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Abstract

Developing speaking skills includes several aspietsinfluence this process. It is more than
obvious that the student together with the teaenerthe most important ones. The way this
process can be influenced from the position otélaeher will be the aim of the thesis.

Modern teaching methods of foreign languages caumtinvolving the use of different
organizational forms and activities which suppastls a development. The way teachers
organize these activities and the way they percthieeindividual steps connected with the
organization of activities may essentially influertbe eventual efficiency of the activity and
the consequent development of speaking skills.

The theoretical section therefore deals with tle@tatical notes concerning speaking together
with the analysis of the most frequent organizatidiorms. Next part includes theoretical
suggestions of the individual stages that shoultken into consideration when organizing
activities focused on the development of speakkitss

The practical section contains research which tageove the practical use of the theoretical
notes concerning one selected stage of the aciviggnglish lessons at Czech elementary

schools.



Abstrakt

Pod pojmem rozvojecové dovednosti mluveni se skryva besgtoprvki, které tento proces
ovliviuji. Je vice neziejmé, Ze zak aditel jsou jedemi z €ch nejdilezitéjSich. Jak mze
byt tento proces ovlivm z pozice titele bude pednttem této prace.

Moderni zpgisob vyuky ciziho jazyka, v naSenrigact anglitiny, pctitd se zapojenim
nejrizngjSich organizénich forem a aktivit, které takovy rozvoj podporuyipasob, jakym
ucitel organizuje aktivity a jak vnima jednotlivé &aspojené s organizaci aktivitide mit
vliv na nésledujici efekt samotné aktivity atstbdku i rozvoj mluveni.

Teoretickacast proto nasiuje poznatky tykajici se této produktividéové dovednosti,
spole&né s rozborem zakladnich organiméch forem, které se pro tentéal vyuzivaji. Dale
pak zahrnuje teoreticky navrh jednotlivych faziegich oblasti, které by &y byt brany
v Uvahu pi organizaci aktivit zarenych na rozvoj mluveni.

Praktick&c¢ést zahrnuje vyzkum, jenz &wuje praktické vyuziti teoretickych poznétkykajici

se vybrané faze organizace aktivit v hodinach &ngji naceskych zakladnich skolach.
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[. INTRODUCTION

Talking about the development of speakinglskilring a teaching- learning process, it is
necessary to consider a number of factors thamenfie this process. Oral production, the
process of communication, number of interlocutardggraction patterns, an amount of
information processed, time span, teacher, studéet,conditions under which all these
elements mutually interact are only a small panvbt developing speaking skills makes. It
is impossible to discuss all the factors relatedhis process in the thesis; therefore, an
attention will be focused only on selected areas.

As it has just been suggested, there are aleagpects that contribute to the development
of students’ speaking skills, one of them beinggisonally believe, the effective organization
of activities.

Before dealing with the problematic of orgamigactivities focused on the development of
speaking skills, however, | would like to considlee theoretical background of the skill of
speaking, particularly theory of speaking (elemesftspeaking); furthermore, speaking in
relation to communicative competence, and typolagfy activities proposed for the
development of speaking skills.

Carrying out activities which aim at develapiapeaking skills is inevitably connected
with the use of different organizational forms, which some principal aspects will be
proposed in the second part of the theoretical@ect

Each speaking activity is bounded to a cenpaiogress, within which there can be traced
stages and areas that can be positively or netjatifuenced by the teacher. Therefore, the
aim of the third part will be to propose principledated to the organization of speaking
activities that need to be taken into consideraten planning activities focused on the
development of speking skills.

The purpose of the practical section is tauoon one of the areas developed in third part
of the theoretical section and present the dataimdd in small-scale research by structured
observation method. It will be the aim to find auhiether the theoretical notes as implied by

teaching speacialists are applied in real envirariraEelementary schools.



. THEORETICAL SECTION

1. THEORY OF SPEAKING

The aim of the part concerning theoréti@kground of speaking will be to determine
the position of speaking skill among the otherlslahd to analyze the elements that speaking
as a skill includes. The following part will prese¢he theory of communicative competence
and its relation to speaking, primarily based otelly. Bachman’s (1994) theoretical inputs.
Finally, activities in which speaking skills can Hdeveloped will be dealt with by drawing
upon William Littlewood’s (1991) typology of actiues.

1.1. Speaking — Bygate vs. Harmer

Almost entire libraries have been written @eaking, however space provided here does
not allow to cover all the theories and notes ii$ thork. peaking, together with writing,
belongs among productive skills. (Harmer, 2001) &oat al. (1995, 99-100) note down that
from the communicative point of view, speaking maany different aspects including two
major categories — accuracy, involving the correse of vocabulary, grammar and
pronunciation practised through controlled and gdidctivities; and, fluency, considered to
be ‘the ability to keep going when speaking spoedasly’. This is, however, rather a
superficial view of this skill..

For the purpose of the thesis, | have decidaettaw upon the theories provided by Jeremy
Harmer, The Practice of English Teachin@001), and, more importantly, Martin Bygate,
Speaking(1987), whose theoretical inputs concerning themeits of speaking will be

analyzed and their views compared.
1.1.1. Bygate’s theory

According to Bygate (1987, 3), in order to iagle a communicative goal through
speaking, there are two aspects to be considetatbwledge of the language, and skill in

using this knowledge. It is not enough to posses®réain amount of knowledge, but a

speaker of the language should be able to us&nbisledge in different situations.
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We do not merdipowhow to assemble sentences in the abstract: we have
to produce them and adopt &dincumstances. This means making
decisions rapidly, implementthgm smoothly, and adjusting our
conversation as unexpectedlprob appear in our path.

(Bygate 1987, 3)

Being able to decide what to say on the sgmting it clearly and being flexible during a
conversation as different situations come out e ahility to use the knowledge ‘in action’,
which creates the second aspect of speaking skiheBygate notes (p.4).

Bygate views the skill as comprising two comats: production skills and interaction
skills, both of which can be affected by two coiudis: firstly, processing conditions, taking
into consideration the fact that ‘a speech takeseglunder the pressure of time’; secondly,
reciprocity conditions connected with a mutual tielaship between the interlocutors (Bygate
1987, 7).

Production skills

The processing conditions (time pressure) entamn ways limit or modify the oral
production; it means the use of production skHer that reason, speakers are forced to use
devices which help them make the oral productiossjide or easier through ‘facilitation’, or
enable them to change words they use in orderdmar replace the difficult ones by means
of ‘compensation’, Bygate says (p.14).

There are four elementary ways of facilitatitigat Bygate distinguishes: simplifying
structures, elipsis, formulaic expressions, andgullers and hesitation devices.

On the other hand, when a speaker needsdn atirrect or change what he or she has
said, they will need to make use of compensatiovicds. These include tools such as
substitution, rephrasing, reformulating, self-coti@n, false starts, and repetition and
hesitation. Bygate concludes that incorporation tbese features, facilitation and
compensation, in the teaching-learning process$ asoonsiderate importance, in order to help
students’ oral production and compensate for tbhelpms they may face:

All these features [faation, compensation] may in fabelplearners

to speak, and hence bt tolearnto speak . . . In addition to

helping learners to ety speak, these features may also help learners
to soumsbrmalin their use of the foreign language.

(Bygate 1987, 20-21)
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Facilitation and compensation, both devicegihelp students make the oral production
possible or easier, or help them to change, avoi@mace the difficult expressions, besides
these elementary functions also help studentsundsmore naturally as speakers of a foreign

language.

Interaction skills

According to Bygate (1987, 22), both speakansl listeners, besides being good at
processing spoken words should be ‘good commun&atawhich means ‘good at saying
what they want to say in a way which the listened$ understandable’. This means being
able to possess interaction skills. Communicatibmeaning then depends on two kinds of
skill: routines, and negotiation skills.

To begin with, routines are the typical pattein which speakers organize what they have
to communicate. There are two kinds of routinedorimation routines, and interaction
routines. The information routines include freqiynecurring types of information structures
involved in, for example, stories, descriptionsyngarisons, or instructions.  Bygate further
divides information routines according to theirdtian into evaluative routines (explanations,
predictions, justifications, preferences, decisjpnand expository routines (narration,
descriptions, instructions).

The interaction routines, on the other hanmesent the characteristic ways, in which
interactions are organized dealing with the logicedanization and order of the parts of
conversation. Interaction routines can typically dleserved in, for example, telephone
conversations, interviews, or conversations aptrgy. (Bygate 1987, 23-27)

While routines present the typical patseni conversation, negotiation skills, on the
other hand, solve communication problems and enti#espeaker and listener to make
themselves clearly understood. In fact, accordmd@ygate, negotiation skills get routines
through by the management of interaction and nagoti of meaning.

The first aspect of negotiation skills ‘managat of interaction’, Bygate notes, refers to
‘the business of agreeing who is going to speak,rexd what he or she is going to talk
about’ (p.27). These are two aspects of manageofanteraction that Bygate distinguishes:
agenda of management and turn-taking. On one Ilpamticipants’ choice of the topic, how it
is developed, its length, the beginning or the isncbntrolled by the agenda of management.
On the other hand, effective turn-taking requires &bilities: how to signal that one wants to

speak, recognizing the right moment to get a thow to use appropriate turn structure in
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order to one’s turn properly and not to lose itdoeffinishing what one has to say,
recognizing other people’s signals of their desirespeak, and, finally, knowing how to let
someone else have a turn. (Bygate 1987, 35-40)

The second aspect of negotiation skilthe skill of communicating ideas clearly and
signalling understanding or misunderstanding durengonversation’ - is referred to as
negotiation of meaning (p.27).

There are two factors that ensure understgndiiming oral communications, according to
Bygate; they are: the level of explicitness andcpdures of negotiation. (Bygate 1987, 29)

The level of explicitness refers to the chosdeexpressions with regard to interlocutors’
knowledge. As regards the procedures of negotiatienhow specific speakers are in what
they say, this aspect of negotiation of meaninglves the use of paraphrases, metaphors, on
the use of vocabulary varying the degree of prensiwith which we communicate. (Bygate
1987, 29-34)

To sum it up, there are two basic aspectsBlyghate distinguishes when considering the
skill of speaking. These includethe knowledge & tAnguage and the skill in using this
knowledge. The knowledge of producing the langudges to be used in different
circumstances as they appear during a convershyianeans of the skill. The ability to use
the knowledge requires two kinds of skills, accogdio Bygate — production skills, and
interaction skills.

Production skills involve two aspects — fdation and compensation, brought about by
processing conditions. Both devices help studdrgsides making the oral production easier
or possible, sound more naturally. Interactionlskibn the other hand, involve routines and
negotiation skills. Routines present the typicatgras of conversation including interaction
and information routines. Negotiation skills sea& a means for enabling the speaker and
listener to make themselves clearly understoods iEhachieved by two aspects: management

of interaction and turn-taking.
1.1.2. Harmer’s theory
Harmer (2001), when discussing the elemenspeéking that are necessary for fluent oral

production, distinguishes between two aspects -wlaudge of ‘language features’, and the

ability to process information on the spot, it meanental/social processing'’.
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The first aspect, language features, nece$sagpoken production involves, according to
Harmer, the following features: connected speexpressive devices, lexis and grammar, and
negotiation language. For a clearer view of whatitidividual features include, here is a brief
overview:

- connected speech — conveying fluent connected Bpeeltiding assimilation, elision,
linking ‘r’, contractions and stress patterning eakened sounds);

- expressive devices — pitch, stress, speed, volypmgsical — non-verbal means for
conveying meanings (supersegmental features);

- lexis and grammar — supplying common lexical ptsaga different functions
(agreeing, disagreeing, expressing shock, sur@mapval, etc.);

- negotiation language — in order to seek clarifaat@nd to show the structure of what
we are saying.
(Harmer 2001, 269-270)

In order to wage a successful language intieradt is necessary to realize the use of the
language features through mental/social processingth the help of ‘the rapid processing
skills’, as Harmer calls them (p.271).

‘Mental/social processing’ includes three feature$anguage processing, interacting with
others, and on-the-spot information processing.ig® give a clearer view of what these

features include, here is a brief summary:

- language processing — processing the language ingad and putting it into coherent
order, which requires the need for comprehensjglitd convey of meaning (retrieval
of words and phrases from memory, assembling thato syntactically and
proportionally appropriate sequences);

- interacting with others — including listening, umstanding of how the other
participants are feeling, a knowledge of how lirsgigally to take turns or allow others
to do so;

- on-the-spot information processing — i.e. procagsie information the listener is told
the moment he/she gets it.
(Harmer 2001, 271)

From Harmer’s point of view the ability to weagral communication, it is necessary that
the participant possesses knowledge of languagtirésa and the ability to process
information and language on the spot. Languageurfeatinvolve four areas — connected
speech, expressive devices, lexis and grammar,nagdtiation language. Supposing the
speaker possesses these language features, pmgcslafis, ‘mental/social processing’, will
help him or her to achieve successful communicagjoal. Processing skills include these

14



features — language processing, interacting witherst and on-the-spot information

processing.

Conclusion

Both Bygate and Harmer agree that for a speakerder to be able to wage a successful
fluent oral production, it is necessary to possessviedge of the language and skill in using
this knowledge.

Harmer and Bygate approach the speaking fioenviewpoint of a skill that involves
several elements to be considered during languegehing. Harmer makes a distinction
between knowledge of language features (skills) twedability to possess information and
language on the spot via mental/social procesgingording to Bygate, the skill of speaking
involves production skills and interaction skills.

While Harmer includes under the term langueggures connected speech, expressive
devices, knowledge of lexis and grammar, and nagioti language; Bygate, on the other
hand, distinguishes between two devices that arelviad in production skills — facilitation
and compensation.

The second group of skills that Harmer distisges includes rapid processing skills that
help speakers process the information and langoagéhe spot. These involve language
processing, interacting with others and on-the-gpfiirmation processing. Bygate, on the
other hand, recognizes the term interaction slahsl involves here routines, the typical
paterns for organizing utterances, and negotiatkilis that realize these routines through
management of interaction and negotiation of megprsn that understanding and thus
communicative goal is achieved. The first chaptas Wevoted to an analysis of the elements
that speaking involves. Next chapter aims at vigwihe skill of speaking in relation to

communicative competence.
1.2. Speaking in Relation to Communicative Compete®

Beginning with Noam Chomsky (1967) and histiddion between competence - ‘a
speaker’s intuitive knowledge of the rules of hagive language’, and performance - ‘what he

actually produces by applying these rules’, theth®f communicative competence has gone

through a serious development so far (Revell, 14891:
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Brown (1994) refers to several theories of oamicative competence as they developed
through periods of time, of which the most notadnhes include the studies by Hymes (1967,
1972), Savignon (1983), Cummins (1979, 1980), anaBaand Swain (1980). Nevertheless,
as Brown suggests, the newest views are probalstyda@tured by Lyle F. Bachman (1990)
in his schematization of what Bachman calls ‘langgueompetence’. (Brown 1994, 227-229)

For the purpose of the thesis, | drew uporelfyl Bachman’'s&undamental Considerations
in Language Testing1994). As a useful source of information for hefp with the
interpretation of Bachman’s framework of communieatcompetence, | made use of
Douglas H. Brown'rinciples of Language Learning and Teach{ii§94).

