uwage na to, czy u danego dziecka wystepuja ponizsze
zachowania:

W zwigzku z wyodrebnieniem DCD jako zespotu zaburzen, miedzy innymi po
wykorzystaniu listy przedstawionych powyzej objawéw, koniecznym stato sie
ujednolicenie nomenklatury dotyczacej DCD z powodu mnogo$ci stosowanych
przez naukowcow okreslen, utrudniajgcych wzajemne zrozumienie. Inne uzywane
do niedawna okre$lenia, odzwierciedlajace podgrupy lub spokrewnione grupy
zaburzen, to: minimalna dysfunkcja motoryczna, deficyty uwagi, deficyty uwagi
i percepcyjno-motoryczne (DAMPS), minimalna dysfunkcja mézgowa, dyspraksja
rozwojowa, (dys)praksja motoryczna, “niezgrabne dziecko” oraz dysfunkcja
motoryczna (Portwood, 2014: 29, 33-35, 41-45, 74-76).

Gtownym zZrodtem informacji na temat wystepujgcych zaburzen u dziecka,
sugerujacych wystepowanie DCD s3 obserwacje czynione przez rodzica/cow i /
lub nauczyciela/i, ktéore moga by¢ udokumentowane, a nastepnie wzbogacane
przez roznych profesjonalistow, w tym przez pediatrow, terapeutéw zajeciowych,
logopedéw, fizjoterapeutéw i psychologéw (Geuze i Kalverboer, 1987: 421-432).
W wyniku zebranych przez nich danych, Macnab i in. (2001: 49-72) rozpoznali
pie¢ podtypoéw dzieci z DCD, charakteryzujgcych sie r6znigcymi sie proporcjami
uposledzenia w funkcjonowaniu motoryki duzej i matej i/lub wrazliwosci
sensorycznej. Inni autorzy relacjonowali réznigce je cechy charakterystyczne,
takie jak: deficyty przetwarzania informacji (zwtaszcza wizualno-
przestrzennych), poleganie na pamieci wizualno-przestrzennej przy uczeniu sie
ruchéw, drugorzedne skutki stabszej kondycji lub ograniczonych umiejetnosci
spotecznych oraz wspdétwystepowanie op6znienia uczenia sie (LD ang. Learning
Disabilities), zaburzenia rozwojowego mowy (DLD ang. Developmental Language
Disorder) oraz zespotu deficytu uwagi i nadpobudliwosci psychoruchowej (AD/HD
ang. Attention Deficit/ Hyperactivity Disorder).

Zebrane przez lata dane i obserwacje przyczynity sie do okreslenia nowych
kryteriow diagnostycznych dotyczacych rozwojowych zaburzen koordynacji
ruchowej, ktére zamieszczono we wspomnianej wyzej DSM V (The Diagnostic and
Statistical Manual of Mental Disorders).
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5. DCD a umiejetnos¢ pisania

Umiejetnos$c pisania jest w duzym stopniu zwigzana z mata motoryka dziecka.
Dzieci dyspraktyczne juz w najmiodszych latach wykazuja cechy, ktére p6zniej
utrudniajg wyksztatcenie tej umiejetnosci.

Portwood (2014: 44) zaobserwowata, ze dzieci z DCD w wieku od 3 do 5 lat
majg problemy z dostosowaniem chwytu do przyrzadu kreslarskiego, co zwigzane
jest z problemami z analizatorem czuciowym oraz z nieustalong lateralizacja. Na
przyktadzie chtopca o imieniu Danny, Portwood (2014: 44) przedstawia problemy,
z jakimi boryka sie uczen w okresie wczesnoszkolnym w Wielkiej Brytanii, tj.
w wieku 5 do 7 lat. Dziecko wciaz unika wigzania butéw, dlatego ma zapiecia na
rzepy. Unika wktadania swetra po lekcji wf-u i woli zawigza¢ sobie jego rekawy
w pasie, poniewaz nie wymaga to skomplikowanego dla niego planowania
motorycznego. Podczas zaje¢ zwigzanych z pisaniem lub rysowaniem, bardzo
ciasno trzyma otéwek lub dtugopis, co skutkuje bélem reki lub nawet drgawkami
z przemeczenia podczas diluzszej pracy. Pisane litery sa nieksztattne, ledwo
czytelne. W wyrazach przemieszane sa mate i duze litery, zazwyczaj drukowane,
niewymagajace taczenia. Odstepy miedzy literami sg nierdwne, a litery nie s3
umieszczone w jednej linii. Chtopiec ma §wiadomos$¢ niedoskonatosci swojej pracy
i dlatego czesto zamazuje jg albo drze, zanim ktokolwiek ja zobaczy.

