University of Pardubice

Faculty of Arts and Philosophy

The Dalton Plan in ELT: the role of teacher and therole of

student

Darina Babustakova

Thesis
2008



Univerzita Pardubice
Fakulta filozoficka
Katedra anglistiky a amerikanistiky
Akademicky rok: 2006/2007

ZADANI DIPLOMOVE PRACE

(PROJEKTU, UMELECKEHO DILA, UMELECKEHO VYKONU)

Jméno a pifjmeni: Darina BABUSCAKOVA
Studijni program: M?7503 Ug¢itelstvi pro zdkladni 8koly

Studijni obor: Utitelstvi anglického jazyka
Nézev tématu: Dalton Plan in ELT: the role of teacher and the role of
student

Zisady pro vypracovani:

xvs

Studentka se ve své diplomové praci zamé¥i na analyzu potencidlu daltonského plénu jako spe-
cifické pedagogické alternativy v procesech vyudovéani/udeni anglického jazyka. Vychodiskem
pro zpracovani tohoto tématu bude pfedstaveni hlavnich principd daltonského plénu a jejich
analyza ve vztahu ke kliGovym kategoriim autonomie a komunikativni kompetence zéka v an-
glickém jazyce. Jadrem této Casti prace bude rozbor moznych roli ucitele anglického jazyka pii
vyuziti specifickych didaktickych postupd daltonského planu. Praktickd ¢ast této diplomové
prace pak bude empiricky podloZenou komparativni studif roli u¢itele anglického jazyka v tzv.
daltonskych blocich ve srovnani s nedaltonskymi hodinami anglického jazyka. Vyzkum bude
realizovan v prostiedi ¢eské zékladni $koly aplikujici principy daltonského planu.



Rozsah grafickych prac:
Rozsah pracovni zprévy:
Forma zpracovan{ diplomové préce: tist&nd/elektronicka

Seznam odborné literatury:

PRUCHA, Jan. Alternativni $kola a inovace ve vzdélavani. Praha: Portél,
2001. ISBN 80-7178-584-9.

PRUCHA, Jan. Moderni pedagogika. Praha: Portal, 2002. ISBN 80-7178-
170-3.

RYDL, Karel. Jak dosédhnout spoluzodpovédnosti Zaka: Daltonsky plan
jako vyzva - metody a formy prace na 2. stupni ZS a na stfednich skoléch.
Praha: Strom, 1998. ISBN 80-86106-03-9.

RYDL, Karel. Cesta k autonomni gkole : projekt NEMES k otézkdm
autonomie ¥koly a ulitele v evropském kontextu. Praha: Strom, 1996.
ISBN 80-901662-8-8.

ROHNER, R., WENKE, H.. Af %ije skola : daltonskd vyuka v praxi.
Brno: Paido, 2000. ISBN 80-85931-82-6.

ROHNER, R., WENKE, H.. Daltonské vyu€ovéni : stale Ziva inspirace.
Brno: Paido, 2003. ISBN 80-7315-041-7.

ROHNER, R., WENKE, H.. Hallo Dalton. Brno: Asociace eskych dal-
tonskych $kol, 2006. ISBN 80-239-6913-7.

Vedouci diplomové préce: Mgr. Pavel Brebera
Katedra anglistiky a amerikanistiky

Datum zadani diplomové préce: 30. dubna 2007
Termin odevzdani diplomové préce: 31. biezna 2008

/}7 ,7
/7 /
7
e LS 7,
prof—PhDr. Petr Vorel, CSc. PaedDr. Monika Cernd, Ph.D.

dékan vedouci katedry

V Pardubicich dne 30. listopadu 2007




Acknowledgement:

| would like to thank to Mgr. Pavel Brebera who yided me with valuable
counselling and support. | would also like to exsgsreny gratefulness to the teacher who
participated in my research, who provided me wiginiicant advice, who invested his
time and energy beyond his duty, and who was & grsgiration.



Abstract:

The main aim of this thesis is to develop awaremédbe Dalton plan and its
influence on the development of learner autonomy @mmunicative competence in
ELT. It is suggested how the conditions in Daltessions affect the development of
language skills, language subskills and differesttpof communicative competence.
This paper is also concerned with the influenceeaicher roles and organisational
forms on the development of learner autonomy amsheonicative competence.

The practical part contains the description of aalkstale research and its
results. A comparative study of Dalton and non-@altessons was implemented in
order to find out whether teaching according to talton principles positively
influences; and provides suitable conditions fa tkevelopment of learner autonomy
and communicative competence in relation to the oflteacher, organisational forms,

different parts of communicative competence, lagguskills and language subskills.

Key words:
ELT, the Dalton plan, learner autonomy, communigatiompetence, the role of

teacher, organisational forms.



Souhrn:

Cilem této diplomové prace jegquistavit Daltonsky plan a nastinit jakeni dle
daltonskych princip ovliviiuje rozvoj Zzakovy autonomie a komunikativni kompete
ve vyuce anglického jazyka. V teoretickasti prace je naztano jak @ebni podminky
v daltonskych hodinach oviiwji rozvoj jazykovych dovednosti, préstiki a tiznych
casti komunikativni kompetence. Tat@st prace se ro¥a zabyva roli titele a
organizanich forem vyuky fi rozvijeni zakovy autonomie.

Prakticka ¢ast obsahuje popis a vysledky provedeného vyzkuBya
provedena komparativni studie daltonskych a nedsitych hodin. Cilem této studie je
zjistit zda vyuka anglického jazyka dle daltonskymincipi kladré ovliviiuje a také
poskytuje vhodné daebni podminky pro rozvoj zakovy autonomie a komatii
kompetence. Tato studie byla z&ena pedevsim na Ulohu organizdch forem vyuky

a na roli gitele.

Kli ¢ova slova:
Vyuka anglického jazyka, Daltonsky plan, autononiigka, komunikativni

kompetence, roleditele, organizani formy vyuky.
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Introduction

“Most ideas about education are not new, but naryody knows the old

ones.” Eucudes (my translation).

Our society and educational system has been undegrgoany changes. The
requirements on individuals are increasing andairtbe necessary abilities is to work
well independently as well as in a team. It is mobugh to be equipped with
encyclopaedic knowledge but various abilities aiéalv The recent reform of
educational system reflects these requirementsteidre the aim of education is not
only transmitting information from the teacher teailners, but also developing
competenceshat are close to learners’ real life and practioahaviour, and necessary for
practical living and the labour markeAlthough, the Dalton plan was developed in the
beginning of the 20 century its principles correspond with reformedueational
system and the requirements of nowadays societg. ifplementation of Dalton
principles of freedom (responsibility), independerend cooperation influences the
atmosphere in the classroom; and provides leanviths specific working conditions
which help learners to become independent resplensdings who are able and willing
to communicate and cooperate with others for tikeimmon benefit. The question
which arises is how much the Dalton plan influenleesners’ learning, and whether it
provides learners with convenient conditions thatkenlearners learning even more
effective than learning in non-Dalton conditions.

The aim of this work can hardly be to answer sadtoad question. But it may
provide certain viewpoints on how the teaching adic to the Dalton principles
influences the development of learner autonomy emmmunicative competence in
ELT. It also compares the suitability of Dalton amoh-Dalton conditions, especially
the role of teacher and organisational forms iatire@h to the development of learner
autonomy and communicative competence in ELT.

It is necessary to note, that without any prejudice pronoun he is used to refer
to the teacher and the learner. Words written aticé are used to express terms and
titles of books. All Czech sources used in thiskvane translated by me. Size font 11 is

used in some graphs.



I. Theoretical part

1. Main characteristic and principles of the Dalton pan

“The Dalton Laboratory Plan is not a system or @hmoe. It is no longer school
—itis life.” (Parkhurst, 1922, p. 19, 28).

Helen Parkhurst described the Dalton plan in thieviang way:

The Dalton Laboratory Plan is not a system or ahoget[...], it is not a
curriculum. Practically speaking, it is a way oliedtional reorganization which
reconciles the twin activities of teaching and meag. When intelligently
applied it creates conditions which enable thelteato teach and the learner to
learn. (Parkhurst 1922, p. 28).
It is very difficult to present a definition of thBalton plan as the Dalton plan is
perceived and realised differently not only in éi#nt countries but also by each Dalton
school. The following definition of the Dalton pldrased on Parkhurst's view was
presented by P. Bakkum in 1957 and subsequentlg bgeRoel Rohner and Hans

Wenke (2000), and Alexander Polak (2004, p. 7).

The Dalton plan is a way of classroom and schagduoisation. It uses principles
such as freedom and individual work in order tdofel aims of conscious and
active education towards responsibility and indejeece. Freedom and
individual work in a teaching process are stimwated defined by instructions
or an assignment. Group work or traditional teaghoan be preceded or
followed by individual work. Individual work encoages cooperation as much
as instructive lessons do. (Réhner and Wenke, 20Q5 my translation).
Roel Réhner and Hans Wenke are Dutch specialistis thieoretical and practical
experience in organisation and management of Da#tdmools and with further
education of teachers. They wrote several booksatahe Dalton plan and significantly
contributed to development and propagation of tladtdd plan. The Netherlands has
been a country with the most developed theory efhalton plan and its realisation in
practice.
There are more approaches when the description mumdber of Dalton
principles are considered. Changes can be obsawdde Dalton principles developed

through out the history:



In 1922 H. Parkhurst formulated two principles €ilem and cooperation). A
year later she introduced three principles (freedeainool as a community,
pensum). In the same year she added another dfee(gace). Dutchman S. C.
Bokhorst presented four different Dalton princip(feedom, cooperation, self-
reliance, efficiency) in 1924. Dutch specialist, Bakkum formulated in his
work in 1953 the following principles (freedom, @mwation and individual
work). (Rydl, 1998, p. 20 my translation).

Three main Dalton principles (freedom, independeacd cooperation) were

accepted by Dalton schools at the end of the tetdntientury.

1.1. Freedom - liberty — responsibility

Helen Parkhurst saw freedom as “the first principlethe Dalton Laboratory
Plan. * (Parkhurst, 1922, p. 16). There are twodsowith a very similar meaning —
liberty and freedom in English. | would like to ntiem the differences in meaning in
order to state one of the Dalton principles. Thadniberty means “the right to do
whatever you want without asking permission or faifraid of authority.” (Longman
Dictionary of Contemporary English, 2003, p. 9289herty is absolute. But freedom is
understood as “the possibility and necessity to enddcisions and be responsible for
them” (Rydl, 1998, p. 21). The main differencensrésponsibility. Therefore the word
used to describe the Dalton principldresedom

Learners’ freedom in the Dalton plan is presentethé right to make their own
decisions and choices. According to Rydl, learierge a choice in the following:

- order of assignments (can start with an easy offiault one, can start with

whatever subject)

- time needed for each assignment

- organisational form (individual work, pair work group work)

- learning strategies

- material needed (computer, dictionary, textbook.,) et

- choice of a working place (Rydl, 1998, p. 22).

These ideas can also be seen in Parkhurst's work.

From the academic, or cultural, point of view, theil must be made free to
continue without interruption his work upon any gaib in which he is absorbed,
because when interested he is mentally keener, alere and more capable of



mastering any difficulty that may arise in the mof his study. (Parkhurst,
1922, p. 16).

Freedom in the Dalton plan is not restricted oolyearners. Teachers also have their

freedom. According to Rydl, MosSkvan and Bajer;sitrepresented in the possibility to

make choices considering:

type and amount of activities

differentiation and individualisation (time, diffiity)

the number of lessons devoted to independent work

the way and frequency of testing learners’ knowtedg

material offered to learners (computer, dictionéeytbook, etc)

a method of evidence of accomplished work (Ryd88.$. 22-23, MoSkvan
and Bajer, 2004).

Freedom in the Dalton plan is closely connectedetponsibility. Wenke and

Rohner see the Dalton principle as “freedom whglkhosen by a learner who is also

given responsibility.” (Réhner and Wenke, 20002@.my translation). Learners are not

only given freedom but also responsibility for tieal outcome of their learning and

also for the learning process. They should undedsthat learning is their task, not

teachers’ task. Being responsible makes learn@isnfere self-confident that is also

very useful in real life. (Rydl, 1998, p. 23). Thacs give learners some responsibility

but not all of it. They still remain responsible f@rious things in the area of classroom

practice and whole school policy. Moskvan and Bamrmmarise teachers’

responsibility:

Discuss with learner continuously during the lessand apart from them (in
group or individually)

Give advice for study

Prepare the work-plan with the learners

Prepare for the exams together with the learners

Be aware of problems in other subjects and be #&blesact when it's
necessary

Take care of unusual absence

Allow parents to come to school

Propose the future learners’ education togethehn wie learners and their
parents (after the discussion with the educati@misor) (MoSkvan and
Bajer, 2004)



Freedom as one of the Dalton principles can noumderstood as chaos or
absolute freedom — liberty. It is interconnectedhwiesponsibility which is strongly
stressed. Consequently, three main principles fenk# are not freedom, cooperation
and independence but responsibility, cooperatiod amdependence. (Rohner and
Wenke, 2000, p. 20).