According to Bachman (1994, 84), communicateepetence, ‘communicative language
ability’ (CLA), comprises two basic features — fiys knowledge, competence in the
language, and, secondly, the capacity for implemgndr using the competence. Bachman
proposes three components that in his view ‘compaiivie language ability’ framework
includes, they are: language competence, strategimpetence, and psychological
mechanisms.

While language competence is a set of spekifawledge components that are utilized in
communication via language, strategic competencehés term that Bachman uses to
characterize the mental capacity for implementimgdomponents of language competence in
contextualized communicative language use; thed tlwomponent, psychophysiological
mechanisms present the neurological and psychealbgimcesses involved in the actual
execution of language as a physical phenomenorch{Ban 1994, 84)

Bachman divides language competence into &tegories: organizational and pragmatic
competence.

Organizational competence, further splittimjoi grammatical and textual competence,
presents those abilities involved in controlling fiormal structure of language for producing
or recognizing grammatically correct sentences, prefmending their propositional content,
and ordering them to form texts. (Bachman 1994, 87)

Grammatical competence includes the knowledgecabulary, morphology, syntax, and
phonology and graphology all of which govern, adaag to Bachman, the choice of words to
express specific significations, their forms, agaments in utterance, to express propositions,
and their physical realization. Textual competeeethe other hand, includes the knowledge
of the conventions for joining utterances togetioeform a text structured according to rules

of cohesion and rhetorical organization, Bachmas.g@achman 1994, 87-88)

16



According to Brown (1994, 229), what Bachmaoposes here is a group of rules and
systems that ‘dictate’ what a communication canwidh the forms of language, whether they
are sentence-level rules (grammar) or rules whasttrol how, for example, spoken ‘string’
of sentences together (discourse).

Both competences than, in relation to oraldpobion, provide devices for creating
cohesive relationships in oral discourse and omyagi such discourse in ways that are
‘maximally efficient in achieving the communicatigoals of the interlocutors’, Bachman
concludes (p.89).

The second category of language competende Bhehman distinguishes, pragmatic
competence, also splits into two further competsneeillocutionary competence, and
sociolinguistic competence. Both competences conitbe relationship between utterances
and the acts of functions that speakers . . . thterperform through these utterances’ (p.89).

While illocutionary competence deals with #trewledge of pragmatic conventions for
performing acceptable language functions (ideatjdmeuristic, manipulative, imaginative),
sociolinguistic competence refers to the knowled§eahe sociolinguistic conventions for
performing these language functions in a givenednwith regard to the sensitivity to dialect
or variety , register, naturalness, and culturérences and figures of speech. (Bachman
1994, 92-98)

Brown interprets illocutionary competence @asctional aspects ‘pertaining to sending and
receiving intended meanings’ while sociolinguisigpects of pragmatic competence relate to
‘such considerations as politeness, formality, leta, register, and culturally related aspects
of language’ (p.229).

1.3. Communicative Language Teaching and SpeakingcAvities

As Brown (1994) describes, it has been thdopbphy of communicative language
teaching (CLT) for many years to teach foreign laages through communicative approach
which focuses ‘on speaking and listening skills, wrting for specific communicative
purposes, and on authentic reading texts’ (p.226).

The most important features of CLT then Bradefines by means of four characteristics:

1) Classroom goals are focused on all of the compsngintommunicative competence
and not restricted to grammatical or linguistic atence;

2) Language techniques are designed to engage leamdh®e pragmatic, authentic,
functional use of language for meaningful purpo$&syanizational language forms

17



are not the central focus but rather aspects ajuage that enable the learners to
accomplish those purposes.

3) Fluency and accuracy are seen as complementarycigles underlying
communicative techniques. At times fluency may hewéake on more importance
than accuracy in order to keep learners meaningémgaged in language use.

4) In the communicative classroom, students ultimatefve to use the language,
productively and receptively, in unrehearsed cantex

(Brown 1994, 245)

In addition, Harmer (2001, 84-85) when suggegsfeatures of CLT implies that ‘the
language learning will take care of itself’ and eg with Brown that the accuracy of the
language is less important than successful achiereof the communicative task.

In relation to communicative language teachiRgvell (1991) reminds that ‘theories of
communicative competence imply that teachers mashadre than just supply learners with a
number of language structures to manipulate’ amgssts that it is necessary to make a link
between ‘linguistic competence’ and ‘communicateepetence’ (p.5).

At this point, William Littlewood (1991, 8) pposes a solution for bridging the gap that
Revell demands by categorizing activities into gvoups: pre-communicative activities, and
communicative activities.

The aim of the pre-communicative activities apart from producing certain language
forms in an acceptable way, as Littlewood suggést$ielp the learners to develop links with
meanings that will later enable them to use thiglege for communicative purposes’ (p.8).
Pre-communicative activities are therefore dividedo two subcategories: ‘structural
activities’, such as mechanical drills or verb pigens, for producing accurate and
appropriate language forms, on one hand; and, fgquaasmunicative activities’, such as
question-and-answer activities, giving directioosatstranger basing learner’s replies on, for
example, a town plan, or questionnaires, which laepotential functional meanings of the
language. (Littlewood 1991, 9-14)

The second category forms a group of ‘commative activities’, which Littlewood
divides into two further categories: ‘functionaltiaties’, and ‘social interaction activities’.
The aim of the functional communication activitissto practise students’ ability to get
meaning across as effectively as possible. Littlmavimcludes here activities based on sharing
information with restricted and unrestricted co@pen (identifying pictures, discovering
sequences, locations, missing information, ‘segrdi§erences, etc.), sharing and processing
information (reconstructing story sequences, pgoimormation to solve a problem, etc.), or
processing information (for example, groups mustidkewhat they will take for a trip). On
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the other hand, social interaction activities, dadiion to overcoming an information gap or
solving a problem, extend the social meanings @& ldnguage through, for example,
simulation and role-play activities, discussionsconversations thus developing also social
acceptability in the language use. (Littlewood 1,983-36)

When classifying activities focusing on thevelepment of speaking skills, Byrne (1991)
besides taking into consideration organizationaimf to be involved in the activities and
their focus either on accuracy or fluency of theglaage, also considers their teacher or
learner centredness.

Teacher controlled whole-class activitiest flo@us on the accuracy of language involve
making drills and controlled conversations, whilkiehcy activities give space for
conversations, discussions or story-telling. On dbieer hand, learner directed pairwork, or
groupwork activities that focus on accuracy invoheée-plays, controlled conversations or
working with questionnaires, while fluency actiesi make use of project work, various
games, and also discussions carried out withinggau pairs. (Byrne 1991, 10-12)

For the purpose of the practical part — redeain which the activities focused on the
development of speaking skills wil be identifiedarh going to make use of Littlewood’s
typology of activities, basically identifying betem pre-communicative and communicative
activities.

As regards speaking, providing students wish naany opportunities to practice the
language orally as possible is, from my point @w;i an essential aspect of teaching of this
productive skill. I also think that it is importatd avoid purely grammatical lessons and
follow the principles that communicative languagadhing offers, with the primary focus on
activities that aim at overcoming an informatiorp gand developing the social meanings of
the language. All of these will lead to a bettemoaunication of students’ ‘thoughts and
feelings more clearly and fully as well as beingfaent in their own ability to verbally
tackle new situations and challenges’, as Fonta0@3) suggests (p.90-91, my translation).

Both kinds of activities that aim at eithernmounicative or partially communicative
purpose will inevitably be connected with the usdifierent organizational forms. There are
primarily three organizational forms that methodyéts describe — groupwork, pairwork, and
whole-class teaching. In the following part of thesis, therefore, | am going to talk about

the specifics, advantages and disadvantages, tirbe organizational forms.
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2. ORGANIZATIONAL FORMS

It has been said that the development of spgalkequires the use of activities that have
been classified, for example, according to Littleds typology of activities — pre-
communicative and communicative activities.

All the activities are organized in certailg@anizational forms. The aim of the second part
of the theoretical section is to introduce threestmmmonly used organizational forms —
whole-class teaching, groupwork, and pairwork; astuss their specifics, advantages or
possible drawbacks that these organizational fonag expose.

It is important to point out that in a numlaércases, methodologists, for example Nunan
and Claire (1996), Byrne (1991), do not distinguigttween group and pair work and include
both organizational forms under the term small grawrk or simply discuss their specifics
together.

In addition to groupwork, pairwork and wholess teaching, there is also individual work
that literature offers in relation to organizatibrfarms. However, only the first three
organizational forms meet the requirements neededht effective use of communicative
activities and thus development of speaking. Néedess, specifics of this organizational
form will also be briefly discussed.

Richards and Lockhart (1999, 147) define imal work as a pattern in which ‘each
student in the class works individually on a taskhaut interacting with peers or without
public interaction with the teacher’. Harmer (19928) labels individual work as ‘individual
study’ and, claims that though it is not the aremgnt suitable for developing interaction
among learners, it provides learning ‘space’ athaxegion from outside pressure and enables
learners to rely on themselves.

To conclude, Harmer calls for a balanced usdifterent groupings ‘in order to create
positive learning for our students, not provokeate@ reactions’ (p.249). This is certainly
very important, nevertheless, talking about deuelppspeaking skills and the use of
organizational forms, whole-cass teaching, groupywand pairwork wil play the leading role

in this process.
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2.1. Whole-class teaching (Lockstep method)

According to Richards and Lockhart (1999), lehdass teaching most usually includes
‘frontal teaching method’. Richards and Lockharfieewhole-class teaching as follows:

The teacher leads the whadssthrough a learning task. For example, the
teacher conducts a class dsoun of an article from a newspaper, asking
guestions about it and elgtcomments around the class.

(Richards and Lockhart 19946-147)

According to research, Richards and Lockhan, svhole-class teaching is the most
commonly used model in public school teaching, prilp for the beginning of lesson.
(Richards, Lockhart 1999, 147)

Harmer (1992), in addition to Richards and Rlwart, provides another name for the
whole-class work, it is ‘lockstep’ method:

Lockstep is the class grogpihere all the students are working with the
teacher , where all the shigl@re ‘locked into’ the same rhythm and
pace, the same activitywhere a teacher-controlled session is taking
place.

(Harmer 1992, 243)

Harmer says that whole-class teachingsisal for ‘accurate reproduction stage’ (e.g.
drills, controlled conversation) with the teacheosnoften acting as controller or assessor,
and is rather pessimistic about the use of theslegk method for fluency communicative
activities. Harmer notes down:

lockstep, where the teaacts as a controller, cannot be the ideal
grouping for communigatwork . . . Lockstep, in other words,
involves too much teaghand too little learning!

(Harmer 1992, 244)

Richards and Lockhart agree with Harmer’'s gsfjgns and add that it is possible that
teachers include whole-class activities ‘to encgaraore student participation (for example,
by stopping from time to time during an activitydaasking students to compare a response
with a partner)’. However, it is necessary thateottkinds of organizational forms are
explored in order to provide learners with variopgportunities for communicative interaction
and individual language use within the classrod®ict{ards and Lockhart 1999, 148-149)

Among the major advantages of whole-classhieg¢ Harmer includes the concentration

of all learners who can hear what is being saidneyteacher. A teacher conducting whole-
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class teaching is a good language model, Harmdmeas, and, finally, it can be comforting
for some learners, where choral repetition takasglfor example. (Harmer 1992, 243)

Richards and Lockhart add that whole-classhieg enables teaching large numbers of
learners at the same time and can serve as a atiepdior subsequent activities which can be
completed individually or in groups. (1999, 148)

The essential disadvantage of whole-clasitegégs, Harmer, and Richards and Lockhart
agree, the little chance for learner’s oral practiricia Hedge (2000, 13-14) considering the
role of interactioin in the classroom interpretg ttindings by Pica and Doughty (1985)
concerning the amount of input and output betweéolevclass work and groupwork and
pairwork. For whole-class work, there were fountitoube fewer opportunities for output and
input that learners produce or are exposed to.

Further disadvantage concerns the speed, iahvelctivities are conducted. Richards and
Lockhart (1999, 148) say that whole-class teaclaisgumes that all students can proceed at
the same pace, but, slower students are likelyetéost, and brighter students may be held
back.

In addition, Harmer says: ‘Lockstep always gy@¢ the wrong speed!” (p.243). On one
hand, fast learners may get bored when the teachp€ed is insufficient; on the other hand,
slower learners may be discouraged by too fasviaei, Harmer claims. (1992, 243) In
addition, Harmer confirms how stressful whole-clessching can be for some learners:

Shy and nervous studaids find lockstep work extremely bad for the
nerves since they arelliko be exposed in front of the whole class.
(Harmer 1992, 243)

Finally, it is necessary to mention that teashworking with the whole class are likely to
interact with only a small number of learners Ridsaand Lockhart claim. Teachers usually
tend to interact with learners within their actinane, i.e. ‘those students with whom the
teacher regularly enters into eye contact; thoselesits to whom the teacher addresses
questions; and those students who are nominatiatkécan active part in the lesson’ (p.139).

To conclude, the use of whole-class teachiveg frequently involves frontal teaching
method, also labelled as lockstep, may bring abeu¢ral advantages and disadvantages. It is
important that the teacher may provide the langumagédel for the whole class. Furthermore,
whole-class teaching enables less exposure ofrgder example, during choral repetition.
On the other hand, talking in front of the classnomay be very stressful for some students;
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and, finally, most teaching specialists agree thate is little opportunity for practice of
language by students connected with student talikimg that is rather oppressed.

2.2. Groupwork

To begin with, Adrian Doff (1991) describe®gp work as follows:

In group work, the teacdivides the class into small groups to work
together (usually faurfive students in each group). As in pair work,
all the groups workla¢ same time.

(Doff 1991, 138)

According to the movement of learners duringreup activity, Harmer (1992) and Ur
(1991) distinguish between flexible and fixed greupVhile working in flexible groups,
Harmer suggests that students start in set greumglsas an activity progresses the groups split
up and reform; or they join together untill thesdas fully reformed. (Harmer 1992, 246)

In addition, it is wise, according to Ur, tetde fixed groups or at least semi-permanent
groups to avoid problems every time the groups areut to form, For that reason, Ur

suggests:

The physical reorgatimacan be done very simply by getting some
students to turn faeese behind them if they are normally in rows.
This may need a littledification . . . but once the students are
settled into fixed gpsthey will assume them quickly and with little
fuss each time.

(Ur 1991, 7)

Richards, Lockhart (1999), and Nunan, Lami®@)%gree that groupwork together with
pairwork change the interactional dynamics of tlessroom. Nevertheless, Harmer (1992)
proposes that groupwork is even more dynamic tlaamvprk:

There are more pedpleeact with and against in a group and, there
Is a greater posdipitif discussion. There is a greater chance that at
least one member efghoup will be able to solve a problem when it
arises, and workingymoups is potentially more relaxing than
working in pairs, fibre latter puts a greater demand on the student’s
ability to co-operatesely.