Problemy z mata motoryka i koordynacja uwidaczniaja sie réwniez podczas
jedzenia lunchu w szkolnej stotéwce. Brak umiejetnosci postugiwania sie
sztuccami skutkuje rozrzucaniem pozywienia na blacie stotu i w konsekwencji
jedzeniem bez towarzystwa rowiesnikow. Problemy zwigzane ze spozywaniem
positku rozwiazano poprzez przygotowanie go w formie suchego prowiantu
i napojow w formie kartonika ze stomka.

Inne opisywane przez Portwood (2014: 29,33-35,41-45, 74-76) dzieci —- Matthew
i Ben, wykazywaty podczas zaje¢ z matematyki brak umiejetnosci planowania
pracy (rozwigzywanych zadan) na kartce papieru. Poprzez btedne zapisy dziatan
matematycznych, spowodowane staba umiejetnos$cia pisania, np. znak mnozenia
,X" zamieniat sie w ,+”, byli oceniani przez nauczyciela negatywnie. Dzieci nie
potrafity zlokalizowa¢ btedéw w swoich pracach i nie byly w stanie zrozumie¢
przyczyn negatywnych ocen, co w konsekwencji skutkowato zniecheceniem
i brakiem wiary we wtasne sity.

Portwood (2014: 29, 33-35, 41-45, 74-76) zwraca uwage w swojej publikacji na
to, ze praca z takimi dzie¢mi nad matg motoryka i pozostatymi problemami moze
skutkowa¢ poprawg jakosci i tempa pisania, co wykazata na przyktadzie uczniow
w wieku gimnazjalnym, ktérzy znaczaco poprawili swoje umiejetnosci i zaczeli
czerpac z tego satysfakcje.

Podczas gdy przywotani wyzej badacze nie zajmowali sie szczeg6towo
problemami z pisaniem i czytaniem u dzieci z zidentyfikowanymi zaburzeniami
DCD, Autor niniejszego rozdziatu skoncentruje sie wtasnie na problemach
Z pisaniem i czytaniem w tej wcigz mato rozpoznanej grupie dzieci na terenie
Polski.
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6. Narzedzia do identyfikacji przyczyn wystepowania probleméw
grafomotorycznych i zalecana terapia

Aby zidentyfikowa¢ problemy, w tym grafomotoryczne, z jakimi borykaja sie
dzieci z DCD potrzebne s3g narzedzia utatwiajgce diagnoze oraz dajgce wskazowki
do projektowania terapii. Podstawe stanowi tu zbieranie danych o dziecku od
rodzicow, opiekunéw badz nauczycieli oraz wtasnych obserwacji terapeuty.

Na podstawie wymienionej wyzej literatury i wiasnych doswiadczen, w celu
wychwycenia wystepowania probleméw grafomotorycznych u dziecka autor
zaprojektowat tzw. ,Kwestionariusz grafomotoryczny - wersja krotka”. Zadaniem
respondenta jest odpowiedzie¢ na 10 ponizszych pytan ,Tak” albo ,Nie”, poprzez
zaznaczenie ,X” w odpowiednim polu.

Kwestionariusz grafomotoryczny - wersja krotka

L.p. Obserwacje Tak | Nie
Czy idac po plaskiej poziomej powierzchni dziecko potrafi utrzymac
pozycje wyprostowang?

2. | Czy dziecko potrafi samodzielnie sie ubra¢?

Czy w czasie pisania widoczne jest symetryczne obcigzenie
posladkow?

Czy w czasie pisania widoczna jest rotacja przedramienia?

Czy dziecko w czasie pisania potrafi dostosowac site nacisku do
przyrzadu kreslarskiego?

Czy w czasie pisania jest widoczna u dziecka szyja?

Czy dziecko nadaza za przepisywaniem z tablicy?

4
5
6
7. | Czy widoczna jest stabilizacja zeszytu druga reka?
8
9

Czy w czasie pisania widoczna jest praca palca wskazujacego?

10. | Czy dziecko piszac w zeszycie trzyma sie w liniaturze?