1.2. Independence in connection with individualisatiow differentiation

The second Dalton principle of independence is etjosonnected to the
development of learner's autonomy. “Learners leaspecially by themselves and a
teacher becomes an advisor.” (Bajer, my translatirspecific Dalton technique used
to develop learner autonomy, independence and catipe is a delayed attention
principle. Delayed attention is defined as a p&ra desson when learners must work
without teacher’s help. A specific symbol is apglie signal delayed attention. A teddy
bear or a doll is very frequently used in classéb wounger learners. The teacher is
present in the classroom but learners must not lsisetkelp. Learners must try to solve
problems by themselves. If they need an advice thayask other learners for help. The
teacher will help them when the sign of delayedrdibn disappears. Learners learn to
work independently, to ask their classmates foip hehd cooperate while delayed
attention principle is applied. (MoSkvan).

Independent learning is also a very important dsgdional element in
classroom management. When learners work indepdgpdée teacher has more time
to help those learners who really need his helperdfore differentiation and
individualisation are realised. (R6hner and Wer2@)0, p. 21). Richa suggests that
realisation of differentiation and individualisatidgs vital in teaching learning process.
To support his opinion, he presents Bloom’s TheairyMastery Learning. Benjamin
Bloom claims that every learner can learn givenctdfphe learns in suitable conditions
and has got enough time. Bloom argues that it cessary take into account different
learning styles and strategies of each learnemdividualise. (Piicha, 2005, p. 137,
139).

According to Carol Ann Tomlinson, individualisationeans that “each learner
has materials and tasks based on the very partioglads of that student.” (Bafile,
2006). Her definition corresponds with Jarmila k&h's opinion. Skalkova suggests

that individualisation is based on the fact thatkns adjusted to each learner according

-5-



to his potential. She also notes that individuéilisa does not mean working
individually but its goal is to create situationsat enable each learner to learn in
optimal conditions. (Skalkova, 1999, p. 212). Acting to Skalkova, the Dalton plan
has played a very important role in implementing phinciple of individualisation since
20s and 30s of the twentieth century. She chaiaetethe Dalton plan as a “working
method that enables a learner to acquire the alurc individually and at his own
pace.” (Skalkova, 1999, p. 213 my translation).mlinson claims that it is impossible
to “make such precise distinctions between eactiestuand [...] to generate enough
lesson plans to address the needs of each indlvideideach.” (Bafile, 2006). She
suggests differentiation because it looks at andeese learners’ needs meet. According
to these areas the teacher can offer three ordptions for learners but not thirty.
(Bafile, 2006).
Tomlinson describes differentiation in the followiway:

On some level, differentiation is just a teachémaevledging that kids learn in

different ways, and responding by doing somethirgpua that through

curriculum and instruction. A more dictionary-likéefinition is: adapting
content, process, and product in response to studadiness, interest, and/or

learning profile. (Bafile, 2006).

Tomlinson and Eidson define the following terms:

- Content — what is taught and how are learners gigeoess to the
information that matter. It is also important tooknwhat knowledge have
learners already acquired.

- Process — is often used as a synonym to activitieslescribes activities
designed to ensure that students use the key s&illmake sense out of
essential ideas and information.” (Tomlinson, 1999.1).

- Products — are means by which learners demonsttatethey have learned
and are able to do as a result of their learning.

- Readiness — is understood as “the current know)edgéderstanding, and
skill level a student has related to a particulagugence of learning.”
(Tomlinson and Eidson, 2003, p. 3).

- Interest — what a learner likes to learn and tlab&ut, and likes to do.



- Learning profile — is defined as a learner’s pneférway of learning which
is influenced by culture, gender, intelligence prehce and learning style.
(Tomlinson and Eidson, 2003, p. 3-5).

According to Tomlinson and Eidson, the learning iemment is another very
important factor influencing differentiation. It dludes time, space, material and
classroom rules. Learners who are the same aga diftheir interests, their readiness
to learn, their styles of learning and experiencBise differences in learners are
significant enough to influence what students nteelgéarn and the pace at which they
need to learn. Therefore teachers should diffeatmtcontent, process, produantd
classroom environment according to learner’s reggdimterest and learning profile in
order to increase the possibility that each leawitrlearn as much as possible and as
efficiently as possible.

Rydl presents different concept which containsehypes of differentiation:

- Differentiation in content — learners learn topadsdifferent level according
to their abilities. There are more levels in oressl

- Differentiation in time — learners work at their mywace. There is no time
limit.

- Differentiation in interest — learners are groupadcording to their
preference of different topics. (Rydl, 1998, p..30)

Three types of differentiation used by Rydl cormspin certain aspects to Tomlinson
and Eidson’s concept. In both concepts learnerterést, level of knowledge,
understanding and skill play very important rolesl dheir differentiation is realised.
Time differentiation is implemented in both coneept

Dalton teachers provide learners with assignmentditberent levels according
to their abilities. Learner can choose what optitasks they will accomplish. There are
usually more ways how to solve a problem or fudftisk therefore content, process and
conduct differentiation are realised. The learseenabled to work at his own pace and
working place. Various material and teaching aidswsed for different tasks. Learners
can choose the most suitable for them. The diftaton of learning environment,
content, process and product takes place in Da#tesons. Parkhurst says: “Not until
learning in envisaged for the learner’s point cdwiwill our youth come out from
school really educated.” (Parkhurst, 1922, p. 105).



1.3. Cooperation

The last principle that Parkhurst stated in her ewands is “cooperation or, as |
prefer to call it, the interaction of group lifeP&rkhurst, 1922, p. 16). Cooperation is
characterised by people working together, helpind eespecting each other. In the
teaching learning process there can be the follgviitteraction patterns: teacher to
learner (s) or learner to learner (s). Cooperators not mean that a learner learns
under the control of teacher but the learner waokether with the teacher and other
learners during the learning process. (Bajer, ragdiation). Therefore the relationship
between the teacher and learners is changed. Hobeeis not a controller and an
organiser but a participant and a resource acaptditiarmer’s classification. (Harmer,
1992, p. 235) Organisational form is another factdrich significantly influences
cooperation and is closely connected to the roleeather. Harmer distinguishes four
organisational forms: lockstep, pairwork, groupwankd individual study. Teacher’'s
role in lockstep is very dominant and learners hizyeer opportunities to cooperate.
Whereas, the teacher has a more passive roleartiaipant and a resource in pairwork
and groupwork. Therefore learners can be more e@mnd cooperate. Pairwork and
groupwork are the most suitable organisational forfor the development of
cooperation. Individual study requires passive aifl@ teacher, active role of a learner
but cooperation is minimal. (Harmer, 1992, p. 2432 Cooperation is not only very
useful in teaching learning process but it is alseecessity in a professional life.

Learners who are taught according to Dalton priesiggrow into harmonious,
responsible beings, able and willing to lend thdweseconsciously to cooperation with
fellows for their common benefit.” (Parkhurst, 1922 15). In my opinion, the Dalton
plan and its principles are not only useful whearéng at school, but also prepare
learners for real life. “It is culture acquired aigh individual development and through

collective cooperation. It is no longer school isilife.” (Parkhurst, 1922, p. 19).



2. History of the Dalton plan

The Dalton plan was named after High School for 8apd Girls in Dalton,
Massachusetts in the USA. It was developed by Hekmkhurts in the 1920s when she
worked at this school. (Bcha, 2001, p. 30). The Dalton plan was created sadudion
to a didactic — organisational problem. There wiex@ners of different age in the
classroom. Parkhurst was forced to create a neteraythat would allow each learner to
have an educational program adapted to “his ornleeds, interests, and abilities; to
promote both independence and dependability; aetihance the student’s social skills
and sense of responsibility toward other3h¢ Dalton School : OvervigwThe Dalton
plan was named after this school in the town Daltori920 the American public was
informed about the Dalton plan and it became papuWarkhurts wrote her book
Education on the Dalton Plam 1922. The second edition was published withiee
months because the book was a big success.

In the 1920s the Dalton plan spread to many caestall round the world:
China, Japan, Russia, Canada, Australia, IndiathS&fuica and to Europe. It was very
popular in the Netherlands, Poland and party inGaechoslovakia. The Dalton plan
became well known and very popular because Parklaatsired in many countries. As
the interest in the Dalton plan was decreasinguiiincout the century, there were only
few Dalton schools in the Netherlands in the midafigdhe twentieth century. (Rydl,
1998, p. 7 — 9). The Dalton plan was revitalisedha second half of the twentieth
century. There are more then 250 Dalton schootearNetherlands now. It is the most
in one country in the world.

The number of Dalton schools greatly varies in gw&untry. The Netherlands
is in the first place when the number of Daltonasith is considered. There are more
than 240 primary (ISCED1) and lower secondary (IB€Eschools and nineteen upper
secondary schools (ISCED3). The Dutch Dalton ugeeondary schools are the only
Dalton high schools in the world. The Czech Reputalkes the second place with four
pilot schools and approximately fifteen other Daltechools. There are three Dalton
schools in Japan, and only one Dalton school irtralia, Austria, China, Russia and in
the USA. (MoSkvan and Bajer 2004, TlustoS and Bajéhe Dalton School in New
York is the oldest Dalton school in the world ahd bnly one remaining in the USA. It

was



founded in 1919 by the renowned progressive educHielen Parkhurst.
Parkhurst’'s visionary Dalton Plan remains the kayst of the school’s
progressive educational philosophy and is now tleelehfor over 200 Dalton
schools in other parts of the world. (Stein).

Dalton schools from all over the world are memlzgrBalton International.
Dalton International is an international organisatestablished in 1999 in order

to promote cooperation on international level. Tdrgets of this organisation are:

- To promote the Dalton education on an internatibezd|

- Dalton International wants to stimulate the innawat of the Dalton
education by international exchange of expertise

- Organizing of a yearly international Dalton confeze

- International course offering

- Teachers accreditation in the Dalton method

- International cooperation in development of cuduou models

- Assisting in school design

- Exchange of teachers

- Nomination of “Members of Dalton International” (B@n International:
targets).

The international cooperation helps to share egpee and new perceptions. Therefore
the Dalton plan can develop.

2.1. The Dalton plan in the Czech Republic

The Dalton plan was introduced in the Czechoslavakifore the Second World
War by J. Uleha and V. ifhoda. The Dalton plan was realised especially by L
Zofkova, J. Nykl and KCondl from the 20s to the 40s of the twentieth cgntlihe
successful attempts to implement the Dalton plaGaech schools were interrupted by
the Second World War and the period of socialisieeré was no development of the
Dalton plan because of this political system. Leditcommunication with foreign
countries was re-established in 1990s, particulasiyh the Netherlands.New
development of the Dalton education based on thielDmodel started in the Czech
Republic. Four Dalton schools in Brno implementealtén elements in 1994. (Rydl,
1998, p. 9 — 10). Czech Dalton schools are assutigt Czech Dalton Association
which was established in Brno in 1996 by four pdohools.

Pilot Dalton schools are:

Chalabalova Dalton School
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Ktidlovicka Dalton School

Husova Dalton School

Muténicka Dalton School (MoSkvan and Bajer, 2004).

The association organises visits to Dutch schdo#éton educational courses,
workshops and conferences. The annual conferenbelasin Brno. The association
closely cooperates with the same organisation iredbit in the Netherlands. The
conferences help to share the experience on temattonal level. The association also
focuses on translation of textbooks and cooperatitih CERNEDA. @Asociace‘eskych
daltonskych Skdl Czech Dalton schools are also members of Daltbarnational.
“Today, more than twenty-five schools apply Daledaments in education.” (MoSkvan
and Bajer, 2004).

Dalton principles are realised through an assignnrei€zech Dalton schools.
Pupils must accomplish compulsory work but alsoehidne freedom to choose optional
and extra activities. (MoSkvan and Bajer, 2004)drabory and house are another two
basic Dalton forms of education but none of themnsisd in Czech Dalton schools in the

original form.

The reason seems to be one: there is no posstailitgry in the schedule, which
must be clearly stated. Thus a laboratory becarpartaof any Dalton lesson:
pupils are given time to work alone (with some sihopupils have to plan to
work independently in advance), with the possiilib consult a teacher.

(Moskvan and Bajer, 2004).

Although, Czech Dalton schools use only one of@a#on forms of education
they still fulfill all Dalton principles and havée status of Dalton schools.

The Dalton plan is realized differently in diffetecountries and also every
Dalton school in the Czech Republic implementsb&on plan in a different way. The
following models were applied in three pilot scteowl 2004

- Husova Dalton School — subject model is used. Dalssignments are

realised within one subject. The focus is on plagrand evaluation of work.

- Kiidlovicka Dalton School — The model of block lessismapplied. Several

subjects participate in Dalton education duringuiwle school year. Dalton

blocks repeat in a fixed timetable. Learners’ it are stressed.
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- Chalabalova Dalton School — campaign model is uBadton lessons are
realized in various subjects in a specified pe(ipdlton block, day). Work
planning and time organisation are stressed. (Maskand Bajer, 2004)

The application of the Dalton plan changes duéhéodevelopment of the Dalton plan
and the curriculum reform.