(Harmer 1992, 245-246)
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Doff (1991, 141) confirms that learners feetwe within the group where they create a
part of a whole. There is a real chance that learwbo would never say anything in a whole-
class activity participate at least partially dgrihe groupwork.

Ur (1991) agrees that groupwork provides sdeaeners with confidence and courage:
‘students who are shy of saying something in fiafrthe whole class, or to the teacher, often
find it much easier to express themselves in fodrat small group of their peers’ (p.7).

Another point taken by methodologists concehesamount of learners” participation and
mutual co-operation among learners during activitiarried out in groups.

Richards and Lockhart (1999, 153) say thatgwmork is likely to increase the amount of
student participation in the class and promoteaboltation among learners; furthermore,
learners are given a more active role in learnitggcher’'s dominance over the class
decreases, while the opportunities for individuatient practice of new features of the target
language increase.

Doff agrees and claims that groupwork is fkéb create such conditions, in which
learners help each other and are encouraged te gtar ideas and knowledge. (1991, 141)

Harmer (1992), and Richards and Lockhart (198180 discuss allocating learners to
groups according to their level of knowledge — mdixability groups and shared ability
groups. Harmer assumes that learners working irednability groups will both benefit from
the arrangement. He admits that weaker learnershaayerpowerred by stronger learners;
but, at the same time, Harmer claims that stroteggners will not be unnecessarily hindered
‘from getting the maximum benefit from the activi{p.246).

Brown and Yule (1991) justify the opinion afogping learners into mixed level groups.
The main reason is sharing the possessed knowleggen ‘advanced’ learner with the
‘beginner’.

The opportunities for practidgeacher is the only ‘senior’
conversationalist availables abviously limited. It seems likely that any
serious attempt at practigpgken English would involve mixing learners
at different levels for consation practice, so that advanced level students
would take the senior rolainonversation and support the relative
beginner.

(Brown and Yule 1991, 32)

On the other hand, same ability groups prosgii@e space for sharing the knowledge and

interests on the learners same level claims Harth@82, 246)
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Next area of focus that methodologists consisl@ suitable number of learners within a
group. Methodologists have not set a definite numbgagic number’, but range the number
of learners per group between four and seven. (EaRD01, 75)

Byrne (1991, 75) suggests that the numbdearhers range from four to eight learners
per group. The actual number should consequentpertte on the particular activities.
Richards and Lockhart agree that the ‘optimum silsgends on the kind of activity learners
are working on, and add: ‘If the group is too largeident interaction is affected; only a few
students may participate, the others remainingisde passive’ (p.153).

Harmer confirms Richards and Lockhart’s waadd claims that the boarderline might be
established on number seven, because ‘groups of mthan seven can be unmanagable’.
(Harmer 1992, 246)

To sum it up, when considering the spexibf groupwork, methodologists discuss the
settlement of students within the groups as flexitt fixed. Ur, for example, recommends
that teachers set up fixed or at least semi-perntagr@ups that are likely to prevent some
problems connected with their creating and conssigmesbehaviour. Groupwork tends to
support cooperative learning, and may give confideand courage to shy students when
handling the target language. Still, methodologidts not provide a concrete number of

learners that a group should include.

2.3. Pairwork

To begin with, Byrne (1991) divides pairworka three kinds: ‘open pairs’, ‘fixed pairs’,
and ‘flexible pairs’. During ‘open’ pairwork, leagrs talk to one another across the class
under the teacher’s control. While working in ‘fix@airs’, learners work with the same
partner in order to complete a task (for exampkdpdue). Finally, working in ‘flexible’ pairs
presupposes that learners keep changing their goartfior example, interviewing other
classmates).

On the other hand, Doff (1991), to comparehwdistinguishes between ‘simultaneous
pairwork’ and ‘public’ or ‘open’ pairwork and defas both kinds of pairwork as follows:

In pairwork, the teackerides the whole class into pairs. Every
student works with hrsher partner, and all the pairs work at the same
time (it is sometimedl@ad ‘simultaneous pairwork’) . . . this is not the
same as ‘public’ or ‘opeairwork, with pairs of students speaking in
turn in front of the sta

(Doff 1991, 137)
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Similarly as with group work, Harmer (1992,42Zlaims that pairwork increases the
amount of learners’ practice, encourages co-operatvhich is important for the atmosphere
of the class and for the motivation it gives tateag with others, and enables learners to help
each other to use and learn the language. In additie teacher is able to act as an assessor,
prompter or resource, Harmer believes.

Byrne (1991) adds that pairwork facilitatearteers’ independence; and, moreover, sees
pairwork as an interaction similar to real-life ¢arage use:

they [learners] canegamnd talk directly to one another, so it is much
closer to the way wedple] use language outside the classroom.
(Byrne 1991, 31)

The problem concerning noise and indisciplihging pairwork depends, according to
Harmer, on the task set by the teacher and teach#ifude during the activity. (1992,244)
However, Ur (1991) strongly disagrees with therldahat the choice of activity influences
the discipline and noise in the classroom andsltiii problem onto the teacher’s personality:

As regards discipliti@s basically depends on the personality of the
teacher, her class, thiedrelationship between them, not on the type
of activity.

(Ur 1991, 8)

In addition to noise, Doff (1991) provides sointeresting comments. Doff claims that
noise is a side effect of the groupwork (and paiklvand ‘cannot be helped’. He points out
that ‘usually the students themselves are notistlby the noise’, and adds that “the noise
created by pairwork and groupwork is usually ‘goadiise — students using English, or
engaged in a learning task” (p.141-2).

Another frequently discussed problem concénesuse of learners’ mother tongue. While
conducting communicative activities, Byrne (199Blidves that learners’ use of mother
tongue is a natural factor of group and pair wockivties: ‘Of course the students will
sometimes start to use their mother tongue to sgpaa idea - especially if they get excited’
(p.34).

Harmer (1992) adds that it is pointless ifrtegis do not use the target language for the
communicative activity, however, for example, compganswers to reading comprehension
guestions or vocabulary-matching exercise shouldnmake teachers unnecessarily restless.

Harmer claims that learners in such a case coratentn the language in question and adds
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that ‘if a bit of their own language helps themafieers] to do this in a relaxed way that is all
to the good’ (p.247). Harmer emphasises thatiingortant that learners know that teachers’
attitude depends on the activity, otherwise thely mat be able to recognize the reasons and
the moments when teachers are insisting solelyenarget language.

The problematic concerning the use of motbagte, it means how to avoid its use and
how to support the use of the target languagefurther be considered in the following part,
specifically, as one of the focus areas of ‘duraagjvity stage’.

Similarly to groupwork, methodologists distingh between several kinds of pairwork,
Byrne, for example, describes open, fixed, andilflexpairs, while Doff divides pairwork
into simultaneous and public or open pairwork. Wark is believed to encourage students’
coperation and presupposes that teachers will tavake on several roles while using this
organizational form. In addition, noise and the akenother tongue have been discussed in

relation to pairwork often presenting inevitablawbacks that teachers have to tackle.
Conclusion

It has been the aim of the second part ofttheretical section to introduce the specifics of
the three most frequently discussed organizatiforats — whole-class teaching, groupwork,
and pairwork. All of the organizational forms haweir advantages and disadvantages, and
their specifics may positively or negatively infhee the achievement of communicative goal
set for an activity. Nevertheless, bearing on mihd theoretical inputs concerning the
different organizational forms, all of them arewarseparable aspect for conducting activities
focusing on the development of speaking.

It is the aim of the last part of the thearakisection to discuss the aspects concerning the

organization of activities focused on the developnod speaking skills.
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3. ORGANIZING ACTIVITIES

Several methodologists and teaching spedatisgjgest and describe the organization of
activities focused on the development of speakiilgssvith different names and numbers of

stages.

The aim of the third part of the theoreticattson is to provide a unifying framework, and
thus suggest the principal aspects — key principlésat should be taken into consideration

when organizing activities focused on the develapnoé speaking skills.

Penny Ur (1991, 18-24) discusses four differengjetsafor organizing speaking activities in
groups, pairs or whole-class — presentation, psyoesding, and feedback. Harmer (2001,
122-124), when considering organizing groupwork gradrwork in relation to various
communicative and pre-communicative speaking disji proposes three stages — before,

during, and after.

For the purpose of this thesis, | am goingstiggest a framework consisting of three
stages: pre-activity stage, during-activity stagad conclusion stage. Primarily, the
framework will be based on Harmer’s (2001) theaadtinputs related to organizing pairwork
and groupwork, which originally, as suggested abaleo includes three parts: before,
during, and after.

Each stage includes certain areas of focus,wioich didactic principles have been
collected as a synthesis of several sources.

The theoretical sources used for the thesistiore a large number of areas that could be
studied and explored, however, it is impossiblentdude all of them in this work. For that
reason, a more selective approach has been accepteding only a limited number of focus
areas, which | consider as the most important ancth fmy own experience as worth
analysing in more details. Therefore, the firsigstapre-activity stage, includes two focus
areas - ‘engage-instruct-initiate sequence’, of cwhihe name has been borrowed from
Harmer (2001, 58-59), and ‘grouping students’, éams dealing with the ways that can be
initiated in order to divide learners into groupspairs in case of including groupwork and

pairwork activities.

During-activity stage focuses on ‘the roleshd teacher’ that he or she can take on during
activities, and, what can be suggested concerhiagdles of the teacher. Another focus area

concentrates on ‘providing feedback during actgti and, finally, ‘the mother tongue use’,
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which discusses attitudes towards mother tonguénue classroom, and actions that can be
taken to promote the use of English will be incldidethis stage.

Conclusion stage includes the areas whichsf@tuthe process of ‘stopping the activity’, it

means the appropriate time and method selectiah; providing feedback’ after the activity.

3.1. Pre-activity stage

The first stage, pre-activity stage, includ®g focus areas: engage-instruct-initiate
sequence, and grouping students. First area canesigagement of students, it means the
techniques for drawing attention or involving stot$e providing students with instructions
and initiating students to start the activity. Tdecond area deals with setting students into

groups, providing this is required by the natur¢hef activity.

3.1.1. Engage-instruct-initiate sequence

For the majority of theoreticans, for exam@@ewer at al. (1995), Scrivener (1994), or
Parrot (1993), the primary aspect when dealing Wightheory of instructions is their clarity,
economical structure, logical order, and compreloensheck. In relation to problem
behaviour, Penny Ur (1996), | think clearly exptahow instructions should be conducted:

Problems sometimes arise to studecertainty about what they are
supposed to be doing. Instructitingugh they take up a very small
proportion of lesson time, arectali The necessary information needs to be
communicated clearly and quicklgrtiously but assertively: this is precisely
what the task involves, thesepargsible options, those are not.

(Ur 1996, 264)

To begin with, there is an ‘engage-instrudtiate sequence’ that Harmer (2001, 59)
proposes for the beginning phase of an activitystli, engagement, according to Harmer,
means “making it clear that something ‘new’ is gpia happen .

As regards giving instructions, this invohasumber of aspects that need to be considered
for achieving the maximal effectivity of activitiesonsequently the development of speaking
skills.

Firstly, the use of language (mother tongué¢aaget language) that is used for providing
instructions will be considered. It is basicallyregd, for example Ur (1991) and Byrne
(1991), that explaining instructions in mother toags acceptable especially with classes
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whose knowledge of the target language is not sufiicient level yet. The aim is primarily

to find ‘a more accessible and cost effective alitve to sometimes lengthy and difficult
target-language explanations’ (Ur 1996, 17). Pgft693, 109) thinks that instructions should
be given in both languages, but at the same timafrad that students may ‘switch off’

knowing that they will be repeated in their owndaage.

Secondly, there is a length of instructionpti@al choice, according to Scrivener (1994)
is based on sequencing instructions in a sensidler,ousing short sentences and avoiding or
separating instructions clearly from ‘the othertglhat, telling off, joking, etc.” (p.98). All of
these is necessary because as Ur (1991, 18) wlaensoncentration span of students is
limited; and, therefore, the instructions shoulctlear and concise.

Furthermore, support for instructions, such \asual clues, physical movement, aural
input or gestures that the teacher makes need toobsidered. Goweat al. (1995, 41)
propose that insrtructions should be supported wghal clues ‘whenever possible’, among
which real objects, pictures, gestures and mimiagiructions written on the cards or pieces
of paper are included. In addition, Atkinson (1988jes that for giving concise instructions
in English, techniques, such as gestures and mitag @an important role in their
comprehension. According to Ur (1996, 12), restatenof the main points or repeating is
important for accurate perception of instructions.

The use of comprehension check on providetuaisons is the last area that is frequently
commented upon. Scrivener's (1994) words are lkthinore than clear about expressing the
importance of comprehension check. Scrivener pauatghat ‘even the clearest instructions’
can be difficult to comprehend (p.17). Ur and Semier agree that checking comprehension
by asking general questions such as ‘do you urated8t is not satisfactory, because positive
answers may carry different implications (shynessyvousness, etc.) (Ur 1996, 17). It is
therefore more appropriate to have students repeaphrase or summarize instructions
after the teacher. The best way, however, both md &crivener agree is demonstrating
instructions. Goweat al. (1995, 41), in addition, proposes different foraisdemonstrating
the instructions, for example, by the teacher hiersmacher and a chosen student, usually a
stronger one, or by students themselves.

As a part of initiation, it is most appropagab tell students how much time they have got
and exactly when the students should start theigct(Harmer, 2001:59)

To sum it up, for the ‘engage-instruct-iniaequence’, it is necessary to activate students
by phrases offering a rationale for the activitgdather with paying a careful attention to

providing instructions with a final time allocatiomstructions will be the aim of the practical
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section. For the purpose of the research, thetebwifour areas investigated. The aim will be
focused on the use of language (target languagéhemoongue, or combination of both
languages); the length of instructions (short, )oisgpport for insttructions, which based on
the theoretical notes will include five categoripsralinguistic support (hand-gesture, eye-
contact, body-movement, facial expressions); visuglport (textbooks, objects for the use in
the activity, and space for other forms f visuapmaort); though written clues can be
considered as visual support, | include them intgpecial form of support for instructions
involving written clues prepared beforehand (on ¢heds, pieces of paper, etc.), written on
the blackboard and other forms; and finally, rep®tj paraphrasing or restatement of the
main points as the last category of support fotrircsions. The last investigated area will
include the use of comprehension check: using gérgrestions (for example, Do you
understand?; Ok?; All right?; or in Czech, Ano?zRuite?, etc.); when students are asked to
repeat, paraphrase or summarize instructionsylad#imonstrating instructions as a form of
comprehension check will be involved (teacher Herseacher + student(s), and student(s)

themselves).

3.1.2. Grouping students

The second area of focus, | have includedhi fre-activity stage concerns grouping
students.