Jezeli na co najmniej 5 pytan zaznaczono odpowiedZ ,Nie”, w celu
zidentyfikowania przyczyn probleméw grafomotorycznych, autor zaleca
skorzystanie z przygotowanego przez niego kwestionariusza grafomotorycznego
w wersji rozszerzonej ,Terapia reki — kwestionariusz dla rodzica lub nauczyciela”.
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TERAPIA REKI - KWESTIONARIUSZ DLA RODZICA LUB NAUCZYCIELA
§ o |IMIE NAZWISKO DATA
R WYWIADU
55 E
§ § IMIE NAZWISKO DZIECKA WIEK
s
- ZESPOL ASPERGERA [T/N]
<E: ZESPC:)L RETA [T/N]
g ZESPOL HIPERKINETYCZNY [T/N]
€ |AUTYZM WCZESNODZIECIECY [T/N]
§ AUTYZM ATYPOWY [T/N]
NIETYPOWY ROZWO]J PSYCHOMOTORYCZNY [T/N]
CZY DZIECKO SZYBKO PO URODZENIU WYDOSTAWALO SIE
= |ZROZKA. [M-C]
S | W KTORYM MIESIACU ZACZELO WYKONYWAC PIWOTY [M-C]
§ CZY LUBILO LEZEC NA BRZUCHU [T/N]
z W KTORYM MIESIACU ZACZELO SIADAC [M-C]
~ |JAKDLUGO
© | (DO 6 MIESIACA)
E WYTRZYMYWALO BEZ
PLACZU LEZEN[E NA
BRZUCHU - KROTKI OPIS.
Hr 1(3;;1?11:3:5 krzyzykiem najbardziej pasujaca Zawsze | Cagsto | Czasami| Nigdy
odpowied?) 3pkt. | 2pkt. 1pkt. | 0pkt.
1 |Czy dziecko w czasie odrabiania lekcji
przyjmuje pozycje:
A. Stojaca?
B. Lezacg?
2. | Czy dziecko piszac zawija stopy o nogi
krzesta?
3. | Czy widoczne jest niesymetryczne ustawienie
miednicy w czasie siedzenia na krzesle?
4 | Czy dziecko piszac przenosi ciezar ciata na
jeden z posladkow?
5. | Czy dziecko jest zadowolone ze swojego
tempa pisania?
6. |Czy widoczne jest niesymetryczne ustawienie
barkow?
7. | Czy piszac ruch rozpoczyna sie od obreczy
barkowe;j?
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TERAPIA REKI - KWESTIONARIUSZ DLA RODZICA LUB NAUCZYCIELA

8. |Obserwacja dziecka w czasie chodzenia:

A. czy szura stopami?

B. czy trzyma rece w kieszeniach w czasie
chodzenia?

C. czy pochyla tutéw do przodu?

D. czy chodzi na palcach?

E. czy podczas chodzenia po nieréwnych
powierzchniach prdobuje tapac sie za spodnie,
ubranie?

9. | Czy dziecko pisze caltym cialem?

10. | Czy hustajac sie dziecko zaktada sobie noge
na noge?

11. | Czy tapigc pitke oburacz widoczna jest szeroka
powierzchnia podparcia stopami?

12. | Czy rzucajac pitke odrywa stopy od podtoza?

13. | Czy tapie pitke przed klatka piersiowg?

14. | Czy widoczny jest zbyt mocny nacisk dtoni do
narzedzia kreslarskiego?

15. | Czy rzuca pitke sposobem dolnym?

16 | Czy lubi aktywnos$¢ ruchowa?

17 | Czy czesto sie potyka, przewraca?

18. | Czy ma klopoty z ubieraniem?

19. | Czy nie jest widoczny niezalezny ruch miedzy
obrecza biodrowg a barkowa (dysocjacja)?

20. | Czy Pani/a zdaniem tempo ubierania sie
dziecka jest wolne?

21. | Czy zmienia ustawienie zeszytu, kartki
w czasie pisania?

22. | Czy nie jest widoczny niezalezny ruch miedzy
ramieniem a przedramieniem (dysocjacja)?

23. | Czy nie jest widoczny niezalezny ruch miedzy
przedramieniem a nadgarstkiem (dysocjacja)?

24. | Czy nie jest widoczna opozycja kciuka
w stosunku do innych palcow?