Teaching according to the Dalton plan helps toilfuthe aims of primary
(ISCED 1) and lower secondary education (ISCEDt&)ed inFramework Education
Programme for Basic Educatiobecause Dalton principles correspond with most of
them. Here are some examples of correspondence:

- Two of the aims of primary (ISCED 1) and lower sedary education
(ISCED 2) are to “get pupils to engage in efficjemffective, open
communication on all aspects of their life” and‘tevelop pupils’ abilities
to cooperate and to value their own work and adments as well as the
work and achievements of others.” (Framework edosgbrogramme for
basic education, 2008, p. 11). Learners must convaten when they
cooperate. Therefore the abilities to cooperate aondhmunicate are
developed together. The aims correspond with théobaprinciple of
cooperation.

- Another aim of primary (ISCED 1) and lower seconydaducation (ISCED
2) is to “guide pupils so that they should becomee fand responsible
individuals who exercise their rights and meet rthebligations.”
(Framework education programme for basic educa@2®®8, p. 11). This
aim corresponds with the Dalton principle of freed@esponsibility).

- The aims to “stimulate and encourage pupils to toreahinking, logical
reasoning and problem solving” and to “help pupslsliscover and develop
their own abilities and skills in the context otw@wal opportunities and to use
their abilities and skills in combination with theicquired knowledge when
making decisions regarding the aims of their owfie &nd profession.”
(Framework education programme for basic educat?8, p. 11).are
compatible with the Dalton principles of indepencenand freedom
(responsibility). Learners learn different learnistgategies and use the ones

that are the most suitable for them in Dalton sthobhey are encouraged to
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find as many solutions to a problem as they cart. &y one answer is
correct. Therefore creativity and problem solving stressed.
Other aims of primary (ISCED 1) and lower secondatycation (ISCED 2) are closely
connected to the Dalton plan too. Pedagogical asakctical aspects of the Dalton plan
also enable the development of key competencdsaflikujeme Dalton v SVP).

To summarise, even though, the Dalton plan is se®nan alternative or
innovative method of teaching, it is convenient fealisation of aims of primary
(ISCED 1) and lower secondary education (ISCEDa2)l the development of key
competences stated in themmework Education Programme for Basic Education
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3. Learner autonomy in ELT

“Tell me and I'll forget; show me and I'll remembenvolve me and I'll learn.”

Chinese saying

The aim of this chapter is to define who an autooasnlearner is, what learner
autonomy is and its importance in ELT. The infloemf learning strategies, the role of
a teacher and organisational forms on developmigleamer autonomy in ELT will be
discussed in chapters 4.1. — 4.3.. Chapter 4.4dedll with the relationship between the
Dalton plan and learner autonomy. It will be présdrhow teaching according to the
Dalton plan and its principles enables learnerdewelop their autonomy and become
more independent, self-reliant and responsible.

The wordautonomycomes from two Greek wordaitos(own, my) andhomos
(law). The term learner autonomy has been devejpgince 60s of the twentieth
century and is difficult to define precisely. (RydP96, p.8). Various approaches can be
found in the literature — it is debated whethernea autonomy should be understood as
capacity or behaviour; whether it is defined byrhea responsibility or learner control;
and whether the development of learner autonomydiiectly dependant on a
complementary teacher autonomy. (Little, 2003).

Leni Dam defines autonomy in the following way:

Autonomy is when the learner is willing to and dalpaof taking charge of his
own learning. Learner autonomy is characterised Badiness to take charge of
one’s learning in the service of one’s needs anggsaes. This entails a capacity
and willingness to act independently and in codpamawith others, as a social
responsible person. (Gathercole, 1990, p. 16-17).
When learners can influence and are responsiblpléaming and conducting teaching
learning activities they are more actively involvaad learn better. Although, learners
are in charge of their learning it does not mearalagication of responsibility on the
part of teachers. Autonomy is not a synonym fof-igstruction. It is not learning
without teachers. Teachers have a very importdetewen though developing learner
autonomy implies a change of teacher role. Teaaghest retire from the dominant role
and should try to adopt the role of informant, pgant, observant and be co-

responsible for the process of learning. Teachday p very significant role in
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independent learning because learners need thgx hearners feel unsure and
surprised when they are suddenly involved in denisnaking and organising. They
participate in “choosing aims and purposes; mdggrisnethods and tasks; [...]
organising and carrying out chosen tasks; andriit®r evaluation.” (Gathercole,
1990, p. 16). Before learners can be responsilsléhtar learning, they need teachers’
assistance in order to decide what the aim is, lwiesources they can use and what are
the best ones for them. Learners find it very diffi to be responsible for their own
learning because they are used to dominant teaeltersare responsible for learners’
learning. Not every learner can become an autonenearner; some learners can be
resistant to autonomy. (Gathercole, 1990, p. 8,77,23, 34, 65, 83). Dam defines an

autonomous learner as

An active participant in the social processes @friang, but also an active
interpreter of new information in terms of what Afee already and uniquely
knows. It is essential that an autonomous learsestimulated to evolve an
awareness of the aims and processes of learningsacapable of the critical
reflection which syllabuses and curricula frequenteéquire but traditional
pedagogical measures rarely achieve. (Gathert984), p. 17).

Dam’s definition of autonomous learner is in acemce with Chudak’s following

description that ¥ra Janikova notes down

Autonomous learner is able to choose the subjecttemato outline its
progression and to identify learning strategies émable him to accomplish the
aims of learning. The autonomous learner is algmaloi@ of evaluation of his
learning achievement. (Janikova, 2007, p. 39 nmstadion).

The common phenomenon among learners is theiryeassle in the process of
learning. They rely on teachers too much and avéllimgy to take responsibility for the
outcome of their learning. This applies for otheljects as well as for teaching English
as a foreign language. David Little points out #litvantages of learner autonomy and
stresses that language learners must be autononmousrder to be efficient

communicators. They must have

sufficient independence, self-reliance and selffidemce to fulfil the variety of
social, psychological and discourse role in whichytwill be cast. This entails
being aware of the socio-pragmatic requirementghefdifferent situations in
which they are called upon to use the target laggu@sathercole, 1990, p. 8).

-15 -



Effective communication of language learners depead skills that develop only
through use. Learners do not learn enough by lisgesind watching. Learning by doing
— communicating is more effective. Autonomous leesrnof foreign languages are the
users of the language they are learning. They rttakéransition from learners to users
most easily and through autonomy fulfil the comncative aims of their foreign

language curricula. (Gathercole, 1990, p. 9 - 13).

3.1. Learning strategies influencing development ofleaautonomy in ELT

It is not enough to encourage learners to becomee nmdependent and
autonomous. Learners have to be taught the skilltodearn. First, they must be aware
of different learning strategies and then find & most effective ones for each learner.
Janikova quotes Wendenova who stresses the impertkarner's knowledge of

different learning strategies and the knowledge tmlearn effectively.

Successful or expert learners have learned howatm! They have acquired the
learning strategies, the knowledge about learnamgl, the attitudes that enable
them to use these skills and knowledge confidefitiibly, appropriately and
independently of a teacher. Therefore, they areremmous. (Janikova, 2007, p.
12).

Richards and Lockhart define learning strategses a

Specific procedures learners use with individuabrieng tasks. When

confronted with a classroom learning task, sucteading a chapter of a book pr

preparing a written summary of a passage, the éeacan choose several

different ways of completing the task. (Richardd &onckhart, 1996, p. 63).

Tricia Hedge (2000: 76-79) distinguishes four def@ learning strategies: cognitive,
metacognitive, communication and socio-affectivategies.

- Cognitive strategies are used directly in learngggond language. They
enable learners to deal with presented informabgnworking on it in
different ways. Examples of cognitive strategie® analogy, visual,
auditory, writing things down, repetition and iréacing. (Hedge, 2000, p.
77-78).

- Metacognitive strategies include paying attentieegking out practice

opportunities, organising, “planning for learnitiginking about learning and
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how to make it effective, self-monitoring duringataing, and evaluation of
how successful learning has been.” (Hedge, 20007 )p.

- Communicative strategies are used by learners deroto sustain a
conversation and make themselves understood desipdtie imperfect
knowledge of the second language. Examples areigthge of synonyms,
paraphrases, mime, gestures, and cognate worddifstfanguage. (Hedge,
2000, p. 79).

- Socio-affective strategies provide learners witlparfunities for practice.
Examples involve conversations with native speakietening to radio or
music, and watching TV in the second language. ¢gde8000, p. 79).

According to Hedge (2000) learners can learn difiedearning strategies and

discover the most effective ones for them duringrrer training. They should also
become aware of the fact that they must be actwicgpants of their learning process
and less dependant on the teacher who has a lessatd role in a teaching learning
process. According to Scrivener, learner trainingeans work on teaching learning as

well as teaching English.” (Scrivener, 1994, p.)188dge defines learner training as

A set of procedures or activities which raiseseas’ awareness of what is
involved in learning a foreign language, which ameges learners to become
more involved, active, and responsible in their dearning, and which helps
them to develop and strengthen their strategiedaftguage learning. (Hedge,
2000, p. 85).

When developing different learning strategies dyidearner learning, the focus is on
cognitive and metacognitive strategies. Technigares usually used by teachers are
presented to learners in order to develop learrmagnitive strategies and activate them
at the same time. Learners can derive meaning wob@ by using knowledge of
affixation (to teach— teachER), look up words in a dictionary or gueganing from
sentences in a corpus. Learners can learn how soovBr grammatical rules, for
example by reading a text in past simple. Learmdicit the rule of —ed suffixation.
When learners find out meanings and rules by themsehey remember it better.
Therefore these strategies make their learning reibeetive. (Hedge, 2000, p. 90, 91).
One of the ways how to introduce different metadogn strategies in the

classroom is a discussion where learners sharediai strategies which help them to
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learn more effectively. The discussion can encai@her learners to adopt strategies
which they find useful and attractive. Examplesradftacognitive strategies are reading
the same book in the first and second languagdetsame time, reading English
newspaper and looking up unknown words, listenmgéw vocabulary on CD and
monitoring progress by writing a diary. (Hedge, @00. 91-94).

Being aware of wide range of different learningatggies enables learners to
choose the most suitable ones for them and maleltlaening process more effective
and efficient. It also helps them to rely less ba teacher, learn more independently
and become autonomous learners. Therefore teasheutd not teach only English but
help learners to discover how to learn better, too.

3.2. The role of teacher influencing development of hearmautonomy in ELT

Richards and Lockhart define a role as “the p&ericdby a participant at any act
of communication”. (Richards and Lockhart, 1996,97). The role of a teacher is
dynamic, not static. The roles which teachers aalnlers choose to adopt influence
classroom atmosphere, interaction patterns andndesir learning. Teachers’ and
learners’ roles change and overlap during a les@dman and Lamb, 1996, p. 134).
They change according to interpersonal aspectg, telated aspects and teaching
methods. Interpersonal aspects are social and glegibal factors such as “views
about status and position, attitudes and valued bgl individuals and group and
individuals’ personalities.” (Nunan and Lamb, 1996,134). Task related aspects are
understood as “teachers’ and learners’ expectatdmosit the nature of learning tasks
and the way in which individuals and groups deahwearning tasks.” (Nunan and
Lamb, 1996, p. 134). The role of teacher in teagihdarning process is also influenced
by the approach or methodology the teacher is walg (Communicative Language
Teaching, Audiolingual method, Silent way, Suggpestha). (Richards and Lockhart,
1996, p. 98, 101). Each method is characteriseal different role of teacher as well as
of learner.

- Audiolingual method — teachers are active and dantirfunction as models

and organisers. Learners have little control amdira@ passive and inactive

role.
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Communicative approach — teachers are facilitafmgjcipants, counsellors
and process managers. They are not dominant. Lisaane active and have
the roles of negotiators, interactors and partitipa

Silent way — teachers teach and test but also remaa passive role. They
do not function as models and do not direct. Laaraee responsible for
their own learning and must become autonomous aad@pendent of
teachers.

Suggestopedia — teachers are organisers and dergranust be active,
authoritative and confident. Learners remain iraaspve role and have little
control over method or content. (Nunan, 1989, p4,1895; Nunan and
Lamb, 1996, p. 141).

The different methods imply different roles for feers and teachers. The main

difference is in teachers’ dominance and learnadivity and participation in the

learning teaching process.

Tricia Hedge uses Karavas-Dukas’s framework to ril@sdeacher roles related

to classroom procedures as well as influenced byudés in the social and cultural

environment. This framework contains nine differeié categories:

Source of Expertise — authoritarian stance (Instru®resenter, Pedagogist,
Actor), supportive stance (Informant, Resourceutrngovider)
Management roles — Manager, Organiser, DirectomiAgstrator, Arranger
Source of advice — Counsellor, Advisor, PersondbrfuPsychologist,
Listener

Facilitator of learning — Helper, Guide, Catalystr fgroup discussion,
Prompter, Mediator

Sharing roles — Negotiator, Participant, Studeopgerator

Caring roles — Friend, Sister/Mother, Supportere@ker

Creator of classroom atmosphere — Entertainer, Wdtui, Source of
inspiration

Evaluator

Example of behaviour and hard work (Hedge, 200@8p- 29).
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Hedge uses Karavas-Dukas's framework in additionHaemer's framework. She
criticises Harmer for dealing with roles relatedyoto classroom procedures. (Hedge,
2000, p. 26 — 29).