There are different ways of grouping learngrsjeans dividing them into pairs or groups.
To begin with, Harmer (2001 120-122) suggests foasic ways - friendship, streaming,
chance, and changing groups. The first method gesvenough space for students to choose
their friends and thus create groups. On the obiard, streaming method assumes that
students will be divided into groups accordingteit abilities, thus creating the same ability
groups or mixed ability groups. Counting out avdides ability differentiation within groups,
this method Harmer calls ‘chance’. Finally, chamggroups presupposes that students keep
changing while the activity continues.

Friederike Klippel (1991, 9-10) when considgrigrouping students for communicative
activities, particularly discussions, describes eamain types such as buzz groups, hearing,
fishbowl, network, onion, star, market, opinione&obr forced contribution.

What both Klippel and Harmer suggest is a t®ud theoretical methods for dividing
students into groups or pairs, which will inevitabi many cases require students’ change of

positions.
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Byrne (1991, 32-33), on the other hand, psefe little students’ movement as possible,
suggesting that it is reasonable, taking into aersition a time factor influenced by moving
students and frequency of the use of pairwork alodigyvork, to make use of the existing
classroom arrangement. Byrne advises to get stsid@ntork with a neighbour or neighbours
and move students only if it is absolutely necesdaiis important for students to be able to
form pairs and groups quickly and without any flBgne concludes.

Drawing upon my personal experience, | agréd Wonn Byrne that it is important to
give learners a very limited number of opportusitier moving around the classroom with
relation to the process of dividing students taugoor pairs. Once allowing students to move
around the classroom in order to form groups orspai may be rather difficult to draw
students’ concentration back on the activity togethith the time that is likely to be lost.

Therefore, the use of the existing arrangement seéemme to be the best solution.

3.2. During-activity stage

The second stage, during-activity stage, imitlude three focus areas — the role of the
teacher, providing feedback during the activity @imel use of mother tongue. In this stage, |
think it is important to focus the attention ondear’s attitude, consequently the role he or
she takes during the activity Secondly, | thinkécessary to consider the feedback though
some theories suggest postponing the actual fekdater the activity. Finally, 1 have
included the use of mother tongue, which is stih@’ topic especiallywhen considering the
use of communicative activities. Though this iskas already been discussed in relation to
various organizational forms, in this part the awnti be to mention some of the didactic

principes.

3.2.1. The role of the teacher

The roles of the teacher can be categorizeoh fseveral points of view, for example,
according to the type of the activity, stage of #u#ivity, or the interaction pattern selected
for the particular activity.

Nunan and Lamb (1996) point out that the rotes the teachers adopt are dynamic, not
static, and are subject to change according topthehological factors brought by the
participants. (Nunan, Lamb, 1996:134) In additiBgrne (1991) compares the teacher to an
actor claiming that the teacher ‘will have to ptifferent roles at different times’ (p.13).
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Byrne (1991, 13) divides the roles of the kemmcaccording to the type of interaction
activity distinguishing between fluency and accyractivities. During fluency activities the
teacher most frequently adopts the roles of stitoglananager and consultant, reminding that
the main reason for taking part in such activiiego get students to interact, set up the
activities and to be available for help and advicg#udents need and ask for it. On the other
hand, the roles that the teacher carries out datiegracy activities will primarily include the
roles of conductor, organizer and monitor. Teacherain task will therefore be to make sure
that the students know what to practice, and thay tpractise effectively, together with
organizing the activities and checking while studeare performing.

Based on the reflection of the students’ b&havin the classroom. Nunan and Lamb
(1996) grade the roles of the teacher from the mpagilematic, in terms of participants’ roles
and behaviour. They include the roles of: contrpllentertainer, disciplinarian, and a
developer of a sense of independence and resplitysibhe teacher continually establishing
control, giving directions, threats and punishmentabelled as ‘controller’. Still noisy but
positive atmosphere, where the teacher introdu@seg and recreational activities, or
reading stories, shows the teacher as ‘entertailbg ‘disciplinarian’ establishes rules to be
followed and is quick to notice any misbehaviouhile the teacher who spends time by
teaching, not requiring a close supervision andcase of noise providing only a simple
reminder with effectivity, Nunan and Lamb label ‘dsveloper of a sense of independence
and responsibility’. (Nunan and Lamb 1996, 135-136)

In relation to fluency speaking activities, riheer (2001, 275-276) mentions three basic
roles that teachers take on including: promptettjgpant, and feedback provider.

While taking the role of a prompter, the temrchffers descrete suggestions or lets students
struggle out of a difficult situation (when studeiget lost, cannot think of what to say next,
lose fluency), which can stop the sense of frustnatvhen coming to a ‘dead end’ of
language ideas. A teacher acting as a participaomgs covertly, introduces new
information to help the activity along, ensures tomnng students’ engagement, and
generally maintains a creative atmosphere. Harnansvthat when acting as a participant,
the teacher should be careful not to participatentuch, thus dominating the speaking and
drawing all the attention to himself or herselin&lly, feedback provider, Harmer says, may
inhibit students and take the communicativeness ajuthe activity by over-correction;
therefore, the correction should be helpful andtlgegetting students out of difficult

misunderstanding and hesitations.
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As regards the roles of the teacher, methodolodistaot remain united in labelling the
different roles that the teacher can take on whendecting activities focused on the
development of speaking. There are several appesachbe taken when describing teacher’s
roles, e.g. according to its type, stage, inteoacpattern or even behaviour during activities

as Nunan and Lamb present.

3.2.2. Providing feedback

According to Richards and Lockhart (1999, 188gdback on students’ spoken language
can be either positive or negative and may servenly to let students know how well they
have performed but also increase motivation anldl lBusupportive climate.

Harmer (2001, 104) says that the decision how to react to students’ performance will
depend upon the stage of the lesson, the actthgytype of mistake made, and the particular
student who is making that mistake.

Different methodologists look at providing déack from several aspects; most often,
however, feedback is seen from the viewpoint olueacy (form of the language used) and
fluency (content of spoken production) activities.

To begin with, Richards and Lockhart (19999)18istinguish between the feedback on
content, and feedback on form, suggesting strademiel decisions to be considered for both
kinds. The strategies that Richards and Lockhagpest for feedback on content include:
acknowledging a correct answer, indicating an iresdr answer, praising, expanding or
modifying a students’ answer, repeating, summagizom criticizing.

On the other hand, feedback on form repres&ugsing on the accuracy of spoken
production including decisions about ‘whether |leash errors should be corrected, which
kinds of learner errors should be corrected, ang learner errors should be corrected’
(p.-189). Richards and Lockhart provide differenys/éor accomplishing feedback on form:

» Asking the student to repeat what he or she said;

» Pointing out the error and asking the student lieceerect;

« Commanding on an error and explaining why it is wgrowithout having the student

repeat the correct form;

» Asking another student to correct the error;

» Using a gesture to indicate that an error has bese.
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(Richards and Lockhart 1999, 190)

Similarly, Byrne (1991, 35) describes provglieedback from the viewpoint of accuracy
and fluency activities. During accuracy activitiB8yrne notes down, the teacher may provide
feedback immediately on how well or badly studdrdse done, or make a note of mistakes
and shift the feedback onto a future lesson. Intedg teacher should not forget that the
students may want to ask some questions or saytivathink of the activity.

On the other hand, when conducting a fluentyity, Byrne suggests that the teacher
makes notes of anything serious and reteach ihathar lesson and lets the students to take
responsibility for what they are doing by not iféeing. (Byrne 1991, 79)

For the feedback provided during fluency waakgcording to Harmer (2001, 105), it is
important that the teacher does not interupt ind4iffow’, since it interrupts the
communication and drags an activity back to theytf language form or precise meaning.

The techniques for correcting students dufingncy work that Harmer suggests include
gentle correction, such as prompting students fahwaformulating what a student has said,
and recording mistakes with further analysis.

During accuracy work, according to Harmerisihecessary to point out and correct the
mistakes the students are making, but at the same the correction should not be too
intensive, because it can be just as unpleasadur@sg fluency work. Harmer goes on by
suggesting several ways of correcting studentsndueccuracy work, among which he
includes showing incorrectnes by reapeating, echaiving statement and question, making
a facial expression, or hinting. (Harmer, 2001,-108)

Methodologists often distinguish between femdtbon accuracy and fluency activities in
relation to speaking, though sometimes differendigelled, for example, Richards and
Lockhart make a distinction between the feedbackided on the content and form, while
Harmer and Byrne describe feedback provided foru@my and fluency activities.
Nevertheless, most of the teaching specialistseatirat providing feedback during spoken
performance depends on several aspects, of whicihntist important are the type of activity

and the kind of mistake that is made.

3.2.3. The use of mother tongue

To begin with, Nunan and Lamb (1996, 98-10&erdown that it is almost impossible to

know how, when, and how frequently to use students' language; however, agree that the
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first language use to give brief explanations @fngmar and lexis, as well as for explaining
procedures and routines, can greatly facilitatetb@agement of learning.

Harmer (2001, 132) agrees with Nunan and Laoibting at the fact that it is not wise to
stamp out the mother tongue use completely. Hathieks that such an approach will not
work; and, what is more, it may discourage thoselestts who feel the need for it at some
stages. However, while doing an oral fluency agtjwhe use of language other than English
makes the activity pointless, therefore, it shdadda teacher’s duty to try and insist on the use
of the target language. On the other hand, it p@wiate to be more relaxed about using the
target language in other pedagogic situations, ghothe teacher should continue to
encourage students to try to use it as often asilfjes Teachers are a principal source of
comprehensible input playing an important pariaimguage acquisition, therefore, the teacher
should speak in the target language as much aghf@ssthe class, especially since if he or
she does not, students will not see the need tthesearget language either. At lower levels,
the use of mother tongue may help both the teammeistudents, such as in an explanation or
discussion of methodology, or giving of announcetm¢éa communicate the meaning more
easily. (Harmer 2001, 132)

In relation to mother tongue use, Byrne (198), says that it is natural for students to use
their mother tongue if they want to communicat@eesally if they get too excited.

In addition to Byrne, Penny Ur (1996, 121)oatses to give reasons why students are
liable to using the mother tongue claiming thas iasier to use the mother tongue, because it
feels unnatural to speak to one in a foreign lagguand because the students feel less
‘exposed’ if they are speaking their mother tongue.

Ur concludes by admiting the fact that it da@ uneasy to persuade some students
‘particularly the less disciplined or motivated ehéo make use of the target language
(p.121).

In order to avoid students using their mottergue, Harmer (2001) suggests several
actions to promote the use of the target langu&gstly, the teacher needs to ‘set clear
guidelines’, making it straightforward when mothengue is permissible and when it is not.
Secondly, it is important to ‘choose appropriatek$d, i.e. tasks which the students, at their
level, are capable of doing in the target langu&tgrmer points out that it is not wrong to
‘stretch’ students ‘with challenging activities whi engage them, but it is clearly counter-
productive to set them tasks they are unable ttopet (p.133). Furthermore, it is advisable
to create an English atmosphere. Harmer suggesiaggstudents names in the target

language and making English the classroom langaageell as the language to be learnt.
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Using friendly encouragement persuasion might glsg its role, such as going around to
students and saying things like: ‘Please, spealidiig Stop using Turkish/Arabic, etc.’
(p.133).

In case these strategies do not work, Harmggests stopping the activity and telling
students there is a problem, which might changeath@sphere so that students go back to
the activity with a new determination. (Harmer 20032-133)

Nevertheless, the best way to keep studergakspy the target language is, Ur says,
simply to be at students’ hand as much as possda@nding and modelling the language use
because ‘there is no substitute for nagging!” (R)12

To sum it up, students’ use of the first laaggel often presents a difficult obstacle for many
teachers, however, not in all cases this ‘probléw@s to be percieved as a drawback, as
Harmer or Byrne suggest. The recent theories stdigasin certain phases, such as giving
instructions or providing explanations, the motteergue use may play an important role for a
better communication between students and the é¢eadn the other hand, where the

language is the target point of learning, the mottvegue use should be avoided.

3.3. Conclusion stage

The last stage concerning organizing actiwitazused on the development of
speaking skills will include two focus areas theseyal methodologists, e.g. Ur
(1991), Harmer (2001), Gowat al. (1995), comment on when describing the ending
phase of an activity: stopping the activity, andiding feedback after the activity.

3.3.1. Stopping the activity

Before the actual process of bringing the actitotyhe end, however, some pairs or groups
may finish earlier than others. In such a casgs itnportant to be prepared and ‘have some
way of dealing with the situation’, primarily, irraer to show students ‘that they are not just
being left to do nothing’ (Harmer 2001, 124-125). (1996) agrees and emphasises that in
any case ‘these reserve occupations should be reatiand; and their preparation is an
essential part of the lesson plan as a whole’ p2ach extra work may include, for example,
a further elaboration of the task, getting studémtsead their books, or asking students to get
on with their homework. (Ur, 1996:22) Harmer alsggests that tired students may be told
to relax for a bit while the others finish. (Harn2£01,124)
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As far as accuracy work is concerned, Byrr8911 34) suggests that the activity should
not go on for too long giving an estimate for tippm@priate length of the activity from three
to five minutes.

Nevertheless, stopping the fluency work, am @ther hand, is dependent on the time that
the teacher allocates for the activity, Byrne s&ggth for accuracy and fluency activities, it is
not desirable to let the activities drag on noregan opportunity for some students to get
bored. (Byrne 1991, 79)

Ur (1991) notes down that it may be best tdt watil all the groups have completed the
task, however, sometimes this may take too lond,itis better to stop the last ones before
they finish. Ur continues that sometimes, on theeothand, it is necessary to quit students’
work while they are all occupied, e.g. for the mrashat the teacher wants to organize a
‘fruitful session’ (p.22). Ur believes, though thsght not be the best thing to do, that this
intervention will leave students with a taste foorey and thus ‘heightened enthusiasm, or at
least willingness’ (p.22).

Basically, in addition to time allocation, @grees with Donn Byrne (1991) that time
solves the problem of appropriate end of the agtithough this may also bring about some
inappropriacy. However, students should be letnovkin advance, in order to save protests
and delays when the time comes. (Ur 1991, 22)

On the whole, Ur concludes that it is up te teacher to be flexible and rely on common
sense considering the end of an activity. From immjtéd practical experience, | prefer
allocating the time limit for an activity beforeasting the activity, though not always
remembering to do so, | admit. As Ur advises, lati@n to extra activities, | agree that it is
very important to have them ready at hand in otdemake students busy not disturbing
others, though, especially for beginning teachdiis tight be sometimes rather time

consuming.

3.3.2. Feedback after the activity

Generally, in order to bring about self-awereness improvement in students, Gowagdr
al. (1995, 63) suggest that it is important to provlesitive feedback’, i.e. positive points to
comment on, such as successful communication, aecwse of grammar points, use of
vocabulary, appropriate expressions, good prontioniaor expressive intonation, good use

of fluency strategies in conversation, etc.

38



As an unseparable part of the feedback, Haf2@01, 109) proposes getting students to
express what they found easiest or most diffidalitting some of the recorded mistakes on
the board, asking students to recognize the prabl@nd putting them right should follow,
Harmer notes down.