25. | Czy piszac w tawce pochyla cate ciato na blat
tawki?

26. | Czy dionie dziecka sa blisko siebie w czasie
pisania?

27. | Czy piszac druga dton dziecka spoczywa na
podparciu krzesta?

28. | Czy piszac tamie kredki, mazaki?

29. | Czy widoczne jest trzymanie przyrzadu
kreslarskiego cata dtonig?
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30. | Czy widoczne jest zgiecie w nadgarstku
w czasie pisania?

31 |Czy w czasie pisania tokiec¢ jest oddalony od
tutowia?

32 |Czy w czasie pisania reka dotyka blatu od
stotu, biurka?

33. | Czy widoczne sg wspétruchy w obrebie ust,
drugiej reki pomocniczej w czasie pisania?

34. | Czy zaczyna pisac¢ od strony lewej do prawej?

35. | Czy w czasie biegania, widoczny jest
naprzemienny ruch rak?

Z jaka sitg dziecko $ciska reke witanego

36. | - stabo

- $rednio

- mocno

- nie podaje reki

Jak Pan/i ocenia poziom rdwnowagi dziecka

37. |- dobry

- staby

- bardzo staba réwnowaga dziecka

38. | Czy ma ktopoty z koncentracja?

39. | Czy w czasie siedzenia na krze$le, dziecko
czesto zmienia pozycje?

40. | Czy dziecko sie buja siedzac na krzesle?

41. | Czy ma ktopoty ze schematem ciata?

42. | Czy ma klopoty z rozréznianiem stron prawa
- lewa?

Kwestionariusz jest przeznaczony do wypeinienia przez rodzica (rodzicow)
lub nauczyciela dziecka i sktada sie z 42 pytan dotyczace bezposrednio lub
posrednio (jednocze$nie dotyczy kilku sfer) napiecia mie$niowego, prawidtowej
postawy, propriocepcji (czucia glebokiego) oraz pracy obreczy barkowej. Na te
pytania nalezy odpowiedzie¢ zaznaczajac najbardziej pasujaca do rzeczywistosci
odpowiedZ poprzez wstawienie znaku ,X” w odpowiednie pole. Na kazde
pytanie mozna odpowiedzie¢ wybierajac jedng z czterech mozliwosci, ktérym
przyporzadkowano odpowiednie wartos$ci punktowe:

- Zawsze - 3 pkt.
- Czesto - 2 pkt.
- Czasami - 1 pkt.
- Nigdy - 0 pkt.

W kwestionariuszu wystepuja réwniez pytania wolne, ktére nie sg brane pod
uwage w podliczeniu wynikéw. Pytania wolne to: 5,10, 11, 18, 19, 29, 35.

99



SELECTED ASPECTS... / WYBRANE ASPEKTY... /| HEKOTOPBIE ACIIEKTHI...

Powyzszy kwestionariusz moze by¢ podstawa zaplanowania i prowadzenia
interwencji wobec przebadanego dziecka. W zaleznosci od uzyskanej ilosci
punktéw bedacych rezultatem odpowiedzi na pytania dotyczace danej sfery
autor zaleca wykonywanie ¢wiczen zwigzanych z dang sferg mniej lub bardziej
intensywnie, w zaleznoS$ci od tego, czy problem jest Sredniej wagi, czy duzej wagi,

zgodnie z tabelg ponizej.

Zalecenia terapeutyczne

Oceniany ele-

Suma punktéow

duze problemy

ment przet- Pl}nkty.kwes- z odpowiedzi
warzania tionariusza na pytania Zalecenia
sensorycz- doty.c Zace dotyczace
danej sfery .
nego danej sfery
Napiecie 1,2,3,8,12, 0-20 pkt.
posturalne 13,16,17, 20, |[niewielkie
21,33,34,37 |problemy
21-42 pkt. Wskazane wykonywanie ¢wiczen na
$rednie postawe ciata i napiecie posturalne.
problemy
42-63 pkt. Intensywne wykonywanie ¢wiczen na
duze problemy | napiecie posturalne, postawe ciata.
Propriocepcja |38, 39, 40, 41, |0-5 pkt.
42 niewielkie
problemy
6-10 pkt. Wykonywanie ¢wiczen
Srednie proprioceptywnych, rwnowaznych.
problemy
11-15 pkt. Intensywne wykonywanie ¢wiczen
duze problemy | proprioceptywnych, réwnowaznych.
Postawa 4,5,6,9,14, |0-8pkt.
15, 25,36 niewielkie
problemy
9-16 pkt. Wskazane wykonywanie ¢wiczen na
$rednie postawe ciata.
problemy
17-24 pkt. Intensywne wykonywanie ¢wiczen na
duze problemy | postawe ciata.
Obrecz 22,23, 24,26, |0-10 pkt.
barkowa 27,28, 29,30, |niewielkie
31,32 problemy
11-20 pkt. Wykonywanie ¢wiczen na obrecz
Srednie barkowa z uwzglednieniem rotacji
problemy zewnetrzne;j.
21-30 pkt. Intensywne wykonywanie ¢wiczen