Harmer distinguishes the following possible roles ao teacher: controller,
assessor, organiser, prompter, participant, resptuitor and investigator. The roles are
characterised by the different degree of teacltgrgiinance and learners’ activity.

The teacher as a controller is completely in chafgée class. He controls what
and when learners do, when they speak and in v@ingubge. This role is appropriate
when the teacher needs the attention of the wHates cfor example introducing a new
activity, giving feedback or explanation. Learndasking time, their possibility to
participate and learn are very limited when teashare in the role of controller
therefore teachers should not accept this rolb@®nly one they have. (Harmer, 1992,
p. 236).

The teacher as an assessor corrects learners’ amtlorganises feedback for
them. Feedback should include the evaluation oferdras well as form. Teachers use
not too strict and formal correction during aciest which are not focused on accurate
reproduction. This type of correction is call gentbrrection. It also helps to maintain
friendly atmosphere of pairwork or freer conversati(Harmer, 1992, p. 237-239).

The teacher as an organiser — the main teachdy’mjthis role is to organise
activities as efficiently as possible and to chéuit learners have understood given
instructions. It is necessary that teachers giearcinstruction so that learners know
precisely what, how and when to do. For this puepesrners’ mother tongue can be
used when necessary. Teachers in the role ofgamiser do not intervene during a pair
or group activity unless it is necessary to promptuse gentle correction. (Harmer,
1992, p. 239-241).

The teacher as a prompter helps and encouragesnstudhake suggestions and
gives examples when it is necessary. Teachers ¢immiltake over and be dominant.
(Harmer, 1992, p. 241).

The teacher as a participant — teacher’s actinityis role is to participate as an
equal in various activities. The teacher's paratipn can improve classroom
atmosphere and learners have an opportunity taipeaEnglish with someone who

-20 -



speaks better English than they do. The teachet beusareful not to play a dominant
role when participating. (Harmer, 1992, p. 241).

The teacher as a resource — in this role teaclersotinterfere when learners
work. Learners contact teachers when they need tmp. Teachers function as
assistants, consultants and resources. They arelialsete assessors. (Harmer, 1992, p.
242).

The teacher as a tutor — this role is most frequdren learners work on their
own, for example working on a project. A Teachezastacted by learners to give them
advices concerning planning, structure, clariftEsas and points out errors in drafts and
learning techniques. This role also includes otbérs such as organiser, prompter and
resource. (Harmer, 1992, p. 242).

The role of an investigator — this is the only teats role that does not relate
teacher’'s behaviour to learners. It considers w@ghinvestigating into his own
teaching, observing what works well in the clasar@nd what does not, improving old
and trying out new techniques and activities. (Harm992, p. 242, 243).

Nunan and Lamb perceive the role of organiser asntiost important and
difficult one from the perspective of classroom imgement. (Nunan and Lamb, 1996,
p. 138). They agree with Harmer that

the success of many activities depends on goochm@#on and on the students
knowing exactly what they are doing. [...] The maimaf the teacher when

organising an activity is to tell the students wthegty are to talk about (or write
or read about), give clear instructions about whectly their task is, get the
activity going, and then organise feedback wheis ibver. (Harmer, 1992, p.

139).

Teachers in the role of controllers are the moshidant and teachers in the resource
role are the less dominant. Learners’ activity isstnrestricted when teachers are
controllers and learners are most active when tFacére in the role of resource. The
degree of teachers’ dominance and learners’ agtsdinnected to teachers’ role is

displayed in the following line.

controller— assessor organizer— prompter— participant> resource
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Since 1960s there has been a tendency to moveté&aomer dominated classroom to
more learner centred teaching learning processependent learning, inductive

approaches and cooperative arrangements in geedéuahtion as well as in second
language teaching. This has been strongly conndctesl change in perception of

traditional dominant teacher roles. Learners shdédome more autonomous and be
co-responsible for their own learning. (Richardd &ockhart, 1996, p. 10, 107).

When learner autonomy is being developed the chemtie role of a teacher is
necessary. Teachers must adopt the role of proppgagicipant, resource and tutor, and
retire from the role of absolute authority. Teashest give more space to learners to
be more active and involved because learners le@ame and better by doing and not
just by listening and watching. Learners shouldobee active participants, interpreters
of their knowledge and be in charge and responéibléheir learning. They should not
be just passive recipients of knowledge but bevagparticipant of teaching learning
process. (Gathercole, 1990, p. 9, 11, 23).

3.3. Organisational forms influencing development ofteg autonomy in ELT

It is believed that interaction between teachers stndents is very important in
the learning process. Learners have different iegrstyles, strategies and preferences.
Some students are more active in the learning psoard participate more than others.
The learning process is more effective when thezechanges of pace and focus during
a lesson. It helps to maintain the concentrationleafrners. Allowing a range of
interaction patterns and organisational forms gileesners different opportunities to
use language and to become involved. There isgib or wrong type of organisational
forms in the classroom but it is important to cdesiwhy it has been chosen. A variety
of organisational forms makes lessons more integgsteduces teacher talking time
and helps to increase learner talking time. Harrdestinguishes the following
organisational forms: lockstep, pairwork, groupwakd individual study. (Harmer,
1992, p. 143-153).

Lockstep is most commonly used organisational fommspecially in the

beginning of the lesson. Harmer defines lockstep as
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The class grouping where all the students are wgnkiith the teacher, where all

the students are ‘locked into’ the same rhythm enck, the same activity [...] a

teacher controlled session is taking place. (Hara@92, p. 143).

This organisational form enables teachers to téage number of learners at the same
time. It means that all students are provided vaitgood language model from the
teacher. Teachers can be sure that everyone héatsisvbeing said, everyone pays
attention. Therefore this organisational form igally used to give instructions and can
precede subsequent activities which can be accehgai individually or in groups.
Lockstep is often used when teacher controlled/igiets such as accurate reproduction
take place.

Teachers are in the role of a controller and asseasd their talking time is
usually about 70% of the classroom time. This redhat learners’ talking time is only
30% and learners have little chance to participgatéalk. This is a big disadvantage of
lockstep because not enough speaking opportuiitidearners can badly influence the
development of communicative competence which ie oh the aims of teaching
learning process.

Harmer stresses that lockstep expects that alhéeamwork at the same pace. It
means that teachers are too fast for weak leaaredstoo slow for brighter learners.
Teachers need to include other organisational faoth as individual work, pair or
group work because lockstep does not allow teadberglividualise and differentiate;
and learners have little opportunity to speak. Ride and Lockhart use the term whole-
class teaching for this organisational form. Thiscription is very similar to Harmer’s
one. The main difference is that Harmer stresseddtt that learners work at the same
pace, and Richards and Lockhart emphasise teaadmri;iance and activity. (Harmer,
1992, p. 143-4; Richards and Lockhart, 1996, p-947

Pairwork provides lots of opportunities for usingddearning new language. It
enables learners to develop their communicativepstemce and to cooperate. Pairwork
can be used for various activities such as drdisking and answering questions,
practicing a dialogue. Learners are much more adinan in whole-class teaching.
Teachers are not in a dominant role but adoptdleeaf assessor, prompter or resource.

One of the disadvantages is connected to the fosssessor. Teachers cannot
manage to correct mistakes of all learners dureigyork. Therefore it is better to use

activities focused on fluency and not on accur@ather disadvantage is the possible
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unwanted use of mother tongue and off task behavidime limit and efficient
monitoring can help to solve these problems. Learman be encouraged and more
motivated if the result of pairwork is a productr{ep, a list, an advertisement). The
choice of a partner can also significantly influengairwork activity therefore the
decision how to put learners in pairs is very int@ot. Unfortunately, “there seems to
be no research to give answers to the ideal cormibimdor either pairs or groups.”
(Harmer, 1992, p. 145).

Pairwork provides opportunities for learners todotive, participate, cooperate
and use the target language. It is also possibleséoit for various activities and for
development of different skills such as speakingting and reading. (Harmer, 1992, p.
144-5; Richards and Lockhart, 1996, p. 152-3).

Groupwork similarly to pairwork helps to increake amount of learners talking
time. It also offers a bigger possibility of dissi and a greater chance that the group
will solve a problem because there are more pewpline group. Groupwork gives
learners a better chance to cooperate than paira®ikarners are not forced to work
with just one particular learner. This organisagioiorm enables learners to work more
independently because teachers abandon their saterdrollers and are in the role of
assessomrompter and resource. Teachers can circulate argongps and work with
the group or individual learners individually. it be used for various tasks to develop
different skills. Each group can also do differdrihgs, activities at the same time and
at the same classroom. Pairwork disadvantagesibpmssoblems and their solutions
apply to groupwork too. (Harmer, 1992, p. 145-%Hrds and Lockhart, 1996, p. 153-
4). The following decisions influence successfuugpwork.

- Group size — an optimum group size is determinedhkytask learners are
doing. If the group is too large some learners matyparticipate. Generally,
the size up to five learners is believed to bebis.

- Purpose — “group activities need a goal, proceduard a time frame to
accomplish them, if they are to be focused and ymtine.” (Richards and
Lockhart, 1996, p. 153).

- Roles —it is essential that learners have differetgés in a group during
certain group activities. They can adopt roles sasha group leader, a
secretary, mini-teacher, a presenter).(Richardd.achart, 1996, p. 153-4).
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Group work provides greater opportunity for leasnéo practice the use of target
language, develop cooperation and independent thiark pairwork does. It can be used
for various activities to develop different skidled subskills. The individualisation and
differentiation are also possible because groupsaeak on different tasks at the same
time and teachers can work with individual groupslearners individually when
circulating and monitoring.

Individual study is the second most frequentlyduseganisational form in the
classroom. It is suitable for such activities aadieg, writing and doing exercises from
workbooks or worksheets. Teachers can assign tesivon different level according to
individual needs and abilities. Individual studyables learners to work on their own
and at their own pace. The development of selaneke is possible due to the teacher
role of prompter and resource. On the contraryprivides little opportunity for
interaction among learners as well as among theh&aand learners. Learners may
finish task at different times and be left with mag to do. This problem can be solved
by assigning extra voluntary tasks for quicker meas. Richards and Lockhart use the
terms individual work for this organisational forfiHarmer, 1992, p. 148; Richards and
Lockhart, 1996, p. 149).

Whole-class teaching organisational form is nai/\envenient for developing
learner autonomy. Autonomous learners are activécyants in teaching learning
process and whole-class teaching does not providegh opportunities for them to be
active, independent and responsible because teadrer in a dominant role of
controller and assessor. Learners learn more attdrbgy doing than by listening
therefore they need as much time as possible wipeathe target language. Learners
talking time is only 30% of lesson time during wialass teaching. Whole-class
teaching also provides little opportunity for lears to cooperate with teachers and does
not enable learners to cooperate among themséleedevelop learner autonomy it is
necessary to use other organisational forms sugiaiasand group work or individual
study.

Pair and group work are more suitable organisatiftovens for development of
learner autonomy because learners are enabled dotive, cooperate, work without a
direct influence of teachers and be responsiblethieir own learning as well as for

learning of their classmates. Learners can becowre mutonomous because teachers
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are in less dominant roles of assespaympter and resource during these organisational
forms. Autonomous learners must develop their iedepnce, self-reliance and self-
confidence. This can be achieved by individual gtuthis organisational form also
gives learners chance to work at their own paceeauth learner can accomplish tasks
on different level.

The most appropriate organisational forms for dawelent of learner autonomy
are pair and group work, and individual study. Raid group work give learners space
to be active, to cooperate and to be responsiblth&r own learning. Individual study
enables learners to work independently and to becself-reliant. Therefore teachers
should use a combination of these three organisatiorms in order to develop learner

autonomy.

3.4. The Dalton plan and learner autonomy

The development of learner's autonomy is closelpnexted to the Dalton
principles — independence, cooperation and free@esponsibility). One of the aims of
the Dalton plan is that learners become self-centfid self-reliant and responsible
beings under the teacher’s assistance/guidance.

The Dalton principle of freedom enables learnersmiake choice about the
sequence of tasks, the time and learning stratéigggsneed to use to accomplish them.
Quite often learners can also choose whether theyt W work individually or in pairs
or groups. Learners make their own choices thesefior is not differentiation
implemented by teachers. The fact that learnerse e chance to make important
decisions about the learning process helps thedevelop self-reliance and autonomy.
Learners in Dalton schools cannot do whatever thayt, as it may seem, because they
are responsible for their learning process as aglior the outcome. Teaching learning
process is not a one way flow of information froeadhers to learners but learners
actively participate on their learning. Main Daltdearner characteristics of
responsibility and active participation corresponwidh features of an autonomous
learner. (Rohner and Wenke, 2000, p. 20, 21).

Learners learn frequently by themselves and teach@opt less dominant and
passive roles. Teachers usually help learners whign asked. They act as prompters
and resource. “The change of teacher role is atedplnecessary for Dalton pedagogy.”

(Réhner and Wenke, 2006, p. 42). It enables leartoebecome more active, self-reliant
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and independent participants of the learning pcBslton teachers also use delayed
attention principle which is a specific Dalton tamue used in order to develop
learners’ autonomy, independence and cooperatieachiers are in the role of observer
and learners cannot seek their help. This methaléssribed in chapter 1.2.. Teacher’
less dominant role in Dalton lessons correspondh tie role of teacher which is
suitable for development of learner autonomy.