Similarly to feedback provided during actiggi methodologists commonly draw a
distinction between the feedback on accuracy amehtly activities, for example, Ur (1991),
Harmer (2001).

To begin with, both Harmer (2001) and Gowatal. (1995) agree that it is not necessary to
say which students made the mistake or error, lmrenmportantly, focus on common ones,
or ones in general interest, and provide studeittsimdividual notes and instructions on how
to correct them, or where to find them (in dictioags, grammar books, or on the Internet).

As regards the fluency activities, Govedral. (p. 103) propose that the teacher should
indicate how each person communicated, commentoanfluent each was, how well they
argued as a group, and so on.

In addition, Harmer (2001, 124) suggests th&t also advisable to have a few pairs or
groups quickly demonstrate the language they haea lising with the teacher correcting it,
if and when necessary. Such a demonstration giohsthe students and the rest of the class
goal information for future learning and action,ri@r says. In case of discussing an issue or
predicting the content of a reading text, it is ortpnt to encourage students to talk about
their conclusions with the teacher and the reghefclass since by comparing the different
solutions, ideas, and problems, everyone getsaeagranderstanding of the topic.

What a feedback is and what form it shouletakr (1991) describes as follows:

What the groups have done mhest be displayed and related to in some
way by teacher and class: assessiticized, admired, argued with, or even
simply listened with interest!

(Ur 199, 23)

In relation to feedback on fluency activiti®enny Ur (1996, 23) distinguishes between
three focus areas of feedback to be provided: errdbult, on process, and on the language
use.

There are different approaches towards orgamithe individual forms of feedback.
Firstly, the feedback on the result can be orgahime for example, giving the correct results,
getting groups to assess their own success, trigngollate proposals and versions of
outcomes, or comparing or displaying conclusionse Teedback on process, on the other

hand, it means on the organization and performafhcér example, debate, requires more
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teacher-centred approach. Teacher should take twe guart — react, assess, criticize,

preferably immediately after the activity. At thanse time, however, students’ reactions or
comments should be taken into consideration. Binalhat is used rightly and what needs

correction and practice should be monitored byféeelback on the language. The language
used in the activity is a valuable source of infatimn on what language is actively known

and what is not. (Ur 1991, 22-24)

To sum it up, when providing a feedback affter activity, methodologists distinguish the
feedback according to the type of the activityisihecessary to provide a positive feedback
that is likely to motivate students and bring absame kind of improvement, along with
pointing out what went wrong during the activityurthermore, it is not important to
concentrate on who made the mistakes but ratharsf@n the mistakes that have been

frequent among the students.

Conclusion

The third part of the theoretical section fees on the process of organizing speaking
activities and the aspects that need to be takerconsideration. To conclude, | suggest that
the key principles that need to be taken into awersition in relation to organizing activities
focused on the development of speaking skills withuse of different organizational forms,

namely whole-class teaching, groupwork, and paikworolve the following:
1) Each speaking activity comprises three stages:

a) Pre-activity stage

b) During-activity stage

c) Conclusion stage

2) Each of the stages involves several focus ategtsshould be taken into consideration
when organizing speaking activities. | have suggkand discussed the following:

a) Pre-activity stage — engage-instruct-initiatgussce

— grouping student
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b) During-activity stage — the role of the teacher
— feedbackidg the activity

— the usel@ mother tongue

c) Conclusion stage — stopping the activity
— feedback aftex Hetivity
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4. CONCLUSION OF THE THEORETICAL SECTION

The theoretical section of the thesis comprideee basic parts — theory of speaking,
organizational forms, and organizing activitiesused on the development of speaking skills.
The first part, theory of speaking, involves thiereas — elements of speaking, theory of
communicative competence, and the theory of languagching in relation to speaking
activities. Firstly, the skill of speaking is dealtth basically from the viewpoint of Martin
Bygate, and Jeremy Harmer. Secondly, the theorgoaimunicative competence has been
analyzed; the analysis has been based on Lyle ¢hnBan’s framework of communicative
language ability. Finally, the aspects of commutivealanguage teaching (CLT) and the
typology of activities based on Littlewood’s thetizal inputs have been dealt with.

The second part discusses the organizationaisf used for conducting speaking activities
- whole-class teaching (lockstep method), groupwarikd pairwork. The aim of this part was
to introduce and describe the specifics of theviddal organizational forms and consider
their advantages and possible drawbacks.

Finally, the third part dealt with the theoof organizing activities focused on the
development of speaking. The aim of this part wagdther theoretical notes in order to
suggest general ‘principles’ for the organizatidnspeaking activities. Therefore, based on
therelevant literature, three elementary stages Hasen suggested — pre-activity stage,
during-activity stage, and conclusion stage, thaiutd be taken into consideration when
organizing speaking activities. In addition, eatége of the activity involves a number of
selected areas of focus. For the first stage, pligHy stage, two focus areas have been
chosen — engage-instruct-initiate sequence, andpgrg students. For the during-activity
stage, three focus areas have been selected -olth@frthe teacher, providing feedback
during the activity, and the use of mother tondteally, the third stage, conclusion stage,
further concentrates on the process of stoppingattieity and the feedback provided after
the activity.

It is more than obvious that there are marheotspects or focus areas that should be
taken into consideration when organizing activitibat aim at developing speaking skills.
Nevertheless, the discussed areas are the oneksdbasider as the most important and that
have been most frequently discussed in literatame; therefore, a special attention has been

paid to them.
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[ll. PRACTICAL SECTION

5. INTRODUCTION TO THE PRACTICAL SECTION

It is the purpose of the practical sectionptesent and interpret the data collected via
small-scale research, for which the observationhotethas been chosen. The research has
been carried out in English lessons conductedimigpy schools in Pardubice.

It has been suggested in the theoretical meatif the thesis that for the effective
development of speaking skills certain principlemaerning the organization of speaking
activities need to be taken into consideration. Tyeoeral principles have been suggested:
firstly, the organization of activities involvesrée stages: pre-activity stage, during-activity
stage, and conclusion stage; secondly, each o$tdges further includes focus areas: pre-
activity stage involves engage-instruct-initiatequeence and grouping students; during-
activity stage involves the role of the teachee, filedback during the activity, and the use of
the mother tongue; conclusion stage involves stappihe activity and feedback provided
after the activity.

It is impossible, due to the limited spacevided for the thesis, to focus the attention of
the research on all the focus areas as discusstutt itheoretical section. For that reason a
more selective approach had to be accepted.

Firstly, for the purpose of the research, Véhahosen the pre-activity stage, concretely
engage-instruct-initiate sequence, out of whichvigliag instructions will be the aim of the
research.

Secondly, in relation to providing instructsrt will be the aim of the research to collect
the data concerning six basic areas: the type efathivity, the organizational forms used
(whole-class teaching, groupwork, pairwork), thegiaage use (the mother tongue, the target
language, combination of mother tongue and taageguage), length of instructions, support
for instructions, and comprehension check on ictivas.

Though there arise two relevant perspectifresy which the findings could be compared
and analyzed, firstly, the type of activity, and¢endly, the organizational forms used for the
activity, | am going to focus the attention on thee of instructions in relation to two basic
types of activities — communicative and pre-comroative.

The purpose of the research is to find outtvdaa be said about the practice of giving

instructions as observed in real primary schoolirenment in comparison with the
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theoretical background, it means which of them waed, which of them are used less, and
which of them are not used at all.

The research tries to answer the followingstjoes:

Q 1. Which language do teachers use for giving instoust— target language,
mother tongue, or combination of target languageraather tongue, in
relation to speaking activities?

Q 2: Which language do teachers use for giving insivastspecifically in relation
to communicative and pre-communicative activities?

Q 3: Do teachers use short instructions in relatiorpeaging activities?

Q 4: Do teachers use short instructions specificallgelation to communicative
and pre-communicative activities?

Q 5: Do teachers make use of support for instructianelation to speaking
activities?

Q 6: What is the most frequent form of support forriastions specifically in
relation to communicative and pre-communicativevéets?

Q 7: Do teachers make comprehension check on providgdictions in
relation to speaking activities?

Q 8: What is the most frequent form of comprehensiagckton provided
instructions specifically in relation to commurtiga and pre-communicative

activities?

To conclude, the small-scale research involtlege parts: collection of the data,

presentation of the obtained data, and, finallg,ititerpretation of the obtained data.
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5.1. Organization of the research

The method selected for carrying out the nesewas observation, which was conducted
within a two month period, March and April 2006. eThesearch was conducted in three
different primary schools, all of which are situhia a town with a population of about one
hundred thousand inhabitants. Two institutions wesasing estate primary schools, one of
which offers extended mathematical education. Tl tschool is located on the suburbs
with the majority of pupils coming from the adjatesillages. The school offers extended
sports education.

The total number of observed lessons madeTBére have been six teachers observed
aged between twenty-seven and forty, four womentaondmen.

There was no differentiation of students witlthe language groups. The number of
students within the language groups ranged betwe®sn and twenty-three per group. The
classrooms observed involved pupils aged between1H) fifth to ninth grade.

5.2. Research method

After consulting relevant literature, Gavo20@Q0, 2005), Hopkins (2002), and Freeman
(1996), the structured observation has been de@ddtle most suitable research method for
the intended small-scale research.

The research is divided into three basic pmnslving the collection of the data, the
presentation of the obtained data, and the intexpoa of the data.

The initial aim was to make use of structuoddervation sheets in the lesson, buit this
proved as very difficult for thorough depicting #ile needed information. For that reason,
recording oral behaviour and consequent transmmssias decided as a more effective
method.

The data collection process therefore comgrisgo stages: firstly, recording oral
behaviour of the teacher providing instructions $peaking activities into recording sheets
(see appendix 1); and, secondly, an analysis ofgberded oral behaviour and transmitting
the data and other relevant information, such ass¢ldate, number of learners present, time,
type of activity, and an organizational form us@tp structured observation sheets (see
appendix 2).
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The structured observation sheet includedal@wving areas: the type of activity, the type
of organizational form, the use of language, thagtle of instructions, support for
instructions, and comprehension check on the peavidstructions.

Firstly, the type of activity will be consias according to Littlewood’s typology of
activities, it means communicative and pre-commainie activities.

Secondly, three main types of organizatioraints will be identified — whole-class
teaching, groupwork, and pairwork.

The third area presents the use of languageraviding instructions. Three different
forms of language use will be considered: the usenother tongue (Czech), the target
language (English), and the combination of botlglege forms.

The length of instructions will be the foudhea of focus basically distinguishing between
long and short instructions.

As regards the support for instructions theutowill be aimed at the following features:
the use of paralinguistic features (eye-contachdhgestures, body-movement); the use of
visuals (immediate objects for the use in the @gtiguch as textbooks, books, pictures, etc.);
written clues (prepared beforehand — written onctlrels, pieces of paper, textbooks; written
on the blackboard, etc.); repetition or paraphasnstructions and restatement of the main
points by the teacher.

There arose a slight problem concerning thee afstextbooks, these were included into
visuals as an individual form of visual support.Wwéwer, if used as a source for reading
instructions, the use of textbook was included imtotten clues as material prepared
beforehand.

Finally, the occurrence of comprehension chatlprovided instructions and its form will
be identified. The following forms are considerg@neral question (Do you understand?;
Ok?; etc.); repeating instructions by the studén#sd demonstrating instructions. As far as
demonstrating instructions is concerned, the differ methods will be considered:
demonstrating by the teacher herself, demonstrdbyngthe teacher and student(s), and
demonstrating by the student(s) themselves.

After transmitting the analysed data into ctieed observation sheet, these were divided
according to the type of activity.

In order to create individual charts and daags for further presentation and interpretation
of the findings, it was necessary to express theurwence of the individual features
concerning providing instructions in numbers. Fbattpurpose, charts for depicting the

occurrence of the individual features were constidi¢see appendix 3).
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According to the results, three tables wersigied for showing the overview (see
appendix 4), in which the occurrence of the indinad target features was recorded
specifically for communicative activities, pre-commcative activities, and consequently
speaking activities altogether.

The purpose of the data presentation paa show, with the use of bar and pie charts, the
individual proportions of the target features assestded in the process of providing
instructions.

It will be the aim to show the proportion d¢fetoccurrence of communicative and pre-
communicative activities, organizational forms, athe use of the language. The area
instructions will present the proportions of shand long instructions, of different means of
support provided, and of different forms of commesion check used or its lack.

The purpose of the last part of the smallescakearch, data interpretation, is to try to
answer the question whether the theory concerngingng instructions’ as presented in
literature by teaching specialists and its areaastefest as described in the theoretical section
is used in practice.

Concretely, whether the short instructionsgederred to long instructions; whether there
Is a paralinguistic, visual, or written supportyided when giving instructions and what their
proportion is; and, whether, there is a comprelmnsheck used after giving instructions, if
so, what the proportion of the different methods al of these in relation to speaking
activities and specifically in relation to commuative and pre-communicative activities. As
regards presenting the concrete proportions oflipgrastic support, visual support, written
clues, and demonstrating instructions, these haea mcluded in appendix 5.

To conclude, the small-scale research wiltbeducted by means of observation method
including three parts: collection of the data, preation of the data, and interpretation of the

data.

6. PRESENTATION OF THE DATA

There were 45 communicative and pre-communieatpeaking activities, which have

been observed during 30 lessons. Out of 45 speakmtigities, 29 activities have been

classified as pre-communicative activities, anchdvities as communicative activities, these

numbers are presented in figurel.
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In figure 2, the total number of organizatibftams used during 45 speaking activities is
presented. The chart shows that 51 different orgdioinal forms were used. There were 33
cases in which the method of whole-class teachilag wsed, in 6 cases students were

organized into groups, and in 12 cases pairworkrzgtion was used.

Figure 1
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6.1. The Use of Language

Three different forms of language use werelysed - mother tongue (Czech), target
language (English), and the combination of motbagte and target language. In figure 3,
the use of language in the total of 45 activitiewvisualized. The mother tongue for giving
instructions was used in 23 speaking activities Sf@ctivities the instructions were given in
the target language, and the combination of mothiegue and target language for giving

instructions was used in 17 activities.
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Figure 3

The use of language in 45 speaking activities

17; 38%
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23;51% O Czech and English
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In figure 4, the use of language for givingtmctions in 16 communicative activities is
visualized. In 12 cases, teachers made use of tlleemtongue, in 1 case the target language
was used, and for 3 activities the instructionsenggven by combining the mother tongue and
target language.

In figure 5, on the other hand, the use ofglege for giving instructions in 29 pre-
communicative activities is presented. The motloagtie was used for instructions for 11
activities, the target language was used for 4sitiets, and the combination of both languages

was used for 14 activities.

Figure 4

The Use of Language in 16 Communicative Activities
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Figure 5

The Use of Language in 29 Pre-communicative
Activities
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6.2. The length of instructions

Figure 6 shows the proportion of the use airshnd long instructions in all 45 speaking
activities. The short instructions were used inca8es to compare with 15 cases, in which
long instructions were used.

In 16 communicative activities (figure 7), teeccurred an equal number of short (8) and
long (8) instructions. In case of pre-communicataaivities, there were 22 sets of short

instructions and 7 sets of long instructions (feg8y.