na obrecz barkowa z uwzglednieniem
rotacji zewnetrznej.
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7. Badanie efektywno$ci zastosowanej terapii
7.1. Zakladane hipotezy

1. Zaktadam, ze wykonywanie ¢wiczen bedzie oddziatywalo na poprawe
napiecia posturalnego.

2. Zaktadam, ze wykonanie ¢wiczen bedzie oddziatywato na propriocepcije.

3. Zaktadam, ze wykonywane ¢wiczenia beda oddziatywac na prace obreczy
barkowe;j.

4. Zaktadam, ze wykonanie ¢wiczen bedzie oddziatywac¢ na poprawe postawy.

7.2. Grupa badanych dzieci

Badana grupe tworzyty dzieci wwieku 7 lat, ktore uczeszczaty do klasy 1 szkoty
podstawowej, w tym 23 chtopcow i 7 dziewczynek. Wszystkie dzieci pochodza
z petnych rodzin, mieszkajg w miejscowosci nie przekraczajgcej 15 tysiecy
mieszkancow. U wszystkich dzieci jest norma intelektualna (wszystkie dzieci
posiadajg aktualne badanie psychologiczne, informacje z opinii psychologiczno-
pedagogicznej). Dzieci, ktore uczestniczyty wbadaniu nie majg zadnych probleméw
neurologicznych, nie wystepuje u nich padaczka, nie maja mézgowego porazenia
dzieciecego oraz nie majg chor6b demielinizacyjnych.

7.3. Wystepujace objawy probleméw sygnalizowane przez poradnie
psychologiczno pedagogiczne

W opiniach poradni psychologiczno-pedagogicznych zauwazano nastepujace
problemy podane w tabeli ponizej.

Problemy Chlopcy Dziewczeta

Wolne tempo pisania. 23 7
Problemy z przepisywaniem z tablicy. 23 7
Problemy z obustronng koordynacja ruchowa. 23 7
Problem z nieprawidtowym naciskiem na

. . 23 7
przyrzad kreslarski.
Problemy z koztowaniem pitki. 23 7

W zwigzku z powyzszym wszystkie dzieci zostaly poddane ocenie
z wykorzystaniem kwestionariusza ,Terapia reki - kwestionariusz dla rodzica
lub nauczyciela” przedstawionego w pkt. 5, co pozwolito na zidentyfikowanie
przyczyn problemoéw i dobor dziatan terapeutycznych.
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7.4. Podjete dziatania terapeutyczne

W celu poprawy sytuacji przez szes¢ kolejnych miesiecy stosowatem wobec
kazdego dziecka terapie integracji sensorycznej wykorzystujacg C¢wiczenia
i zabawy opisane ponizej.

Zabawy dla sprawnego systemu czuciowo ruchowego to:

- turlanie sie z jednoczesnym zatrzymaniem ciata co 90%

- budowanie mostow,

- zumba lezaca,

- jazdana deskorolce,

- wykonanie pompek,

- wyKkonanie przysiaddéw,

- siedzenie na poduszce sensorycznej,

- podpor tytem z nogami ugietymi,

Zabawy ksztaltujace odpowiednie napiecie miesSniowe:

- zabawa w modelke,

- chodzenie z kijkami Nordic,

- wchodzenie po schodach,

- przyjmowanie pozycji gotowy, do biegu, start,

- froterowanie podtogi,

- bieganie bokiem,

- bieganie z wysoko podniesionymi kolanami,

- naciaganie gumy - siad prosty, rece w pozycji skrzydetek, w dtoniach
guma badz skakanka, zaczepiona pod palcami stép, ruch - maksymalne
zgiecie grzbietowe stép wspomagane przyciaganiem skakanki do siebie.