Whole-class teaching is substituted as often asilplesby other organisational
forms in Dalton lessons. Individual study, pair agdup work are most frequently
used. Individual study is a very important orgatiisel element because it enables
teachers to work individually with those learnefsomeed help. It also gives learners a
chance to work at their own speed and develop Hafrreliance. Pair and group work
are used very often to stimulate cooperation (dnBajton main principles), learners’
participation and lower their relying on teaché&kthen learners work in pairs or groups
they are also more motivated to learn by the icteya with their classmates. (R6hner
and Wenke, 2003, p. 29, 50). Dalton teachers ussetbrganisational forms which are
convenient for development of learner autonomy.

Reflecting the theory of multiple intelligence aw@velopment of different
learning strategies are important in teaching legrprocess in Dalton lessons. Dalton
teachers help learners to develop different legrsinategies and discover the best one
for them. They give instruction in various ways anot always require one form of
realisation of an assignment so that learners temose different strategies how to
accomplish given tasks. They are encouraged todsohany solutions of a problem as
they can. (Rohner and Wenke, 2000, p. 105; R6hndrVdenke, 2006, p. 54). The
possibility to use different learning strategieskemlearning more efficient and easier
for learners. They become more independent, skdirteand develop their autonomy.

Teaching according to the Dalton plan helps to bgvkearner autonomy. A less
dominant role of teacher and frequent use of atihganisational forms but whole-class
teaching in Dalton lessons give learners lots gfoofunities to be active and participate
on their learning. Learners can freely choose waritearning strategies to learn
required topics or solve problems. Dalton prin@pknable learners to become less
dependant on teachers, more self-reliant, to dpvedeir autonomy and the ability to

cooperate.
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4. Communicative competence

“It is possible to speak English that is grammalyceorrect, yet is still wrong.”
(Scrivener, 1994, p. 138).

The aim of language teaching is to develop comnaiivie competence. Its
concept has gone through considerable developnmereg 8loam Chomsky’s theory of
competence. Hedge (2000) and Richards and Rodgeed ) refer to several notable
theories of communicative competence, such asttitkes by Hymes (1972), Halliday
(1970), Canale and Swain (1980), and Bachman (1$86hards and Rodgers consider
Lyle F. Bachman’s model of what he calls languagenmetence very complex.
Nevertheless, it was extended by Celce-Murcia, Rg&irrand Thurrell (1997). (Richards
and Rodgers, 2001, p. 159-161).

In his linguistic theory Chomsky used the tecompetencdo describe “the
speaker — hearer’'s knowledge of the language” @artbrmanceto define “the actual
use of the language in concrete situations.” (Chlkymi®65 cited in Hedge, 2000, p.
45). Chomsky’s theory primarily concerns nativeadqas therefore it deals

with an ideal speaker-listener in a completely hgemmus speech community,

who knows its language perfectly and is unaffedbgdsuch grammatically

irrelevant conditions as memory limitation, distrag, shifts of attention and
interest, and errors (random or characteristi@pplying his knowledge of the
language in actual performance. (Chomsky 1965 aitdRichards and Rodgers,

2001, p. 159).

It is very improbable that such ideal native spesdisteners exist and impossible that
they exist among non-native English speakers. ToiereChomsky’'s theory has been
criticised for its narrow focus on the abstractiabs speakers possess that enable them
to create grammatically correct sentences and siocluof social and cultural
knowledge which speakers need to understand anlingsestic forms. (Hedge, 2000,

p. 45, Richards and Rodgers, 2001, p. 159).

According to Richards and Rodgers (2001, p. 159 Blymes agreed with
above mentioned criticism. He regarded Chomskyguistic theory as sterile hence he
incorporated communication and culture in his tlgemr communicative competence.
Hymes coined the termommunicative competente contrast his communicative view

of language and Chomsky’'s theory of competence. Higmes the communicative

-28 -



element was “rules of use without which the ruléegm@mmar would be useless. [...]
The rules of speech acts enter as controlling fafdo linguistic form as whole.”
(Hymes 1972 cited in Hedge, 2000, p. 45). He inetudpeaker’'s knowledge as well as
his ability to put that knowledge into use in commuation. Hymes’s theory of
communicative competence was extended by CanaléSaaih’'s concept which was
upgraded by Bachman. (Hedge, 2000, p. 45, Riclemxd€Rodgers, 2001, p. 159, 160).

According to Bachman (1990, p. 84), communicatiempetence or as he calls
it communicative language abiligonsists of the knowledge of the language and the
capacity for implementing that knowledge in apprajg; contextualised
communicative language use. Bachman suggests ¢cbraponents that the framework
of communicative language ability contains: languagompetence, strategic
competence and psycho-physiological mechanisms.tdime language competence is
used by Bachman to refer to “a set of specific Kieoge components that are utilised in
communication via language.” (Bachman, 1990, p.. 88jrategic competence
characterises the mental capacity for using thepoorants of language competence in
contextualised communicative language use. St@atagnpetence expresses the ability
to relate language competencies to the contexhefsttuation in which language use
takes place and to the language user’s sociocuknoavliedge. (Bachman, 1990, p. 84).
By psycho-physiological mechanisms Bachman refers“the neurological and
psychological processes involved in the actual etx@c of language as a physical
phenomenon.” (Bachman, 1990, p. 84).

Bachman divides language competence into two typeganisational and
pragmatic competence.

Organisational competence is perceived by Bachman a

Abilities involved in controlling the formal struate of language for producing

or recognising grammatically correct sentences, prehlrending their

propositional content, and ordering them to forgtge(Bachman, 1990, p. 87).
Organisational competence is further on subdivideid grammatical and textual
competence. Grammatical competence involves thewletdge of vocabulary,
morphology, syntax, phonology and graphology. Tfegeea language user mastering

grammatical competence is able to
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govern the choice of words to express specificiggtions, their forms, their
arrangement in utterances to express propositésnstheir physical realisations,
either as sounds or as written symbols. (Bachm@90,1p. 87).
Textual competence includes the knowledge of theseations for joining utterances
together in order to form a text. Bachman considgreken and written language
therefore he includes the knowledge of rules ofesadn as well as rhetorical
organisation in his concept of textual compete(achman, 1990, p. 87-89).
Pragmatic competence is also subdivided into ulionary and sociolinguistic
competence. Both competences are according to Bacthfooncerned with the
relationship between utterances and the acts artituns that speakers (or writers)
intend to perform through these utterances.” (Baaihni990, p. 89). Hedge interprets

Bachman's definition as follows

One element of pragmatic competence is knowing twwerform a particular

function or express an intention clearly. In order communication to be

successful [...] messages must also be appropridteetsocial context in which

they are produced. (Hedge, 2000, p. 49)

Bachman defines illocutionary competence as thewledge of the pragmatic
conventions for performing acceptable language tians such as ideational,
manipulative, heuristic and imaginative. Hedge (2Qf 48) interprets this definition as
the knowledge of how to use language in order hoesxe certain communicative goals
or intentions. Characterised by Bachman, sociolstgucompetence is the knowledge
of the sociolinguistic conventions for performiranyuage functions appropriately in
given context in relation to sensitivity to dialeat variety, register, naturalness and
cultural references and figures of speech. (Bachm@80, p. 94-98). It is obvious that
language users need to posses social knowledgelén  select appropriate language
forms according to use in different settings, anthweople in different roles and with
different status.

Even though the components of language compet@receresented separately
Bachman stresses that they are not separate agpeimdient of each other, but interact
with each other and with features of the languatyatson use. He says that “it is this
very interaction between the various competencies the language use context that

characterises communicative language use.” (Bach@&90, p. 86). In other words, it
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is obvious that perfect knowledge of linguistic @ is not sufficient to make a
language user a communicatively competent one.

The latest concept of communicative competenceaigtured inCommon
European Framework of Reference for languagesirning, teaching, assessment
which was first published in 2001. It is a documémdt describes the competences
necessary for communication, the related knowlemige skills, and the situations and
domains of communication. Communicative competaesnt¢ere described as consisting
of the following components:

- Linguistic competence — “the knowledge of, andab#ity to use, the formal
resources from which well-formed, meaningful messagay be assembled
and formulated.” It includes lexical, grammaticakmantic, phonological,
orthographic and orthoepic competence. (Common gaao Framework of
Reference for languages, p. 109).

- Sociolinguistic competence — is concerned with khewledge and skills
such as linguistic markers of social relations, itpokss conventions,
expressions of folk-wisdom, register differencesett and accent. These
skills are required to deal with the social dimensiof language use.
(Common European Framework of Reference for langsigy 118).

- Pragmatic competence — refers to the knowledgeobésion, coherence,
discourse, identification of text types and forinsny and parody. (Common
European Framework of Reference for languages).p.13

Communicative competence is seen as one of thessegeskills that learners must
learn or acquire in order to participate effectvéh communicative events. It is
considered as one of the main aims of foreign laggu learning. Learning
communicative competence is presented in Commonodean Framework of

Reference for languages as

a matter of reception, production, interaction aedmtion. It may be that the
main stated objective of learning a foreigner laaggiis to have effective results
in receptive activities (reading or listening) oredmtion (translating or

interpreting) or face to face interaction. (Comméaropean Framework of
Reference for languages, p. 136).

In other words, learners learn language receptkis reading and listening) and

productive skills writing and speaking) via oral @mritten communication. The
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processes of production and reception are prima&galse they are necessary for
interaction. In interaction at least two individsigbarticipate in an oral or written

exchange in which production and reception alternabhd may overlap in oral

communication. High importance is attributed toemttion in language use and
learning because of its main role in communicat{@ammon European Framework of
Reference for languages, p. 14).

Common European Framework of Reference for languagas developed
through a process of scientific research and widesultation; works such as
Bachman’s, Hymes’s, and Canal and Swain’s were.uBkdrefore this document is
reliable. It contains not only description of commuative competence but also covers
what learners need to acquire in order to achiewencunicative competence. Therefore
| decided to use this document for the purposeh&f thesis. (Council of Europe
Education: Common European Framework of ReferemeelL&nguages: Learning,
Teaching, Assessment).

4.1. Language skills and subskills in ELT

Learners need to learn language skills in ordeotamunicate effectively and to
achieve communicative competence. (Common Europeamework of Reference for
languages, p. 136). Communication can occur onmiguigih the use of language skills
(reading, writing, speaking, and listening). Listenand reading are receptive skills
because the reader or listener receives informdiigndoes not produce it. Speaking
and writing are productive skills. “In order to useguage skills competent users of a
language need a number of subskills for processiadanguage that they use and are
faced with.” (Harmer, 1992, p. 17). In other wortis,use skills learners also need to
learn the language subskills: grammar, vocabulgpglling and pronunciation. It must
be stressed that skills or subskills do not exigsolation. Scrivener says “there can be
no speaking if you do not have the vocabulary ®akpwith; there is no point learning
words unless you can do something useful with thef@crivener, 1994, p. 21).
Therefore skills and subskills need to be tauglappropriate proportions. According to
Scrivener (1994, p. 21), nowadays attention is mgiparticularly to “listening and
speaking (because in everyday life we often darfare speaking and listening than we
do reading and writing)“ and to grammar. Both skdhd subskills need to be taught in

context. Learners
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need to be aware of the different ways languagesesl in different situations

[...] (where we are, what we want to say and who weetalking to). [...] They

need to know the difference between formal andriméd use. (Harmer, 1992, p.

24).

To sum up, learners need to acquire language #isbsknguage skills and be
able to use language appropriately in differentagions in order to communicate and to

achieve communicative competence.

4.1.1. Pronunciation

Pronunciation is one of the subskills that langubsggners need to master in
order to become intelligible and be able to paptte in spoken communication with
native and non native speakers. Teaching pronuoegias realised on two levels:
segmental and suprasegmental. Segmental level dexlundividual sounds and
suprasegmental encompasses intonation, rhythmteagsg$s sin English there are sounds
(9, 0) that are not in Czech therefore it is necessagxplain and show learners how to
produce sounds correctly first. It is importanttthearners are taught pronunciation
from the very beginning, that reception precedeslypction and spoken form precedes

written form. (Scrivener, 1994, p. 140). AccordiogScrivener

While a number of English phonemes are familiamasowill be distinctly
different. [...] In both cases, getting students todoce the sounds themselves
can be difficult; it is necessary to raise theiraaeness of the fact that there is
something to work on, and the first step is to tpem hear the difference.
Receptive awareness comes before productive congeetéScrivener, 1994, p.
140).

Learners need to know correct pronunciation in otdée intelligible. Incorrect
pronunciation can change the meaning of words,hef whole sentence or change
speakers attitude thus it can cause confusion asgneerstanding. Therefore it is vital

to teach and practice pronunciation in the clasaroo

4.1.2. Vocabulary and spelling

Vocabulary is a powerful carrier of meaning. Espkgibeginners often manage
to communicate in English by just using individwabrds and completely avoiding

grammar. For example, they manage to convey thenimgauccessfully by saying
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Yesterday. Cinema. And friends. Good filherefore, teaching vocabulary in the
classroom must not be underestimated or left asdesi homework. Vocabulary ought

to be taught in the classroom and teachers sheatthtlearners different strategies how
to learn new vocabulary easily and more effectiv@lgachers should also make sure
that acquired vocabulary is practiced in lessonse Teaching learning process of
vocabulary can be described in the following stepsesentation— practice —

production. Scrivener notes down that teacher shoelp learners

at each of the following stages of learning vocabut when the learners:

- meet new words and understand their meaning(s)rendiay they are used
- practice using words

- find ways that help them memorise the words

- recall and use the words appropriately (Scriveb@94, p. 74).