Figure 6
The Use of Short and Long Instructions in 45
Speaking Activities
15; 33%
O Short Elong
30; 67%
Figure 7
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The Use of Short and Long Instructions in 16
Communicative Activities

8; 50%

O Short ELong

8; 50%

Figure 8

The Use of Short and Long Instructions in 29 Pre-
communicative Activities

O Short HLong

76%

6.3. Support for instructions

There were 93 different forms of support foundhe total of 45 communicative and pre-
communicative activities (figure 9). In 16 commuatige activities (figure 10), there were 36
different forms of support, and in 29 pre-commutii@activities (figure 11), there were 57
different forms of support altogether.

Out of 93 different forms of support, therer&v&9 paralinguistic forms, 19 visual forms of
support, and the written clues as a support faruogons occurred 15 times. To check the
proportions of paralinguistic, visual and writtetues as a form of support for giving

instructions see appendix.
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Figure 9

Support for instructions in 45 speaking activities
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Figures 10 and 11 present the numbers of tippast for instructions as provided in
relation to communicative and pre-communicativevacts.

There were 16 communicative activities, inethB6 different forms of support took place.
Out of these, there were 19 forms of paralinguistipport forms, 9 visual forms of support,
and written clues as a means of support occurr8dccases.

For 29 pre-communicative activities, 36 diffiet forms of support were provided. There
were 40 different forms of paralinguistic suppdf,forms of visual support, and 7 cases as of

written clues as a form of support for providingtmictions.

Figure 10
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Figure 11

Suport for instructions in 29 pre-communicative activities
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6.4. Comprehension check

The last set of charts presents the use opoeimension check on providing instructions;
firstly, in all the activities in which the compremsion check occurred (figure 12), and the use
of comprehension check as it took place while mimg instructions for communicative

activities (figure 13) and pre-communicative adites (figure 14).
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Figure 12

Comprehension check forms in 19 speaking activities
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There were 6 communicative activities (figu/®), in which comprehension check took
place. General question or questions given and dstrading instructions both occurred in 3
cases. See appendix to learn about the propofrtietvgeen different forms of demonstrating
instructions. No comprehension check has been fooud in 10 cases of providing
instructions for communicative activities.

In 13 pre-communicative activities (figure )14here were 14 different forms of
comprehension check on instructions. In 9 casescher asked a general question or
questions, in 1 case a student(s) was asked taatrepstructions, and in 3 cases the

instructions were demonstrated as a form of congrglon check.
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7. INTERPRETATION OF THE DATA
7.1. The Use of language for speaking activities

Which language teachers use for providingumsions was the first question that has been
set in the practical part to be investigated thiothge small-scale research. Three basic forms
were identified — target language (English), motteeigue (Czech), and the combination of
the target language and the mother tongue. Thé duestion concerns both kinds of
activities, communicative and pre-communicativevaas.

Looking back at the diagram 3, we will seet tat of the total of 45 activities, there were
23 (51%) sets of instructions for which exclusividlg mother tongue was used. Combination
of the mother tongue and the target language (%@)38esents the second most frequently
used form of the language for giving instructioiiie ‘least’ occurring form, therefore,
remains the use of the target language, which wed in 5 (11%) sets of instructions.

Taking into consideration the fact that theyéh group for language learning ranged from
5" to 9" graders (aged 10 — 15), a group of learners wtachbe identified as beginners, the
results for answering the first question do notehvbe as much surprising.

Byrne (1991, 79) admits that for the earlygs&gof learning, it is legitimate to explain
tasks in the mother tongue in order to make sua¢ students know what the aim is. In
addition, Ur (1996) suggests that the use of matbregue is necessary, especially if this is
likely to prove as ‘cost effective alternative teetsometimes lengthy and difficult target-
language explanations’ (p.17).

It would be highly interesting to focus theteation particularly on which of the
organizational forms were used for the activitiesl avhether their use may significantly
influence the choice of teacher’s language usefoviding instructions.

Nevertheless, the second question aims atigkeof language on providing instructions

individually for communicative and pre-communicati&ctivities.
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7.2. The Use of language specifically for communitteae and pre-

-communicative activities

Looking at the results concerning the language on instructions for communicative
activities (see figure 4), we will see even a meible disproportion between the use of
mother tongue (occurring in 12 activites), targeiguage (occurring in 1 activity) and the
combination of both languages (3). Expressed icgreage, we will find out that out of 16
activities, there was 75 % usage of the motheruen¢gp compare with 19 % usage of the
combination of both languages and 6% usage ofdtget language. Prevailance of mother
tongue use on providing instructions for commumeatactivites was in the small-scale
research rather obvious.

We can speculate what the possible reasonid beu because as it has already been said,
the target group of learners is presented mainhbéginners. In addition, communicative
activities are likely to take more time and are enatemanding on their organization.
Therefore, as Ur (1996) suggests (see above) ier aodavoid long explanations, the use of
mother tongue language, which is certainly lessatalimg on students’ interpretation and
perception, at the beginning stage of learninge@idn language is preferred.

To compare with, the use of language on progidnstructions for pre-communicative
activities does not reveal such clear dispropofses figure 5).

Here, the use of combination of both langua@zech and English) slightly overcomes
the use of mother tongue. During 29 activites, imiclwv language use was analysed, the
combination of Czech and English occurred in 14 sétinstructions, which means almost a
half of all the activities (48%). In 11 sets of tingtions (38%), teachers used the mother
tongue. For pre-communicative activities as welcasmunicative activities, the least used
language form for providing instructions is thegetr language, which took place in 4
activities (14%).

To conclude, the research suggests that witlennvestigated area there is a preference
for the use of mother tongue in case of communieatactivities, while for pre-
communicative activities a more frequent occurreotéhe combination of both languages
was found out.

The analysis concerning the use of languageifspally for communicative and pre-
communicative activities has not confirmed the allefindings for all speaking activities.
Nevertheless, it can be said that mother tongugsplavithin the investigated area, a

substantial role when providing instructions foeaking activities.

57



7.3. The length of instructions for speaking activies

The preference in use between long and shettuictions has been the second area of
focus during the analysis of instructions for speglactivities. To remind of what is meant
by short and long instructions; | will briefly sumamze that as short instructions are
considered to be short phrases or sentences, peghaim a sensible order with simple and
clear language. These need to be separated froonttecessary chit-chat, telling off, joking,
and other similar disturbing elements.

What proportions between long and short imsions have been found out will be the
purpose for interpretation in this part. Firsthyarh going to analyze the length of instructions
as provided for communicative and pre-communicadistévities together.

As it has been visualized in figure 6, it &rfto state that the proportions between short
and long instructions show the prevailance in the of short instructions. In the total of 45
activities, teachers used short instructions if3them, which makes 67% use. On the other
hand, in 15 sets of instructions, expressed ingréage giving 33%, the instructions provided
were identified as long ones. The overall imprasdleerefore suggests that when providing
instructions, teachers do avoid complicated, italy structured instructions. The question,
however, remains whether such rather ‘distinctpreference for the use of short instructions
will be found out also individually for communica#i and pre-communicative activities.
Generally, it is very positive to perceive the fHwt teachers make use of short instructions,
which | personally view as one of the key momemtsdrganizing activities. Unnecessary
words are likely to drag learners’ attention aweynf the most important information that

needs to be concentrated on.

7.4. The length of instructions specifically for coomunicative and pre-

-communicative activities

The attention concerning the length of ingioms will now be focused individually on
communicative and pre-communicative activcities.

To begin with, in 16 communicative activitigge figure 7), the proportion found between
short and long instructions was rather ‘balanc&tiere were 8 sets of instructions identified
as short and the same amount of instructions (8hwhave been identified as long. These

numbers do not confirm findings related to the altgaroportions.
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To compare with, a more distinctive differeroaa be seen in case of pre-communicative
activities. It has been found out that in 29 preiownicative activities (figure 8), for which
instructions have been provided, there were 22 dtsstructions, presenting 76% of all pre-
communicative activities identified as short, white 7 activities, giving 24% of all pre-
communicative activities, the instructions werenigfeed as long.

Therefore, looking separately at the numbesgarding communicative and pre-
communicative activities, there has been found thait in case of pre-communicative
activities, teachers made use of short instructidrevever, in case of communicative
activities, the proportions between short and langtructions have been found as
proportionally balanced. Consequently, on the bakike findings related separately to pre-
communicative and communicatice activites, it cdrbesaid with certainty that teachers use
short instructions. There may be several reasansuich findings. First of all, it is necessary
to remind that these findings have not been ginen tielation with the use of organizational
forms. From a certain point of view, this elemeotild hypothetically play an important role
in case of, for example, including group or pairrkvin the activities. Such an involvement
would probably demand certain organizational rettms, for example in case of students’
misbehaviour, which could negatively influence kegth of instructions. Nevertheless, as it
has already been suggested, the research takemgmeration only limited amount of data,

and as such they should be worked with.

7.5. Support for instructions for speaking activites

Support for instructions included four bagieas of focus, which have been the subject for
answering the third question: paralinguistic suppasual support, written clues (as a form of
written support), and repetition, paraphrasingestating the main points by the teacher.

The figure 9 shows that out of the total humbé&ro3 different forms of support on
instructions for communicative and pre-communiaatactivities , there were 59 forms of
paralinguistic support, which means that 63% offalins of instructions were provided by
either hand-gesture, eye-contact with studentseréifit ways of body movement or facial
expressions. The individual proportions between fitiens of paralinguistic support are
visualized in appendix 5A, figure 15 a. This figwteows that the main paralinguistic support
was provided by keeping eye-contact with studertihvtook place in all cases of providing
instructions. The importance of eye-contact shawtdlbe underestimated and it is positive to

state that teachers do not, for example, turn bdwdn giving instructions and bear in mind
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the importance of paying attention to what studeltduring her utterance by means of an
intense form of monitoring.

In comparison, the visual support took platd9 forms, being the second most frequent
form of support, which makes 20%, out of the tetaiber of support forms. Most often,
teachers used the different objects for the agtirgcorded in 11 cases) to instruct students.
These involved, for example, showing up pictureprepared poster for AZ Quiz, books for
comparison, goods for a role-play ‘at the shog, @he individual proportions can be seen in
appendix 5A, figure 15 b. The written clues asmanfof support (15), among which | include
cards or pieces of paper on which instructionsdeqacted beforehand, or written clues given
on the blackboard, were the third most frequennfof support that teachers provided when
giving instructions for speaking activities. Thaliwvidual proportions between written clues
as a support for instructions are depicted in agperigure 15 c. Here the most frequently
used form is writing instructions on the blackboard

Rather surprisingly, no teacher made use peatng instructions for students, their
paraphrasing, or a restatement of the main pawitggh Ur (1996) mentions as an important
form of support. Nevertheless, this lack may be pemsated by making use of
comprehension check in the form of repetition, samnng or paraphrasing by students
themselves possibly perceived as a strategy td beaicher’s talk. It is therefore at least
satisfactory to conclude that in every activity, ¥ehich instructions were provided, there was
some kind of support present, among which the rfreguent form was the paralinguistic
support.

Now we will look at whether these data coroesp with the support for instructions

provided individually for communicative and pre-amumicative activities.

7.6. Support for instructions specifically for comnunicative and pre-

-communicative activities

There were 16 communicative activities, in ethB6 forms of support for instructions
were identified (see figure 10). The most frequentn recorded is the paralinguistic support
with 19 forms. To compare with the total of 57 farwf support provided for instructions in
29 pre-communicative activities, the paralinguistipport was also the most frequent form of
support with 40 forms of support recorded (seerégdll).

As regards the paralinguistic support in retato activities individually, it has been found

out that the most frequent form of paralinguistiport is eye-contact, which took place in
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16 (84%) cases for communicative and 29 (72%) cé&sepre-communicative activities.
Hand-gesture recorded in 3 (16%) cases of commiuwvecand 11 (28%) cases of pre-
communicative activities was the second most fratjtem of support. No special forms of
body-movement nor facial expressions as the forrmpapélinguistic support were identified.
For the graphical visualization, see appendix 5Hfjdiires 16a and 17a.

In case of communicative activities, for whiktstructions were conducted, the second
most frequent form of support presents the visugpert with 9 forms. There are similar
findings in the analysis of visual support for m@nmunicative activities, which took place
in 10 forms.

As regards the individual proportions of vissapport in relation to communicative and
pre-communicative activities, the findings showtttiee use of objects for activities was the
most frequently occurred form of visual support tmmmunicative activities (7/78%). For
pre-communicative activities, however, the mosgdient form of visual support presents the
use of textbooks (6/60%). (See appendix 5B, fiduile and 5C, figure 17b)

| think it is interesting to compare the ogemce of visual support in relation to the total
numbers of support forms taking communicative anegk-gpmmunicative activities
individually.

Taking into consideration the total number safpport forms for pre-communicative
activities, which made 57, out of which there wé@eforms of visual support, to compare
with 9 forms of visual support out of the total 8 support forms for communicative
activities, there exists a certain disproportiorpiessed in percentage, we will see that the
total use of visual support for pre-communicaticgévities makes 18%, to compare with 25%
out of the total use of visual support for commatiie activities. It can be said that there was
a more extensive use of visual support for instonst for communicative activities than for
pre-communicative activities.

The third most frequent form of support, aldentical for both communicative and pre-
communicative activities, has been found out tdHseuse of written clues. Looking at the
findings (figure 10, 11) concerning the written eduas a support for instructions on
communicative and pre-communicative activities, wi# find out that there is also a little
disproportion in their occurrence.

There were 8 forms of written clues as a fahsupport for instructions provided for
communicative activities to compare with 7 formeypded for pre-communicative activities.
Nevertheless, putting the numbers in percentslatioa to the total number of support forms,

we will see that in case of communicative actigittbis makes 22%, while in case of pre-
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communicative activities, it is only 12%. Thesediimgs say that the use of various forms of
support is more balanced in relation to the nundbesupport forms provided for instructions
for communicative activities. (see appendix 5Bufegl6c and 5C, figure 17¢)

In both cases, the most frequently used foahsvritten clues provided was on the
blackboard. There were 6 forms of written clues/ted on the blackboard out of the total of
7 forms for pre-communicative activities, to congpavith 100% use of the blackboard for
providing written clues (8 forms) as a form of sappfor instructions for communicative
activities.

As it has already been mentioned, no othepatigorm such as repetition, paraphrasing
instructions, or restatement of the main pointgther forms of support were identified.

It can therefore be said that the most freggerm of support for instructions for
communicative activities is the paralinguistic sogp in which eye-contact between the
teacher and the students plays the primary roleth®rsecond place, it is the visual support
for which the object for the use in the activitythe most frequent form.

In case of pre-communicative activities, tlaatinguistic support, of which the leading
form being the eye-contact, is the most frequemhfof support. The use of visual support is
the second most frequent form of support identifiecdthe research, in which, however,
textbooks were the most frequent form used.