Zabawyksztattujace odpowiednizakresruchéw,site miesniowagiwytrzymatosé
indywidualnych mie$ni reki to:

- wykonywanie pajacy,

- wykonywanie aniotkéw na $niegu, podtodze,

- rozciaganie tasmy,

- skakanie na skakance,

- odbijanie pitki reka,

- wymachy rak w bok.

Wymienione ¢wiczenia i zabawy dzieci wykonywaty réwniez w domu,
codziennie przez 10 minut.

7.5. Porownanie odpowiedzi na pytania kwestionariusza ,Terapia reki
- kwestionariusz dla rodzica lub nauczyciela” po terapii
z odpowiedziami przed terapia

Wyniki badan (odpowiedzi) w ujeciu procentowym prezentuje tabela

»,0dpowiedzi na pytania kwestionariusza przed i po terapii” w wierszach ,pomiar
- przed”.
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Odpowiedzi na pytania kwestionariusza przed i po terapii
»Terapia reki - kwestionariusz dla rodzica lub nauczyciela”

Ujecie procentowe.
Pytanie
Czy dziecko w czasie odrabiania Pomiar | Zawsze | Czesto | Czasami | Nigdy
lekcji przyjmuje pozycje:
. przed 63,3% 0,0% 0,0% 36,7%
Stojaca?
po 0,0% 0,0% 0,0% 100,0%
. przed 3,3% 0,0% 0,0% 96,7%
Siedzacq? po 100,0% | 00% | 00% | 0,0%
. przed 33,3% 0,0% 0,0% 66,7%
Lezaca?
po 0,0% 0,0% 0,0% 100,0%
Czy dziecko piszac zawija stopy przed 93,3% 6,7% 0,0% 0,0%
o porecz krzesta? po 0,0% 0,0% 16,7% 83,3%
Czy widoczne jest symetryczne przed 0,0% 0,0% 13,3% 86,7%
Czy dziecko piszgc przenosi ciezar |przed 60,0% 0,0% 6,7% 33,3%
ciata na prawy posladek? po 0,0% 0,0% 6,7% 93,3%
Czy dziecko piszac przenosi ciezar |przed 40,0% 0,0% 6,7% 53,3%
ciata na lewy posladek? po 0,0% 0,0% 3,3% 96,7%
Czy widoczne jest symetryczne przed 3,3% 6,7% 0,0% 90,0%
obcigzenie miednicy? po 96,7% 3,3% 0,0% 0,0%
Czy konsultowali$cie sie Panistwo
z ortopeda, neurologiem, przed 53,3% 0,0% 0,0% 46,7%

fizjoterapeuta?

Obserwacja dziecka w czasie Pomiar | Zawsze | Czesto | Czasami | Nigdy

chodzenia:
Czy szura stopami? przed 86,7% 6,7% 0,0% 6,7%
po 0,0% 0,0% 3,3% 96,7%
Czy trzyma rece w kieszeniach przed 86,7% 0,0% 0,0% 13,3%
w czasie chodzenia? po 0,0% 0,0% 0,0% 100,0%
rzed 96,7% 0,0% 0,0% 3,3%
Czy pochyla tutéw do przodu? go 0.0% 0.0% 3.3% 96.7%
rzed 40,0% 10,0% 0,0% 50,0%
Czy chodzi na palcach? EO 0.0% 0.0% 0.0% 100,0%
Czy podczas chodzenia po przed 96,7% 3,3% 0,0% 0,0%
nieréwnych powierzchniach
prébuje tapac sie za spodnie, po 0,0% 0,0% 0,0% 100,0%
ubranie?

przed 100,0% 0,0% 0,0% 0,0%

Czy pisze catym ciatem?