Scrivener summarises the role of vocabulary incthesroom as follows:

- Vocabulary is very important and needs to be dedlt systematically in its
own right; not simply as add-on to grammar or skgissons.

- Teacher’s job does not finish as soon as a ledragrfirst met some new
vocabulary; we need to help them practice, leaioresrecall and use the
items. [...]

- We need to distinguish between vocabulary for ‘paiiye’ and for
‘receptive’ recognition and adapt classroom worgrapriately.

- We need to deal not only with single word lexicems, but also with
longer, multiple word items. (Scrivener, 1994, §).7

Learners need to acquire words in written as welspoken form. Therefore
teaching spelling is closely connected to teachuwogabulary. The multisensory
approach is used to make learners’ learning eas@more effective. Harmer suggests
the following ways of presenting vocabulary: useea#l objects, pictures, mime, action,
gestures, explanation and translation. (Harmer2199161-162).

Teachers must be aware that teaching new vocabidamgt translating. It is
presenting the meaning in the context and in x@tatd other words, explaining how the
use of word and its formation can change its megnand word’s connection to

grammar.
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4.1.3. Grammar

Harmer uset.ongman Dictionary of Contemporary Engligh define grammar

as

(The study and practice of) the rules by which waztange their forms and are
combined into sentences. [...] The rules of the gramare [...] about how
words change and how they are put together intadeseas. (Longman
Dictionary of Contemporary English cited in Harme®91, p 1).
Mastering of grammar rules is one of the conditidosacquire communicative
competence therefore it is important to teach gramm the classroom. The form,
meaning, use and context need to be considered wdamhing grammar. Harmer

suggests that

teachers have to make decisions about what steu¢tarm) to teach, and what
use {unction) the structure is to be put to. It is clear thditew we introduce a
new piece of grammar we must teach not only thenfdsut also one of its
functions, and not onlgneaningbut alsouse (Harmer, 1991, p. 10).
In other words, learners need to learn how to foemain structures, how and when to
use them, and what their meaning is in the giveriecd.
Learning grammar is usually realised in three sfageesentatior» practice—
production. Learners notice new structure and becaware of the form, meaning and
use during the stage of presentation. Then leapraxgice new grammar in controlled

activities which focus on

limited options for use of language, limited opsofor communication, and
accuracy. Typical restricted use activities arel ahalls, written exercises,
elicited dialogues, grammar practice activities gadhes. (Scrivener, 1994, p.
118).
Learners do freer activities in which they prodtioe target form during the production
stage. (Hedge, 2000, p. 164).
Scrivener (1994, p. 128) distinguishes three dffiéapproaches of introducing
grammar: presentation, self-directed discovery gadied discovery. Hedge uses the
terminductive approactand the terndeductive approachHer description of inductive

approach corresponds with Scrivener’s descripticsel§-directed discovery and guided

-35-



discovery. Presentation defined by Scrivener accanith what Hedge calls traditional
deductive approach. (Hedge, 2000, p. 160-163).

The use of discovery technique can be motivating aery beneficial for
learners’ understanding of English grammar. Learaee involved in analytical study
of the language which helps them to get the grifth whe language. Their active
involvement also makes it easier for them to remanthe grammar rules, especially
those which they discovered themselves. Teacheesl me consider when to use
discovery techniques, with what grammar, and withiclw learners because this
approach can be confusing and difficult for leasndPresentation might be more
appropriate when teaching more difficult grammaesu

It is very important for learners to acquire thewtedge of grammar because it
is necessary in order to develop communicative @atemze. It is vital to teach not only
a form but also a meaning, use and context. Lesirremquisition of grammar is
strongly influenced by the way it is introduced.eféfore teacher must decide whether

to use inductive or deductive approach.

4.1.4. Speaking

Speaking is a productive skill. It is one of thesnionportant skills and to master
it is a priority for many language learners. Thepwmse of learning language is usually
to enable learners to communicate in the targeguage and to participate in
exchanging information. Speaking and listeningraedised most often in everyday life
therefore it is important to teach these skills.

Speaking needs to be taught in context in ordeerable learners to speak
competently in everyday life situations. (Scrivenk994, p. 21, 22). Learners need to
develop the knowledge of contextual appropriacyclwhaccording to Hedge, “means
that the language chosen for particular messadedeflend on the setting, the relative
status of the participants, and their role relaiop.” (Hedge, 2000, p. 261). There are
two other significant factors that influence teathispeaking: accuracy and fluency.

Hedge defines fluency as

responding coherently within the turns of the caosagon, linking words and
phrases, using intelligible pronunciation and appeie intonation, and doing
all of this without undue hesitation. (Hedge, 2000261).
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Immediate correction is not appropriate during &pen practice that is focused on
fluency. Teacher should not interrupt learnersroake notes and provide feedback at
the end of an activity. On the other hand, theaimistorrection is appropriate when
speaking practice is focused on accuracy, for ekanmelligible pronunciation and
grammatical and lexical accuracy. (Hedge, 200@64., 262, Scrivener, 1994, p. 68).
Therefore teachers need to distinguish betweerkspeactivities focused on accuracy
and fluency.

Clear instructions, learners’ knowledge of vocabylanteresting topic, even
participation, organisational form and teacher rate significant factors influencing
speaking activities. An activity is successful whearners are interested in the chosen
topic and are familiar with the needed vocabul&#ole-class speaking activity may
be useful but it offers very little speaking tineedach learner thus pair or group work
organisational forms are more suitable. Also the & to let the learners speak so the
teacher should not be dominant and contribute ddanhg the activity but wait till the
end and provide feedback then, especially duriegispg activities focused on fluency.
(Scrivener, 1994, p. 59, 68).

Speaking focused on accuracy as well as on flueeegd to be practiced and
learners need to become familiar with the appr¢prizsse of language in different
situations in order to communicate effectivelyhe target language.

4.1.5. Writing

Writing is a productive skill. Quite often it isught less often in comparison
with other skills. One of the reasons is that “tiezd for longer, formal written work
seems to have lessened over the years”. (Scrivéfe4, p. 156). People usually write
only brief notes, diaries, postcards or fill in gtieners. Despite this fact, writing is also
very common in business English and for some learihés vital in order to pass exams
or take down notes during a lesson. Thereforestiisimportant to teach writing in the
classroom. (Scrivener, 1994, p. 156).

A piece of writing should be appropriate to its pase and also to its audience
of readers. It is important for learners to be anafrthe purpose and also of the readers
of the writing because these facts influence thke €tnd “the range of cohesive devices
that are used to create complex sentences or &lageparagraphs. It also affects the
range of vocabulary.” (Hedge, 2000, p. 326). He(®H0, p. 321, 322) distinguishes
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different types of writing according to the finaiogucts which differ in purpose, target
audience, form and style: personal, social, puldicdy, creative and institutional.
Teachers need to identify the type of writing tisaielevant for learners to acquire.

Scrivener (1994, p. 157) distinguishes four typesriting:

copying— doing exercises»> guided writing— free writing

The focus is more on accuracy towards the lefhefdcale. The importance of fluency
increases towards the right of the scale. It isargnt that teachers help learners to
develop accuracy in writing a text even thoughtdgdi and free writing are a fluency
activity. Learners need to become familiar withexgpof crafting a text: “of such things
as how the parts of a text are linked through cekedevices, how sentence structure
can vary to develop meaning, and the role that fuation plays.” (Hedge, 2000, p.
326).

Although, writing is not very often used in everydde its teaching should not
be neglected. The teacher needs to decide what diperiting is appropriate for
learners to acquire and help them to become goddra/in relation to accuracy as well

as fluency.

4.1.6. Listening and reading

| will deal with both skills in one chapter becauas Harmer (1992) and
Scrivener (1994) point out, similar teaching praged can be used. Listening and
reading are receptive skills. In our daily life peodo a lot of listening and reading and
it is usually because they find it interesting eeful and have a purpose to achieve.
People also have some expectations about whatatieegoing to hear or read. Harmer
suggests that the methodology for teaching recestils must reflect these facts about
real life, and the tasks performed by learners mhestsufficiently realistic and
motivating for the learners to perceive a usefuppae for text study. (Harmer, 1992, p.
188).

Harmer (1992, p. 189) and Scrivener (1994, p. 1E® the same model for
teaching receptive skills. It has five basic stages one optional one:

- Lead-in — pre-listening/pre-reading introductiorthe topic

- Pre-task work — is optional, work on vocabularygdiction

- 38 -



- Set a clear task — the teacher sets clear tasksnakds sure that learners
know what they are going to do, what their tasles Hris vital that setting a
task is followed by reading or listening and natevversa.

- Learners listen or read the text — learners listeread in order to perform

the set task

- Feedback on task — teacher helps learners to fihdf tearners completed

the task successfully and can repeat the previtagesif learners were
unsuccessful. It is important to grade the taskemrathan the material. The
focus should be on process rather than on product.

- Conclusion — tie up lose ends and lead to follovactivities which might be

some kind of follow-up task related to the texi\ates.
This task-feedback circle, as Scrivener calls @n ®e used for listening as well as
reading although different tasks are suitable &mheskill.

According to Scrivener, there are two differentdypof listening exercises:
extensiveand intensive listeningExtensive listening is also called listening fpst.
Learners’ task is to gain an overall impressiommderstanding of what it is about. On
the contrary, intensive listening is focused smgdlertion of the tape. It is also called
listening for detail. Learners are asked to eb@ttain information from the listening.
Scrivener also points out that it is hard to unders the gist of a piece without
understanding some details. (Scrivener, 1994, p).15

Scrivener defines two basic approaches to a teignsive reading and intensive
reading. Extensive reading is also called flueatineg or gist reading. Its aim is to gain
an overall understanding of a longer piece of (artarticle, a story). It is not necessary
for learners to understand individual words or stimes even sentences. On the other
hand, intensive reading is used with short textpetomes even sentences; and learners
need to understand, study information and languragetail. The term accurate reading
is also used for intensive reading. (Scrivener4199 152, 153).

Some activities are focused on increasing readipged There are two
techniquesskimmingand scanning Skimming means reading quickly and getting the
gist of a text. Learners don not need to read evesyd of the text. Skimming is
concerned with searching main ideas, key topics amtall theme. On the contrary,

scanning is quick reading with focus on specifiecgi of information. Learners quickly
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search a text for key words that will enable thenfiotus on a small part of text which
should provide them with the needed informatiorri{@ner, 1994, p. 154).

Reading and listening are important skills thatdhée be practiced in the
classroom. Teachers need to distinguish and impleweo approaches in practicing
these skills: extensive reading/listening and isiem reading/listening. Learners also
need to become familiar with fast reading therekimming and scanning techniques

should be practiced.

4.2. The Dalton plan and development of communicativepetence in ELT

Although, the Dalton plan is seen as an alternatiwvennovative method of
teaching, its pedagogical and didactical aspeesaitable for the development of key
competences stated in tlk@amework Education Programme for Basic Education
Communicative competence is one of them and isxeéfby the abilities that learners
will acquire by the end of their basic education.drder to achieve these abilities
learners need to learn language subskills andsskdhd be able to use them
appropriately in different situations in order maumunicate effectively.

The Dalton principles provide suitable conditioms fearning language skills
and subskills. The principle o freedom (respongidilmakes learners responsible for
the process and for the outcome of their task/legrnit also provides them with
freedom to accomplish a task in their own way. Thag choose different strategies,
organisational forms, materials and work at thewnopace. The principle of
independence enables learners to work without tdmirhnt influence of the teacher.
Therefore the learner is an active participanthe kearning process. Learners learn
more effectively when they are active. The prineipf cooperation enables learners to
learn how to cooperate with others. It helps thenketirn how to use their “acquired
communication skills to create relations that a¥eded when living together with other
people and for high-level cooperation with othemogde.” (Framework education
programme for basic education, 2008, p. 13).

To summarise, teaching according to the Dalton gesvides learners with
suitable conditions for learning language skillsd asubskills therefore for the

development of communicative competence.
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5. Conclusion of the theoretical part

The aim of the theoretical part is to provide aaggahoverview of this thesis and
theoretical basis for the practical part. The Vieeginning of the paper is dedicated to
the defining of the Dalton plan and its principle§ freedom (responsibility),
independence and cooperation. It also captureslé¢hielopment of the Dalton plan in
the Czech Republic and abroad, and presents certgis of its realisation.

The next chapter is devoted to learner autonomitstomportance in ELT; and
to the factors influencing its development sucleasning strategies, the role of teacher
and organisational forms. This chapter aspiresffer some suggestions how teaching
according to Dalton principles can influence theaedlepment of learner autonomy in
ELT.