To conclude, it is very positive to note thia¢ use of support for instructions has been
found out to be an inseparable part of the prooégsoviding instructions. There have been
found to be almost two different forms of suppoer process of providing instructions for
both communicative and pre-communicative activitiesd in average.

Finally, | would also like to point at the bate of the use of various forms of support for
providing instructions. On the basis of the finding can be concluded that the use of various
forms of support in relation to the total numbersapport forms for communicative and pre-

communicative activities individually is more bataal in case of communicative activities.

7.7. Comprehension check on provided instructionof speaking activities

Out of 45 speaking activities, there was altot 19 activities in which 20 comprehension
check forms were identified altogether (see figa®). This means that per one set of
instructions, there was at least one comprehert$ienk form in average.

There were 6 basic categories which were aedlyn relation to comprehension check on

providing instructions including: general quest®ng@iven by the teacher occurring in 12
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forms; students are asked to repeat instructicies tife teacher, which took place in 1 form;
furthermore, paraphrasing and summarizing instwuastiby the students, which were not
found out; and, demonstrating instructions, whichaaform of comprehension check on
provided instructions was noted in 7 cases. Theotstration of instructions involved three
basic forms to by analyzed: 1) teacher demonstratistructions herself, which took place in
2 forms; 2) the teacher demonstrating instructitogether with a student or students, of
which there were 5 forms found; 3) a student ordetis demonstrating instructions
themselves, which was not identified in any procegsproviding instructions. For the
proportions of the individual forms of demonstrgtinstructions in all speaking activities see
appendix 5D, figure 18.

As it has already been mentioned, there watabof 20 comprehension check forms in 19
activities, in which some of the forms of compresien check took place. Considering the
total number of activities, in which some formsimdtructions occurred we will see that for
26 activities, which is more than 50% (58% pregiselthere is a factual lack of
comprehension check on instructions. Theoreticitomexample, Ur (1996), openly stress the
importance of comprehension check, which is necgssaen for the clearest instructions
(Scrivener 1994, 17). Therefore, taking into coasaion the findings, it is quite surprising to
note that the teachers, within the small-scalearebe remain rather economical as regards its
use.

This is, however, an overall impression, amdhie last part we will look at whether these

findings apply also individually to communicativedapre-communicative activities.

7.8. Comprehension check on provided instructiongpgcifically for

communicative and pre-communicative activigs

Firstly, we will look at the most frequentngprehension check forms on instructions in
relation to communicative activities (see figure).1® 16 communicative activities, there
were 6 activities, in which there was a total ofc@mprehension check forms on their
instructions. There were 3 forms of a general qoestr questions asked; in no activity, in
which comprehension check occurred, did the teactake use of asking students to repeat,
paraphrase or summarize instructions. In 3 forrhe, domprehension of instructions was
checked by their demonstration. In 1 case, theherademonstrated the instructions herself, in
the remaining 2 cases teacher demonstrated insmadiogether with a student or students.

(See appendix 5D, figure 19)
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As regards the comprehension check on insbnsfor communicative activities, it can be
said that the frequency of comprehension check $prfound out within the small-scale
research, between the teacher asking general gugsind demonstrating instructions is
balanced. There were 3 forms of general questishedaby the teacher and 3 forms of
demonstrating instructions.

Looking at the findings concerning the totdl comprehension check forms and no
comprehension check, the prevailence of the ladoofprehension check on instructions will
be found out. In the total of 16 communicative\dtiis for which instructions were provided,
there was a lack of comprehension check in 10 cadesh makes a proportion of 63%.

Out of 29 pre-communicative activities, tharere 13 activities, in which comprehension
check on instructions appeared (see figure 14)3lactivities, there were 14 comprehension
check forms identified. General questions were ésked cases, which, to compare with 1
case when students were asked to repeat instractamad 4 cases of demonstrating
instructions, make this comprehension check forgninacase of communicative activities,
the most frequent comprehension check form useddBmonstrating instructions, as with
communicative activities, the most frequently upattern proved to be ‘teacher + student(s)’,
which took place in 3 forms, to compare with 1 cagleen the teacher demonstrated
instructions herself. (see appendix 5D, figures 20)

There is one more interesting thing worth ¢ing which concerns demonstrating
instructions as a form of comprehension check @truestions for communicative activities
worth noticing. Looking at the total number, we Iwskee that the use of demonstrating
instructions makes 50% of all comprehension checin$. To compare with, demonstrating
instructions as a form of comprehension check ostructions for pre-communicative
activities, which presents only 29% of all compmesien check forms.

Considering the total number of activities )(#8r which comprehension check on
instructions was provided, to compare with theltotanber of pre-communicative activities
(29), we will see a considerably high number o$ sétinstructions in which there was a lack
of comprehension check. Expressed in percentadé,dsdivities for which instructions were
provided lacked the comprehension check. Compraétrestieck was not present in 10 cases
of instructions provided for communicative actiggi With the total of 16 communicative
activities for which instructions were carried oubtere was 63% lack found out.
Unfortunately, it must be noted that the lack oimpoehension check applies to both

communicative and pre-communicative activites, Wwhitakes more than 50% in average.
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To conclude, it has been found out within $heall-scale research that the most frequent
form of comprehension check on instructions for-gzenmunicative activities, is asking a
general question or questions by the teacher,vieidbby demonstrating instructions. At this
point, the findings reveal the second likely negataspect. As it has been suggested both
Scrivener (1994) and Ur (1996) reject the use djeaeral question, such as ‘Do you
understand?’ , as satisfactory.

It is equally interesting and rather surpgsias a matter of fact also on instructions
specifically to point out that for communicativedapre-communicative activities, there is a
more than 50% lack of comprehension check providduls insight can hypothetically be
ascribed to the length of activities, students’ralldeedback or atmosphere. Thinking about
the comprehension check need for pre-communicadistévities, which usually involve
repetition, structured dialogues and other acésitibbased on routines with a quick transition
between providing instructions and the action ffsepersonally do not consider the more
distinctive lack of comprehension check or useafagal questions as somehow disturbing.

On the other hand, considering the comprebenstheck on instructions for
communicative activities, | think that a more tha®% lack of comprehension check on
instructions is rather unsatisfactory, and theafsgeneral question should be avoided and the
use of some other form should be preferred.
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8. CONCLUSION OF THE PRACTICAL SECTION

The aim of the small-scale research was ttotignswer eight basic questions, which have
been formulated in the introduction to the pradtisaction and for which the theoretical
inputs were explained in the theoretical part comog organizing activities for the
development of speaking skills.

The first question concerned the use of lagguar providing instructions. The research
has revealed that the use of mother tongue (Czdah)ys to be the most frequent form of
language that teachers use for providing instrastitor speaking activities. Nevertheless,
looking separately at the results concerning comaatine and pre-communicative activities,
we will see that these findings are proved to bevent in case of communicative activities,
while for pre-communicative activities, the comtiioa of the target language and the mother
tongue shows to be the choice that teachers préfen giving instructions.

The second target area concerned the lengtiswtictions. The overall results prove that
teachers use short instructions and avoid unnegessanplicated or illogically structured
instructions. Again, however, when focusing on camioative and pre-communicative
activities individually, a slight difference can beted. There is a rather clear difference in the
use of short and long instructions in case of mm@ounicative activities, in favor of short
forms of instructions, to compare with balancedpprtions when considering communicative
activities.

Support for instructions for speaking actaestiwas the next area of interest. Considering
both kinds of activities for which instructions weegiven, it is positive to state that all the
instructions were supported in some form, amongcklwhhe leading position takes the
paralinguistic support. Visual support and writtdmes as a support for instructions followed.
The paralinguistic support as the most frequemhfof support was also found out in case of
communicative and pre-communicative activities wtlially. The same has been found
about the following forms of support — visual sug@nd written clues.

Finally, the fourth area included the use omprehension check on the instructions
provided. At this point, seriously taking into caferation the amount of data which served
for the small-scale research, | think there are itweresting things to comment on. Firstly, it
has been found out that the most frequent formoohprehension check used among the
teachers was the use of a general question origagsAlthough, this has not been proved in
case of communicative activities, for which thedfmgs show an equal use of demonstrating

instructions; on the other hand, it still was thestmfrequent form of comprehension check
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form for pre-communicative activities. Secondlydanore importantly, it has been found out
that for both communicative and pre-communicatiegvdies, teachers did not make use of
comprehension check on instructions in more thalfi dfaall the activities. for which
instructions were provided.

Nevertheless, as it has been said at the miegirof the practical section, the research

worked with limited amount of data that have beellected in a restricted area, and should
not be the aim for general conclusions.
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V. CONCLUSION

At the very beginning of the thesis, it was sugegshat the development of speaking skills is
influenced by several aspects. Each aspect magrmirasseparate prospective from which the
development of speaking skills can be viewed.

For the purpose of the thesis, teacher’s eetse and her share in that process has been
chosen. Teacher’s organization of activities, prafgan and considering different aspects
related to the organization is in my opinion onéh&f crucial phases, though not the only one
neither the most crucial one.

Before dealing with the organization of spegkactivities, | considered it as inevitable to
comment on some of the related aspects concerhsngroblematic of developing speaking
skills. Therefore, the first part of the theoretisaction was devoted to the analysis of the
speaking skills. Next area of interest involved adeg in relation to the concept of
communicative competence. When talking about dewedp speaking skills, it is also
important to mention what activities are relevanthis process and what the current theories
and practical experience from the viewpoint of teag specialists offer.

The use of various activities is connectedlie involvement of different organizational
forms. For that reason, a chapter dealing with diganizational forms, specifically what
advantages or disadvantages the most frequentld wses — whole-class teaching,
groupwork, and pairwork, may expose was included.

The third part of the theoretical section isvated to the organization of speaking
activities. The purpose of this part was to provadenifying framework for stages which
resulted in defining the key principles to be cdeseéd when organizing activities focused on
the development of speaking. Two principles havenbsuggested: firstly, each speaking
activity comprises three stages — pre-activity staduring activity stage, and conclusion
stage; secondly, each of the stages involves defmras areas that should be taken into
consideration when organizing speaking activitii®se involve — engage-instruct-initiate
sequence, and grouping students (pre-activity stdélge role of the teacher, feedback during
the activity, and the use of mother tongue (duantgvity stage); and, stopping the activity,
feedback after the activity (conclusion stage).

The last chapter of the theoretical section wag tile basis for the practical part. A selected
focus area was the subject of small-scale researethich the use of theoretical notes in real

life elementary school environment was checked.
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For that purpose, the ‘engage-instruct-irgtisequence’, specifically the process of
providing instructions, belonging to the pre-adtivistage was chosen. By means of
observation method, the use of selected featutatedeto providing instructions for speaking
activities was the aim in view.

The observed features involved the lengtmsfructions, the use of language, the support
for instructions and comprehension check on pralidestructions. The findings were
discussed in relation to communicative and pre-camigative activities individually, as well

as in relation to speaking activities altogether.
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V. RESUME

Ve vztahu k vyuce cizich jazyMiteratura hovéi o rozvoji ¢tyi zakladnich dovednosti:
mluveni, psani, poslechégeni. Cilem této prace bylo zatit se na prvni zéchto dovednosti
a jeji rozvoj.

Pod pojmem rozvajetovych dovednosti mluveni se skryva besioprvki, které tento
proces ovlivuji. Je vice neziejmé, Ze zak aditel jsou jed’dmi z €ch nejdilezitjSich.
Cilem této prace bylo nahliZet na tento proceshtquin &itele, tedy jakym zfisobem nize
ucitel ovlivnit rozvoje¢ovych dovednosti Zaka.

Moderni zpsob vyuky ciziho jazyka, v naSentigpd angliétiny, pctitd se zapojenim
nejrizngjSich organizénich forem a aktivit, které takovy rozvoj podporuyipasob, jakym
ucitel organizuje aktivity a jak vnima jednotlivé &zspojené s organizaci aktivitide mit
vliv na nésledujici efekt samotné aktivity atstdku i rozvoj mluveni.

Pro teoretickodast byly proto vytveéeny i oblast, pomysiné piié, které z mého pohledu
neoddlitelné souviseji s rozvojerfecovych dovednosti.

Prvni z &chto oblasti zahrnuje teorii mluveni, ve které garmuto také mluveni ve vztahu
ke konceptu komunikativni kompetence spoées typologii aktivit. Druhou oblasti teoretické
¢asti je pojednani o organigdich forméach, které jsou rgstji vyuzivany pro aktivity
zantiené na rozvojecovych dovednosti. Posledni oblast gmevana organizaci aktivit.

V prvni ¢asti zabyvajici se teorii mluveni bylyeglstavenyit okruhy. Prvni z nich se
zan®fil na analyzu jednotlivych dovednosti spojenych Iswenim. Pro tento del byla
vyuZzita teoretickd pojednani zpracovana Martinengddegm (1996) a Jeremy Harmrem
(2001). Cilem bylo vysledovat speéte prvky, gipadré upozornit na rozdily, jenz tyto teorie
piredstavuii.

Druhy okruh byl ¥novan mluveni ve vztahu ke konceptu komunikativamketence.
Teorie komunikativni kompetence prosl&itym vyvojem, jejiz pdatek lze spojovat s teorii,
kterou v 70. letech fpdstavil Noam Chomsky. Soudobé rozpracovani tdateunikativni
kompetence se opird o poznatky, které nabizi Lyl@d€hman, jez byly také vyuzity pro
vypracovani tétgasti.

Posledni z okrdhteorie mluveni se za¥fuje na teorii CLT (Communicative Language
Teaching) a jeji navaznost rgereéni aktivit zangenych na rozvojetovych dovednosti.
NejvétSi pozornost je zde¢movana Littlewoodo¥ (1981) typologii aktivit, ktera s@asré

slouzi k identifikaci aktivit sledovanych v prakti&casti.
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Vyuziti nejtizrejSich aktivit na podporu rozvojécovych dovednosti je také spojeno
s miznymi organizanimi formami. Druh& oblast teoretické sekce je @ratnovana analyze
ttfech vybranych organizaich forem vyuky. Tyto organizai formy gredstavuji: ‘whole-
class teaching’ (frontalni vyuka), ‘groupwork’ (§knova prace), a ‘pairwork’ (parova prace).
Cilem této kapitoly bylo seznamitende se specifiky jednotlivych organigdich forem,
jejich prednostmi pro vyuZziti v aktivitach nebdipadnymi komplikacemi, které mohou tyto
formy vyuky pgredstavovat.

Treti z pilicd teoretické sekce pojednava o organizaci aktivin&anych na rozvoj
fecovych dovednosti. Zidvodu Sirokého rozptylu jednotlivych aspé&kbylo nutné se aft
zaneiit pouze na vybrané faktory, které tento procesvdauii. Tato ¢ast je pedevsim
vnimana z pozice ditele a jejim delem je navrhnout principy, které by¢ip byt brany
v Gvahu pi organizaci aktivit.