po 0,0% 3,3% 0,0% 96,7%
Czy umie sie husta¢ na hustawce? przed 0,0% 26,7% | 50.0% | 23,3%
" |po 96,7% 3,3% 0,0% 0,0%
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. . przed 6,7% 73,3% 16,7% 3,3%
Czy potrafi ztapa¢ pitke oburacz?
po 100,0% 0,0% 0,0% 0,0%
Czy tapie pitke przy klatce przed 433% | 46,7% 6,7% 3,3%
piersiowe;j? po 36,7% 10,0% 36,7% 16,7%
Czy tapie pitke przed klatka przed 0,0% 10,0% 66,7% 23,3%
piersiowg? po 86,7% 13,3% 0,0% 0,0%
Czy rzuca pitke sposobem gérnym, |przed 0,0% 26,7% 63,3% 10,0%
znad glowy? po 90,0% 10,0% 0,0% 0,0%
) przed 56,7% 43,3% 0,0% 0,0%
Czy rzuca pitke sposobem dolnym?
po 0,0% 0,0% 73,3% 26,7%
Czv lubi aktvwnodé ruchowa? przed 20,0% 53,3% 13,3% 13,3%
Y v v po 767% | 233% | 00% | 0,0%
. przed 20,0% 53,3% 13,3% 13,3%
Czy czesto sie potyka, przewraca?
po 76,7% 23,3% 0,0% 0,0%
. . przed 33,3% 60,0% 6,7% 0,0%
Czy ma ktopoty z ubieraniem?
po 0,0% 0,0% 53,3% 46,7%
Czy widoczna jest dysocjacja
miedzy obrecza biodrowa przed 40,0% 60,0% 0,0% 0,0%
a barkowa?.
Czy Pani/a zdaniem tempo . . .
ubierania sie dziecka jest: Pomiar | Zawsze | Czesto | Czasami | Nigdy
przed 63,3% 13,3% 0,0% 23,3%
Wolne?
po 0,0% 0,0% 0,0% 100,0%
. przed 0,0% 23,3% 0,0% 76,7%
Szybkie? po 90,0% | 100% | 00% | 0,0%
Czy zmienia ustawienie zeszytu, przed 86,7% 13,3% 0,0% 0,0%
kartki w czasie pisania? po 0,0% 0,0% 6,7% 93,3%
Czy widoczna jest dysocjacja przed 0,0% 0,0% 23,3% 76,7%
miedzy ramieniem 96.79 3.3 0.09 0.0
a przedramieniem? po 7% 3% 0% 0%
Czy widoczna jest dysocjacja przed 0,0% 0,0% 20,0% 80,0%
miedzy przedramieniem 100.09 0.09 0.09 0.0
a nadgarstkiem? po 0% 0% 0% 0%
Czy widoczna jest opozycja kciuka | przed 0,0% 0,0% 23,3% 76,7%
w stosunku do innych palcéw? po 100,0% 0,0% 0,0% 0,0%
C;y piszacw {awc_e pochyla cate przed 90,0% 10,0% 0,0% 0,0%
ciato na blat tawki?
Czy dziecka dtonie sg blisko siebie |przed 90,0% 3,3% 0,0% 6,7%
W czasie pisania? po 10,0% 0,0% 6,7% 83,3%
Czy potrafi przytrzyma¢ druga reka | przed 23,3% 40,0% 20,0% 16,7%
zeszyt w czasie pisania? po 100,0% 0,0% 0,0% 0,0%
d 83,3% 16,7% 0,0% 0,0%
Czy piszac tamie kredki, mazaki? prze > > > 2
po 0,0% 0,0% 0,0% 100,0%
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Czy widoczne jest zgiecie przed 100,0% 0,0% 0,0% 0,0%
w nadgarstku w czasie pisania? po 3,3% 0,0% 0,0% 96,7%
Czy w czasie pisania tokie¢ jest przed 83,3% 6,7% 3,3% 6,7%
oddalony od tutowia? po 0,0% 0,0% 3,3% 96,7%
Czy w czasie pisania reka dotyka | przed 20,0% | 50,0% 16,7% 13,3%
blatu od stotu, biurka? po 0,0% 0,0% 0,0% 100,0%
Czy widoczne sg wspétruchy przed 93,3% 6,7% 0,0% 0,0%
w obrebie ust, drugiej reki 0.0 0.0 330 96.79
pomocniczej w czasie pisania? po 0% 0% 3% 7%
Czy zaczyna pisa¢ od strony lewej | przed 96,7% 0,0% 3,3% 0,0%
do prawej? po 100,0% | 0,0% 0,0% 0,0%
Czy w czasie pleganla, widoczny przed 0,0% 3,3% 50,0% 46,7%
jest naprzemienny ruch rak?
Z jaka sitg dziecko $ciska reke
witanego?
Stabo przed 10,0% 0,0% 0,0% 90,0%
po 0,0% 0,0% 0,0% 100,0%
Srednio przed 0,0% 0,0% 0,0% 100,0%
po 96,7% 3,3% 0,0% 0,0%
Mocno przed 90,0% 0,0% 0,0% 10,0%
po 0,0% 0,0% 0,0% 100,0%
. . . przed 0,0% 0,0% 0,0% 100,0%
Nie podaje reki
po 0,0% 0,0% 0,0% 100,0%
Jak Pan/i ocenia poziom
réwnowagi dziecka?
przed 0,0% 33,3% 0,0% 66,7%
Dobry
po 96,7% 3,3% 0,0% 0,0%
Staby przed 40,0% 10,0% 0,0% 50,0%
po 0,0% 0,0% 0,0% 100,0%
przed 16,7% 0,0% 0,0% 83,3%
Bardzo staby po 0,0% 0,0% 0,0% | 100,0%
) 0 ,J70 ,J70 ,J70
Czy ma klopoty z koncentracjg? przed 96,7% 3,3% 0,0% 0,0%
Y POty 7 [po 0,0% | 00% | 133% | 867%
Czy w czasie siedzenia na krzesle, |przed 93,3% 6,7% 0,0% 0,0%
dziecko czesto zmienia pozycje? po 0,0% 0,0% 6,7% 93,3%
Czy dziecko sie buja siedzac na przed 96,7% 3,3% 0,0% 0,0%
krzesle? po 0,0% 0,0% 6,7% 93,3%
Czy ma ktopoty ze schematem przed 30,0% 33,3% 33,3% 3,3%
ciata? po 0,0% 0,0% 10,0% 90,0%
Czy ma ktopoty z rozréznianiem przed 10,0% 40,0% 46,7% 3,3%
stron prawa - lewa? po 0,0% 0,0% 0,0% 100,0%
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7.6. Weryfikacja hipotez statystycznych