The last part of the theoretical section is coneerwith communicative
competence and the development of its concept franfirst one by Chomsky to the
latest one captured i€Rommon European Framework of Reference for langsiag
learning, teaching, assessmericcording to this latest concept, communicative
competence consists of three different competetitas need to be developed, and
suggests that learners need to master languade akd subskills in order to acquire
communicative competence in ELT. This concept sduas a theoretical base for the
research. This chapter also deals with languadis,skibskills and suggestions how the
implementation of Dalton principles influences ttevelopment of communicative
competence in ELT.

To summarise, the theoretical part of this thestu$es on the Dalton plan, the
development of learner autonomy and communicatw@petence in ELT. It offers
certain ideas how teaching according to the Dalmmciples influences the
development of learner autonomy and communicatwvepetence in ELT. It serves as a
theoretical basis for the practical part that aimscompare Dalton and non-Dalton
lessons in relation to the development of learnetorsomy and communicative

competence in ELT.
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[I. Practical part

6. Research

The aim of the practical part of this thesis ispresent a description of my
small-scale research and its findings. The strectr the research, the school, the
teacher and learners involved, research methods,pasentation, their interpretation
and evaluation will be depicted in the practicatpa

The research was conducted in the following stages:

- Setting the aim of the research

- Selection of the school, the teacher, the resedesign and data collecting

instruments

- Implementation of piloting stage

- Data collecting via observation, interview and swhoeducational

programme

- Analysis of the collected data and of the schoakational programme

- Interpretation and evaluation of the collected data

All above mentioned stages are chronologically dieed in the following pages.

6.1. The aim of the research and its background

It has been suggested in the theoretical parteoftibsis that the development of
learner autonomy and communicative competence rig weportant in the teaching
learning process and is one of the aims of learfomgigner language at Dalton and
non-Dalton lessons/schools. The aim of the resemrdb compare Dalton and non-
Dalton English lessons in order to find out whethearners are provided with
convenient conditions to develop their autonomy anthmunicative competence in
Dalton and non-Dalton lessons. It is impossibldottus on all conditions influencing
the development of learner autonomy and communigatompetence which were
discussed in the theoretical part because of thaeld space provided for this thesis.
Therefore | decided to focus on the following fastdeacher role, organisational form,
development of different parts of communicative petence and language skills and

subskills.
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The research tries to answer the following question

- Q1. Do learners have suitable conditions to develogir autonomy in
Dalton lessons in relation to organisational form?

- Q2. Do learners have convenient conditions to dgweéheir autonomy in
Dalton lessons in relation to the role of teacher?

- Q3: What language skills and subskills are morerotteveloped in Dalton
lessons?

- Q4. What part of communicative competence is mdtenodeveloped in

Dalton lessons?

The small-scale research was realised at a prifi®@@ED1) and a lower
secondary (ISCED2) Dalton school in Brno. This stli@as had a long experience with
the implementation of the Dalton plan. | chooskeetause of the fact that some lessons
are taught according to Dalton principles and sameenot. Therefore some lessons are
Dalton ones and some are non-Dalton ones. All ekselessons were taught by the
same teacher. These facts enabled me to carryypoabmparative study at this school.
The research was conducted within a period of tare® half months form the end of
October to the middle of February. There were ty<dotir lessons observed. Twelve
lessons were Dalton lessons and twelve were notobdéssons. All of them were
taught by one experienced Dalton teacher and eehhgthin three different grades:
grade six, eight and nine. The learner’s age vdriau eleven to fourteen. There were
21 learners in grade six, 17 learners in grade eight B8 learners in grade nine in
English lessons. Long time experience has provadusually two or three learners are
absent therefore the number of learner in the dadmellow twenty in most English

lessons.

6.2. Research methodology and data collecting instrusnent

The research design chosen for the purpose ofthi@sis is a case study.
Svaitek and Séova (2007, p. 99, 101) define case study as an ramapresearch
design which aim is detail investigation and untierding of one single case or several
cases. The core of the research is the collectimgad data. They suggests using the
case study when an investigator has little or rilu@mce over the current investigated

situation and when the aim of the research isrtd 6ut how a program or a teaching
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technique works or how and why it influences thetip@ants of teaching learning
process. Each Dalton school implements the Daltan pm a different way therefore
each school in unique, it is one specific casendse a case study as a design of the
research because the research is focused on dispase; the investigator had no
influence on a current investigated situation aedaose of the aim of the research
stated in chapter 6.1.. S¥gek and Sé&ovéa (2007, p. 101) propose that the case study
design enables the investigator to use the follgwacthniques to obtain needed data:
documents, artefacts, observation and interviews.

| chose three data collecting instruments for mgeagch: an observation, an
interview and the analysis of school educationagpam of the investigated school. The
use of observation is convenient in the classro@tabse it does not interrupt the
teaching learning process and classroom atmosphéee.aim of observation is to
record what is happening in the classroom and ibbes¢he observed situation. All
recorded data via observation must be accessibgehses, for example organisational
forms and teacher role; as in my case. There afeugatypes of observation. | chose
direct structured overt observation. My observatias direct because |, the observer,
was present in the lesson and did not watch therdeaf the lesson. It was structured
because the purpose and focus were known aheadsffuciured observation sheets
were used. The teacher and learners knew thataieeg part of a research therefore the
observation was overt. By an observation only tla¢adaccessible by senses are
collected therefore | decided to use an intervidvictv enables an investigator to collect
different data, for example: what participants saging and thinking. (Svi&ek and
Safova, 2007, p. 142-146). The aim of the interviewoigain information concerning
teacher’s ideas, opinions, attitudes and reasanigoactions recorded via observation
sheets in relation to the development of learneforamamy and communicative
competence. Sv&ek and Sé&ova (2007, p. 158) recommend to use observation and
interview in order to create a complex picture afitaation. | decided to use structured
in-depth interview which is defined as: the invgator asks one participant of a
research prepared open questions. The advantage ioterview is the possibility to
reformulate questions or ask additional questi¢Bsaicek and Sé&ova, 2007, p. 159,
160). The analysis of the school educational pmogwaas carried out in order to elicit

data concerning the implementation of Dalton pphes and the strategies used to
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develop key competences in relation to learner remmtty and communicative
competence at the researched school. Detailedipigserof data collecting instruments

will be presented in the following chapters.

6.3. Piloting stage

Two structured observation sheets were used irrésmsarch. Both of them were
used in Dalton and non-Dalton lessons. One observaheet was made by adapting an
observation list by Rohner (Rohner, 2007). Rohndiss is designed for primary
schools. According to Rohner, this list can be ugedbserve the Dalton structure in
order to compare it with other educational conceptd it is in a direct line with the
‘checklist Dalton identity’, used by the Dalton w&ion committee. (Réhner, 2007). |
used it to compare Dalton lessons and non-Daltssoles in relation to the development
of cooperation and learner autonomy. This obsewmdist was used in a piloting stage
in two Dalton and two non-Dalton lessons. Each @akchool realises the Dalton plan
in different way therefore R6hner’s observation Viss adopted according to the way
of implementation of Dalton principles at the pautar school and according to the aim
of the research. Some categories were omitted bectey are present in the self-
designed observation sheet. Seven statements wedeta describe what the learners
and the teacher do in the classroom; what spdoditon material is used and in what
way.

- Learners — solve their problems alone or with lelanother learner; work

with delayed attention; work without the directlugnce of the teacher.

- The teacher — prepares lessons situations in whdaemers can work

independently; uses the delayed attention principle

- Specific Dalton material — a sign of delayed attent the use of

assignments.
This observation sheet (appendix 1) focuses orrdgbksation of Dalton principles of
freedom and independence; and special Dalton tqobncalled delayed attention
principle in relation to the development of learaatonomy.

The second observation sheet (appendix 2) wasf alegigned one. There are
six categories in the observation sheet. The maas @re time, organisational form,
focus on skill/subskill, communicative competencel aeacher role. The category of

activity is only supplementary and data from thasegory are not used in the research.
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The category was implemented in order to obtainemmymplex description of an
activity. The focus of this observation sheet isooganisational form, teacher role, the
focus of an activity (skills or subskills) and commnicative competence in relation to
the development of learner autonomy and commuriEatiompetence. Harmer’'s
classification of teacher role is used in the categf teacher role and Richards and
Lockhart's classification of organisational forms iused in the category of
organisational form. The concept of communicatieenpetence captured @ommon
European Framework of Reference for languadearning, teachingassessmenis
used in the category of communicative competeneeaBse of the complexity of the
observation sheet | wanted to be sure that therodrsean manage to note down all the
necessary information. Therefore the observati@etsivas used in a piloting stage in
two Dalton and two non-Dalton lessons. There werelmanges needed.

An interview focused on the development of autonamyelation to teacher
role, organisational forms and delayed attentiomggule; and the development of
communicative competence in relation to skills antdskills was planned after every
observation. But during the pilot stage | realigledt it is impossible so | decided to
implement only one interview after all observatidnsk place. The teacher was not
influenced by the interview which can be seen aaduantage.

The piloting stage was realised in two Dalton awd hon-Dalton lessons. It
enabled me to verify the applicability and suitepibf my two structured observation
sheets. It was proved that certain changes needed made. After the adaptation, the
observation sheets were used without any comphicadiuring the next stage of the
research, data collection via observation. Thetipgostage helped me to realise that it
is possible to interview the teacher only onceraftee last observation, especially

because of the time pressure.

6.4. Presentation of the data collected via observaimets

There will be presented data collected via two oplz®n sheets in this
subchapter. The focus will be on the development ledrner autonomy and
communicative competence; and cooperation.

The category oftommunicative competende the self-designed observation
sheet (appendix 2) was used to observe and contpadevelopment of three parts of

communicative competence in ten Dalton and tenDalten lessons. Figure 1 presents
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how much time of the lesson was focused on the Idereent of linguistic,

sociolinguistic and pragmatic competence. Actigittecused on the development of
linguistic competence in Dalton lessons were imgeted in 10,3% of the lesson and
in 81,9% of the lesson in non-Dalton lessons. Aiigis focused on the development of
sociolinguistic competence in Dalton lessons weadised in 30,1% of the lesson and
in 6,1 % of the lesson in non-Dalton lessons. Atitis focused on the development of
pragmatic competence in Dalton lessons took plaé®j6% of the lesson and in 11,9%

of the lesson in non-Dalton lessons.

Figure 1
Communicative competence in Dalton and non-Dalton
lessons
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Figure 2
Focus of activites in Dalton lessons O speaking 38,4

B writing 32,3
Oreading 16,3
Olistening 6,5
B grammar O

O pronunciation 0

B vocabulary 6,5
Ml spelling O
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The category ofocus on skill/subskilin the self-designed observation sheet
(appendix 2) was implemented in order to obserna @mpare the development of
language skills and subskills in relation to thevelepment of communicative
competence in ten Dalton and ten non-Dalton lesdeigsire 2 shows how much time
of the lesson is used to develop certain skillurskill in Dalton lessons. Most of the
time is devoted to the development of skills sustspeaking (38,4%), writing (32,3%)
and reading (16,3%).

Figure 3 captures time of the lesson that is usedevelop certain skill or
subskill in non-Dalton lessons. Most of the timedesvoted to the development of
subskills such as grammar (49,6%) and vocabul&8)6¢3).

Figure 3

Focus of activites in non-Dalton lessons O speaking 10,2

B writing O

Oreading 0
Olistening 6,1
B grammar 49,6

O pronunciation 0

@ vocabulary 33,6

B spelling 0,5

The category oforganisational formin the self-designed observation sheet
(appendix 2) was used in order to observe and camipaplemented organisational
forms in relation to the development of learneroaotmy in ten Dalton and ten non-
Dalton lessons. Collected data are depicted inréig Pairwork was used in 7,7%,
individual work in 41,3% and whole-class teaching(%1%) of non-Dalton lessons.
24% of a lesson learners worked in pairs, 61,1% oesson learners worked
individually and 25,5% of a lesson was organisedavihsle-class teaching in Dalton

lessons.
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Figure 4

Organisational forms in Dalton and non-Dalton lessons
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Figure 4 shows the time when at least some leamwerked individually. The
teacher often told learners to work individuallyt lalso allowed them to cooperate if
they wanted. The learners had the freedom to chedssher they want to work
individually or cooperate with others — work in fgadr groups.

Figure 5 shows how much time out of the total imdlial work time learners had
to work only individually and how often they werkkoaved to cooperate in Dalton and
non-Dalton lessons. Learners were given a chancehdé@se whether they want to
cooperate in 91% out of the total individual worke (61,1%) in Dalton lessons and
63,4% out of the total individual work time (41,3%)non-Dalton lessons.

Figure 5
Individual work (with the possibility to cooperate) in Dalton
and non-Dalton lessons
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80 ey O Dalton
70 .
60 lesson
R 50
40
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101 lesson
individual work individual work but
learners can cooperate if
they want
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The category ofeacher rolein the self-designed observation sheet (appendix 2
was implemented in order to observe and compaferdift teacher roles in relation to
the development of learner autonomy in ten Daltod #en non-Dalton lessons. The
collected data are presented in figure 6. Most ueed| teacher roles are assessor
(25,4%) and controller (22,7%) in non-Dalton lessoand resource (33,6%) and
prompter (33,6%) prevail in Dalton lessons. Theerof prompter (20,9%), resource
(19,4%) and organiser (11,8) are less common irDaiton lessons; and the role of

organiser (17,5%) and controller (12,3%) are lesglin Dalton lessons.