Vystupem tétaasti je vydefinovani dvou zakladnich printipl) pri organizaci aktivit
zametenych na rozvofecovych dovednosti jer¢ba brat v Uvahu, Ze kazda aktivita sestava ze
téi zakladnich fazi — ‘pre-activity stage’ (fazieg zapoetim vlastni aktivity), ‘during-activity
stage’ (faze pibehu vlastni aktivity), a ‘conclusion stage’ (fazekamseni aktivity); 2)

v ramci gchto fazi je nutné brat v Gvahu, Ze kazda z fahrrage rékolik oblasti, které je
nutno zvazovat ip organizaci aktivit zakrenych na rozvofecovych dovednosti. Vzhledem
k mnoha@etnosti &chto oblasti, na které by bylo mozné se sedtt byly pro @el této prace
vybrany tyto oblasti: ‘pre-activity stage’ — ‘engamstruct-initiate sequence’ (sekvence
navozeni aktivity, podani instrukci a pobidky k @jahi), ‘grouping students’ (rozkgni zaki

do skupin); ‘during-activity stage’ — ‘the role dhe teacher’ (role ditele), ‘providing
feedback during the activity’ (poskytovani¢ape vazby Bhem aktivity), ‘the use of mother
tongue’ (pouziti matského jazyka); ‘conclusion stage’ — ‘stopping tlotivaty’ (zastaveni
aktivity), ‘feedback after the activity’ (na vazba po ukaeni aktivity).

Treti ¢ast teoretické sekce byla sasré zakladem pro praktickotAst této prace.

Cilem praktick&ésti bylo formou vyzkumu (small-scale researchjiibwyuZiti teoretickych
poznatki ve skuténém prostedi zakladnich skol v hodinach anglického jazyka.

Pro tento &el byla zvolena prvni faze ‘pre-activity stage’]asi ‘engage-instruct-initiate’,
piesrEji zadavani instrukci pro aktivity zaffené na rozvofecovych dovednosti. Ve vztahu
k aktivitam ¢lenénym podle Littlewoodovy typologie aktivit byly sledany ¢étyti oblasti
tykajici se poskytovani instrukci pro aktivity z&eneé na rozvofecovych dovednosti. Tyto
oblasti zahrnovaly volbu jazyka pro poskytovanitrimsci, délku instrukci, formy podpory

instrukci a formy zgné vazby ke kontrole percepce zadanych instrukci.
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Cilem vyzkumu bylo pokusit se odgot na osm otazek: 1) Jaky jazyKitelé voli
k zadavani instrukci pro aktivity z&bené na rozvojecovych dovednosti — cilovy jazyk,
matdsky jazyk, nebo kombinaci cilového a niat@€ho jazyka?; 2)Jaky jazyKitelé voli
k zadavani instrukci specificky pro pre-komunikativa komunikativni aktivity?; 3) Voli
ucitelé kratké instrukce pro aktivity zatiené na rozvojecovych dovednosti?; 4) Voliciielé
kratké instrukce specificky pro pre-komunikativnikamunikativni aktivity?; 5) VyuzZivaji
ucitelé formy podpory pro zadavani instrukci ve vetdhaktivithm zamrenych na rozvoj
recovych dovednosti?; 6) Jaka je dagtjSi forma podpory pro zadavani instrukci specificky
pro pre-komunikativni a komunikativni aktivity?; Provadji ucitelé kontrolu pochopeni
zadanych instrukci u aktivit zaffenych na rozvojirecovych dovednosti?; 8) Jaka je
negastjsi forma kontroly pochopeni zadanych instrukcic#jeky pro pre-komunikativni a
komunikativni aktivity?

Pro tento €el byla zvolena metoda strukturované observaceraldestavala zéi tfazi:
skér dat, prezentace dat a interpretace dat.

Pro prvni z&hto fazi byly sestaveny zaznamové a obssivarchy. Zaznamové archy
slouzily ke skbru dat vrealném prasidi Skoly, v nichZz byl zaznamenavan verbalni i
nonverbalni projev ditele i poskytovani instrukci. Zdznamové archy déle obsaly
obecné identifikeni Gdaje, tzn. tfdu, datum, cas, pdet zaki, druh aktivity
(komunikativni/pre-komunikativni) a organtzd forma (whole-class teaching, groupwork,
pairwork).

Tyto udaje byly naslednanalyzovany a ignaSeny do strukturovanych obseéniah
arch.

Strukturované obseréa archy se zasiovaly na ctyii zakladni oblasti poskytovani
instrukci. Tyto oblasti zahrnovaly: 1) volbu jazygeo poskytovani instrukci, cilovy jazyk,
matdsky jazyk, kombinaci maitského a cilového jazyka; 2) délku instrukci, raetis
kratkych a dlouhych instrukci; 3) formu podpori padavani instrukci; 4) formu &mé
vazby ke kontrole pochopeni zadanych instrukci.

Z hlediska podporyip zadavani instrukci byly sledovany tyto formy: gargvisticka
podpora, vizualni podpora, psana podpora, opakpymrafraze nebotptvaeni instrukci
ucitelem.

Z hlediska kontroly pochopeni instrukci bylledovany tyto formy: polozeni obecné
otazky, pozadani studenta, aby zopakoval instruyb@efrazoval, shrnul nebo demonstroval

instrukce.
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Strukturované obseryai archy poté slouzily k vytweni tabulek a gréfpro naslednou
prezentaci dat.

Na zaklad zjisttnych dat lzefici, Ze witelé voli k zadavani instrukci pro aktivity
zantiené na rozvojtrecovych dovednosti spiSe meky jazyk. AvSak ve vztahu
k jednotlivym drulim aktivit nejsou vysledky dat takto jednotné. Zatdmu instrukci pro
komunikativni aktivity bylo uZivani matekého jazyka potvrzeno, ve vztahu K pre-
komunikativnim aktivitam fevladalo vyuziti kombinace maského a cilového jazyka.

Na zaklad zjisttnych dat |ze daléici, Ze pro zadavani instrukctitelé voli kratké, ¥cnée
a logicky usp#&adané instrukce. Znovu vSak tento pohled nenig@dkgznany pri analyze dat
pro jednotlivé druhy aktivit. PouZzivani kratkych sirukci bylo potvrzeno u pre-
komunikativnich aktivit, avSak pouziti kratkych dowhych instrukci ve vztahu ke
komunikativnim aktivitam bylo vyrovnané.

Pat4 otazka se vztahovala k oblasti podposyruici (i jejich zadavani. V této oblasti
bylo zjiS€no, Ze ditelé vyuZivaji podpory pro zadavani instrukci. ddsgjSi forma podpory
piedstavovala paralingvistickou podporu. Toto p$toylo potvrzeno také pro komunikativni
a pre-komunikativni aktivity.

V posledni oblasti vyzkumu z&mné na kontrolu pochopeni zadanych instrukci bylo
zjisteno, Ze u vice nez poloviny poskytnutych instrukelbyla tato kontrola provedena. Totéz
bylo zjiS€no ve vztahu k jednotlivym druim aktivit. V giipadt pouziti z@gtné vazby u pre-
komunikativnich aktivit bylo zjigho, Ze nejastjSi formu gedstavuje uziti obecné otazky.
Ve vztahu ke komunikativnim aktivithm to byl vyramy pongr uziti obecné otazky a
demonstrace zadanych instrukci.

Vyzkumné Séeni bylo provedeno ve specifické oblasti s omezempitem subjeki,
které pro tento &el slouzily. S ohledem na tato fakta je proto nuiié data interpretovat,

tedy pouze pro danou oblast a by slouzit k vytvdeni obecnych zavu.
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Appendix 1B: Recording sheet - Sample

Class: Date: Time (lesson): mib&r of learners:

* Type of activity

* Organizational form

e |nstructions

78



Appendix 2B — Structured observation sheet - Sample

Structured Observation Sheet - Giving Instructions for Activities Focused on the

Development of Speaking Skills

1) Type of Activity:

a) [1 Pre-communicative activity
b) 1 Communicative activity

2) Organizational form:

a) [1 Whole-class teaching
b) (1 Groupwork

c) [ Pairwork

4) Instructions:

a) The use of language

e [1 English (target language)

e« [1 Czech (mother tongue)

e [ Target language combined with the mother torangevice versa
a) Length of instructions

e [1 Short (one word, phrase, short sentences)

e [1 Long (sentence(s) including chit-chat, tellirf§ pking, complicated
polite language)

b) Support for instructions

e [1 Paralinguistic support

» [1 hand-gesture

» [] eye-contact

» [1 body-movement
» [1 facial expressions
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e [1 Visual support

» [1 textbooks
» [1 objects for the use in the acivity (picturesjoas objects, etc.)
» [1 others

e [1 Written clues

» [ prepared beforehand (written on cards/piecempér, etc.)
» [ written on the blackboard
» [1 others

* [ Repetition or paraphrasing instructions, restatet of the main points

e [1 No support for instructions

Comprehension check

* [ General question(s) by the teacher in mothayueror target language
(for example, Ok?, Do you understaAld?ight?, Jo/Ano?, Jasné?, etc.)

e [1 Students are asked to repeat instructions
e [1 Students are asked to paraphrase instructions
e [] Students are asked to summarize instructions
e [1 Demonstrating instructions:

» [ teacher herself

» [ teacher + student(s)

» [ student(s)

e [1 No comprehension check

e [] Other forms
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Appendix 4A: Chart - Overview of the results (Speakng activities)

1) Type of Activity

Pre-communicative activities 29
Communicative activities 16
45
Total number of activities
2) The Organizational Form
Whole-class teaching 33
Groupwork 6
Pairwork 12
Total number of organizational forms used 51
3) Instructions
A) The Use of Language
Czech (mother tongue) 23
English (target language) 5
Target language combined with the mother tongue and vice versa 17
B) The Length of Instructions
Short 30
Long 15
C) Support for instructions
45
Number of activities in which support for instructions took place
- Paralinguistic support 59
Hand-gesture 14
Eye-contact 45
Body-movement 0
Facial expressions 0
- Visual support 19
Textbooks 8
Objects for the use in the activity 11
Others 0
- Written clues 15
Prepared beforehand 1
Written on the blackboard 14
Others 0
- Repetition or paraphrasing instructions, restatement of the main points 0
Total number of support forms 93
- No support for instructions 0
D) Comprehension check
19
Number of activities in which comprehension check on
instructions took place
- General question(s) 12
- Students are asked to repeat instructions 1
- Students are asked to paraphrase instructions 0
- Students are asked to summarize instructions 0
- Demonstrating instructions 7
Teacher herself 2
Teacher + student(s) 5
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Student(s) 0
- Other forms 0
Total number of comprehension check forms 20
- No comprehension check 26
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Appendix 4B: Chart - Overview of the Results (Commuicative activities)

1) Type of Activity

Communicative activities 16
2) The Organizational Form
Whole-class teaching 10
Groupwork 4
Pairwork 3
Total number of organizational forms used 17
3) Instructions
A) The Use of Language
Czech (mother tongue) 12
English (target language) 1
Target language combined with the mother tongue and vice versa 3
B) The Length of Instructions
Short 8
Long 8
C) Support for instructions
16
Number of activities in which support for instructions took place
- Paralinguistic support 19
Hand-gesture 3
Eye-contact 16
Body-movement 0
Facial expressions 0
- Visual support 9
Textbooks 2
Objects for the use in the activity 7
Others 0
- Written clues 8
Prepared beforehand 0
Written on the blackboard 8
Others 0
- Repetition or paraphrasing instructions, restatement of the main points 0
Total number of support forms 36
- No support for instructions 0
D) Comprehension check
6
Number of activities in which comprehension check on
instructions took place
- General question(s) 3
- Students are asked to repeat instructions 0
- Students are asked to paraphrase instructions 0
- Students are asked to summarize instructions 0
- Demonstrating instructions 3
Teacher herself 1
Teacher + student(s) 2
Student(s) 0
- Other forms 0
Total number of comprehension check forms 6
- No comprehension check 10
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Appendix 4C: Chart — Overview of the results (Pre-ommunicative activities)

1) Type of Activity

Pre-communicative activities 29
2) The Organizational Form
Whole-class teaching 23
Groupwork 2
Pairwork 9
Total number of organizational forms used 34
3) Instructions
A) The Use of Language
Czech (mother tongue) 11
English (target language) 4
Target language combined with the mother tongue and vice versa 14
B) The Length of Instructions
Short 22
Long 7
C) Support for instructions
Number of activities in which support for instructions took place 29
- Paralinguistic support 40
Hand-gesture 11
Eye-contact 29
Body-movement 0
Facial expressions 0
- Visual support 10
Textbooks 6
Objects for the use in the activity 4
Others 0
- Written clues 7
Prepared beforehand 1
Written on the blackboard 6
Others 0
- Repetition or paraphrasing instructions, restatement of the main points 0
Total number of support forms 57
- No support for instructions 0
D) Comprehension check
Number of activities in comprehension check on instructions took place 13
- General question(s) 9
- Students are asked to repeat instructions 1
- Students are asked to paraphrase instructions 0
- Students are asked to summarize instructions 0
- Demonstrating instructions 4
Teacher herself 1
Teacher + student(s) 3
Student(s) 0
- Other forms 0
Total number of comprehension check forms 14
- No comprehension check 16
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Appendix 5A: Charts — Support for instructions (Spe&king activities)

Figure 15

a)

Paralinguistic support (59)

. 0,
14; 24% O Hand-gesture

H Eye-contact
O Body-movement
O Facial expressions

45; 76%

b)

Visual support (19)

0; 0% O Textbooks

8; 42% M Objects for the use in
the activity

11: 58% O Others

Written clues (15)

O Prepared
beforehand

W Written on the
blackboard

O Others

14; 93%
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Appendix 5B: Charts - Support for instructions (Communicative activities)

Figure 16

a)

Paralinguistic Support (19)

O Hand-gesture
H Eye-contact
O Body-movement

O Facial expressions

16; 84%

b)

Visual support (9)

O Textbooks

0; 0% .
2; 22% B Objects for the use in
the activity

O Others

Written clues (8)

O Prepared
beforehand

B Written on the
blackboard

O Others

8; 100%
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Appendix 5C: Charts - Support for instructions (Pre-communicative activities)

Figure 17
a)
Paralinguistic support (40)
0; 0%
0; 0%
11;28% [ Hand-gesture
H Eye-contact
O Body-movement
29: 72% [ Facial expressions
b)
Visual support (10)
0: 0% O Textbooks
4, 40% B Objects for the use
in the activity
6; 60% O Others
c)
Written clues (7)
. O Prepared
0, .
0, 0% 1;14% beforehand
W Written on the
blackboard
O Others
6; 86%




Appendix 5D: Charts - Demonstrating instructions

Figure 18 (Speaking activities)

Demonstrating instructions (7)

0; 0%

2; 29%

O Teacher herself
BT+ S(s)
O Student(s)

5, 71%

Figure 19 (Communicative activities)

Demonstrating instructions (3)

0; 0%

O Teacher herself
BT+ S(s)
O Student(s)

Figure 20 (Pre-communicative activities)

Demonstrating instructions (4)

0.0%  1; 250
O Teacher herself

BT+ S(s)
O Student(s)

3; 75%
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