Dlakazdego dzieckauczestniczacego wbadaniu wyliczono warto$¢ poczatkowa
i konncowa dla czterech skal wynikowych kwestionariusza. Dokonano tego
sumujgc liczbe punktéow uzyskanych na podstawie odpowiedzi diagnostycznych.
Zastosowano nastepujaca punktacje: nigdy=0, czasami=1, czesto=2, zawsze=3.
W przypadku niektérych pytan zastosowano skale odwrdcong, gdzie nigdy=3,
czasami=2, czesto=1, zawsze=0.

Tak powstate zmienne poddano testom na normalno$¢ rozktadéw. Uzyto testu
Shapiro-Wilka. Wyniki prezentuje tabela ponize;j.

Testy normalnosci rozkladéw dla czterech podskal wynikowych przed i po terapii
Zmienna Przed terapia Po terapii
N W p N W p
Napiecie posturalne 30 0,98 0,6977 30 0,96 0,2604
Propriocepcja 30 0,92 0,0246 30 0,46 0,0000
Obrecz barkowa 30 0,94 0,0701 30 0,46 0,0000
Postawa 30 0,80 0,0001 30 0,52 0,0000

Dla skali napiecia posturalnego wyniki testu Shapiro-Wilka wskazuja, iz
rozktady obu zmiennych (przed i po terapii) nie odbiegaja istotnie od rozktadu
normalnego. Z uwagi na ten fakt analiza poréwnawcza zostanie wykonana
Za pomoca parametrycznego testu t (Studenta) dla zmiennych zaleznych.
W przypadku pozostatych podskal uzyty zostanie nieparametryczny test

kolejnosci par Wilcoxona.
7.7. Poré6wnanie pomiardéw przed i po terapii

7.7.1. Napiecie posturalne

Zakres punktow: 0 - 63

Pomiar Srednia Odch. st. Réznica Ot,iFhZSt' t p
RoOzZnicy
Przed 49,5 4,6
terapig 45,8 5,6 44,6 0,0000
Po terapii 3,7 2,4

Analiza przeprowadzona za pomoca testu t (Studenta) dla zmiennych zaleznych
wykazataistnienie istotnej statystycznie réznicy w liczbie punktéw uzyskiwanych
przez badane dzieci przed i po terapii (t=44,9; p=0,0000) . Poréwnanie $rednich
arytmetycznych wyraznie pokazuje skale postepu, jaki mial miejsce w zakresie
napiecia posturalnego: Srednia arytmetyczna z liczby punktéw uzyskanych
w kwestionariuszu przed r