Figure 6
Teacher roles in Dalton and non-Dalton lessons
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The categories aork with delayed attentionvork without the direct influence
of the teacheiand solve their problems alone or with help of anotkearnerin the
observation sheet adapted from R6hner (appendixetg used in order to observe and
compare the development of learner autonomy in Dafton and ten non-Dalton
lessons. Figure 7 shows how often learners workiditl delayed attention and without
the direct influence of the teacher. Value O stdndsiever, value 2 for sometimes and
value 4 for very often. Learners never worked vdéhayed attention (0) in non-Dalton
lessons, only sometimes worked without the diraiuénce of the teacher (2,3) and
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solved their problems alone or with help of anotearner (2,1). On the other hand they
very often worked with delayed attention (4), watkeithout the direct influence of the
teacher (4), and solved their problems alone oh \wilp of another learner (3,7) in

Dalton lessons.

Figure 7
Learners-Independence and cooperation
4 4
4 3,7
3,5 O Dalton
3 lesson
2,5 o= 2.3
2 M non-Dalton
lesson
15
1
0,5 0
0 Ll 1
solve their work without the work with delayed
problems alone or direct influence of attention
with help of the teacher
another learner

The categories ofises the delayed attenti@nd prepares situations in which
learners work independently the observation sheet adapted from Rohner (ajipdn
were used in order to observe and compare the @aweint of learner autonomy in ten
Dalton and ten non-Dalton lessons. Figure 8 depiots often the teacher prepared
situations in which learners work independently aiséd delayed attention principle.
Value 0 stands for never, value 2 for sometimesvaage 4 for very often. The teacher
very often prepared situations in which learnergkwimdependently (4) and used
delayed attention principle (4) in Dalton lessoiifie teacher sometimes prepared
situations in which learners work independently22and he never used delayed

attention principle (0) in non-Dalton lessons.
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Figure 8

Teacher-Independence cooperation and differentiation
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The observation sheet adapted from Rohner (appéerdoontains the category
of specific Dalton materialvhich consists of two pares sign of delayed attenticand
the use of assignmentdssignments and the sign of delayed attentionewesed in

every Dalton lesson but were never used in noneDdésson.

6.5. Presentation of the data collected via interviewd aschool educational

programme

As it was already mentioned in chapter 6.2., acttred interview was used.
The interview was carried out in English, recorded transcribed. The transcription of
the interview is enclosed in Appendix 3. The daangd in the interview are dealt with
and interpreted in the following chapter.

The school educational programme of the targetaclas analysed. Only the
data concerned with implementation of Dalton ppies and the strategies used to
develop key competences in relation to the devetopnof learner autonomy and
communicative competence in ELT are used. Theypegsented in Appendix 4; and

will be interpreted on the following pages.
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6.6. Interpretation of the data

The aim of this chapter is to summarise, connedtiaterpret the data collected
via observation sheets (DCI 1), the interview (D&l and the school educational
program (DCI 3); relate elicited data to the th&ioed part; and answer the questions
stated in the chapter 6.1.. The interpretation uhe factors influencing the
development of learner autonomy and communicativepetence such as: teacher role,
organisational forms, the use of specific Daltonhteque, teaching and practicing
different parts of communicative competence, lagguskills and language subskills.

6.6.1. Development of learner autonomy in relation to argational forms

It was mentioned that organisational form is a diooa that significantly
influences the development of learner autonomy.a@iggational forms as individual
work, pair and groupwork are more suitable for deselopment of learner autonomy
than whole-class teaching. The results from DCh Figure 4 show that whole-class
teaching is used in only 25,5% of time and othgaaorsational forms are used in the
rest of time of Dalton lessons. Whereaole-class teaching is used twice as often in
non-Dalton lessons than it is used in Dalton less®his fact corresponds with the data
from DCI 1 (figure 7) and from DCI 3. Data from DQlindicate that learners solve
their problems alone or with help of other learaed work without the direct influence
of the teacher more often in Dalton lessons thamom-Dalton lessons. DCI 3 provides
information that in order to realise Dalton prifegp learners are taught how to
cooperate and become less dependant on the tedtleeefore the conditions for the
development of learner autonomy are more convemebalton lessons.

The teacher explains his reasons for the use fdrdift organisational forms in
different lessons in DCI 2 by saying that in noritD@a lessons he “explains stuff”.
Whole-class teaching is suitable and commonly deethis activity. He also mentions
that he uses individual work in non-Dalton lesstorspracticing skills and that allows
him to help learners who do not understand andyraakd his help. The teacher claims
that he tries not to teach differently in Daltordamon-Dalton lessons and tries to be
consistent in implementing the Dalton principles both types of lessons. The
implementation of Dalton principles is depictedd@l 3. There is suggested that one of
the ways of realisation of the Dalton principlemdependence is the use of independent
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work which is realised by an assignment in Daltessbns (DCI 1). Individual work,
pair and groupwork are most frequently used orgdioisal forms for independent wok.
Advantages of independent work such as solving lpnod individually, working
without the constant influence of the teacher, evafing with other learners and
working at own pace are stated. The use of assighralso enables teachers to
differentiate because it contains tasks on diffelevels and learners choose how many
extra task they will do. The information form DCt&ether with the teacher’s attitude
towards teaching may help to explain the fact tlaér organisational forms but whole-
class teaching are used most often in Dalton les$@d,5%) and that whole-class
teaching does not prevail in non-Dalton lessonssatually often used (49%).

Learners are given freedom to choose whether 1 walividually or in pairs
or groups. The teacher explains it in DCI 2 by oeasy that “everybody has right to
not-feel fine that day, so it is up to them whettlesy would collaborate or not.” and
also points out that “nobody can force an adultdoperate fruitfully if he is unwilling
to.” In other words, learners are not forced to pmrate but are in charge of their
learning and have to make a responsible decisicat wtganisational form suits them
more. They are enabled to work autonomously. Adgogrtb DCI 1 (figure 5), learners
are allowed to choose whether they want to cooperatre often in Dalton lessons than
in non-Dalton lessons. Therefore the Dalton lesqmoside more suitable conditions
than non-Dalton lessons in relation to the develepinof learner autonomy.

To conclude, both types of lessons are suitabléhferdevelopment of learner
autonomy because the use of whole-class teachiag dot prevail and learners are
often enabled to choose organisational form thahésmost suitable one for them in
order to accomplish a given task. These similardit@ms can be explained by the
teacher’'s endeavour to realise Dalton principleboth types of lessons. The Dalton
lessons are more convenient than non-Dalton onemube whole-class teaching is used
less often and learners can more often choose wh#thy want to cooperate or work

individually.

6.6.2. Development of learner autonomy in relation torble of teacher

The teacher role notably influences the developroéméarner autonomy. The
teacher must not be dominant in order to enablméesa to develop their autonomy.

According to data elicited from DCI 3, the teachatghe target school give up their
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dominant role, recede into background and give thele” to learners in order to help
learners to develop their independence. The teanHe€l 2 says that “being a Dalton
teacher is a matter of mind-set: either you aree abid willing to sacrifice your
dominance to better development of pupils’ skibls,you are not.” He explains the
dominant teacher role in non-Dalton lessons prdwedCl 1 by the “know-what-to-
do” basis. In Dalton lessons learners know whatl lohactivities they are going to do
during the whole lesson, whereas in non-Daltonolessthey do not. The fact that
learners know what to do in Dalton lessons is stppoby the results from DCI 1
showing that the teacher prepares situations ictwl@iarners work independently more
often in Dalton lessons than in non-Dalton lessarsarners need to know what to do in
order to work independently and without the domtnafluence of the teacher. The
teacher role is less dominant in Dalton lessonsisui@scribed in DCI 2 as a role of a
“helping guide” in Dalton lessons and a more domirale of a “teaching guide” in
non-Dalton lessons. This can be explained by tbe(i2CI 2) that the teacher uses non-
Dalton lessons for explaining (teaching) and Dalessons for practicing skills (only
helping, not teaching).

To conclude, the dominant teacher roles of coletrolssessor or “teaching
guide” prevail in non-Dalton lessons; whereas tgmsinant roles of prompter, resource
and “helping guide” are most usual in Dalton lessonherefore the conditions in
Dalton lessons in relation to the role of teachee anore appropriate for the

development of learner autonomy.

6.6.3. Development of learner autonomy in relation tode&ayed attention principle

The delayed attention principle is a special Daltechnique which helps to
develop learner autonomy. The results from DCligu¢e 7 and 8) prove that delayed
attention principle was not used at all in non-Daltessons but was used very often in
Dalton lesson. The teacher in DCI 2 gives the foilhg reasons for using the delayed
attention: it enables learners to feel responsabie to seek advice elsewhere but from
the teacher. He says that learners “learn to reé-tka instructions, ask their peers,
consult study material etc.” He notes that seekinfp from peers helps to develop
better cooperation and “forces the student to igktlvhat he already knows in a way

that he will be able to teach it”. Therefore skiksich as presentation and speaking are
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practiced. Learners also learn to be less depermtanhe teacher and find different
ways how to solve their problems but asking theheafor help.

To summarise, learners are responsible for theomeoof their work and it is up
to them to how they achieve the task. The delayeshigon principle enables them to
work on it without the teacher’s help, they areamaged to cooperate and use study
material. These conditions help learners to develmr autonomy. Dalton lessons
provide more convenient conditions for the develephof learner autonomy because

the delayed attention is used only in these lessons

6.6.4. Communicative competence — development of skiltssarbskills

The results of DCI 1 reveal that most time of tegsbn is devoted to activities
focused on the development of skills such as spgakuriting and reading in Dalton
lessons. This fact is supported by information gdifrom DCI 2 as the teacher explains

his point of view:

communicative competence is not only speakingfitéietovers all other areas

such as expressing ideas clearly both in writingspeaking, understanding

different types of text, using communication tedogees or "creating relations”

through communication. For such activities, thet@alesson seems to be more
suitable.

Less dominant teacher role of a “helping guide” amttividual work, pair or groupwork
used in non-Dalton lessons enable learners toipedeinguage skills actively.
According to DCI 1, most time of the lesson is dedoto activities focused on
the development of subskills such as grammar agdbudary; and the skill of speaking
in non-Dalton lessons. Frequent speaking activigson-Dalton lessons are explained

in DCI 2 by the teacher’s opinion that learnerseéhav

better possibility to develop their speaking skillsnon-Dalton lessons. Even
though it seems very "non-Dalton” like, direct dieess addressed to individual
students demand direct answers — and | reallyhgeanswers. (Because | like to
open lessons with small-talk activities) In Dallessons it may happen, that the
pupil does not speak at all — for example, if heasking alone.
The teacher also says that he feels responsiblexfgaining grammar to learners and
lacks appropriate set of materials that would allearners to learn from them by

themselves. He sees himself as a “teaching guides’ @xplains things in non-Dalton
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lessons. For explaining and teaching new topic, éeample grammar, whole-class
teaching which is used most often in non-Daltorsdes is suitable. The fact that
grammar is mostly taught in non-Dalton lessonaugpsrted by the DCI 1 results that
reveal that 49,6% time of non-Dalton lessons isotl¥ to activities focused on
grammar.

Even thought the teacher feels responsible fahieag grammar he suggests that
grammar is not everything and that it plays a mirae in everyday communication
(DCI 2). His opinion supports the fact from DCltlgat the aim of teaching/learning
English is not the ability to create grammaticatlyrrect structures but the ability to
communicate. Grammar is perceived as one of this pAlcommunicative competence
that needs to be acquired. There are stated diffsteategies how to develop learners’
communicative competence in DCI 3. One of the agjias is to teach learners how to
defend and support their opinions by suitable amnts) to listen and to respect other
people’s opinionsLearners are taught to use English actively in ey real-life
situations.

To conclude, conditions based on the Dalton priesiare more convenient for
practicing skills than subskills. In Dalton lesspisarners work most of the time
independently of the teacher which is not very ahlé for explaining subskills,
especially grammar because it is difficult to gasyul there is a lack of material that
would allow learners to learn from them by themeslvThe teacher is in a role of a
“teaching guide” and explains in non-Dalton lessohkerefore conditions in non-
Dalton lessons are more suitable for teaching slikskost of the time activities
focused on subskills as grammar and vocabulary fd&ee in non-Dalton lessons.
Whereas, activities focused on skills such as spgakwriting and reading are
implemented in Dalton lessons. Learners learn miffeskills and subskills in Dalton
and non-Dalton lessons therefore it is vital to bs¢h types of lessons in order to

develop all aspects of communicative competence.

6.6.5. Communicative competence — development of threts par

The results of DCI 1 (figure 1) reveal that mosttloé time of the non-Dalton
lesson is devoted to the development of linguistimpetence. On the other side, most
of the time of the Dalton lesson is used for theettspment of pragmatic competence.

Linguistic competence concerns mostly subskills pragmatic competence involves
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mostly skills thus these results correspond witults from DCI (figure 2 and 3). The
explanation of findings is depicted in the previchapter 6.6.4..

The significance of the development of sociolingaisompetence can be found
in DCI 3. It is stated that learners need to beraved the importance of good manners
while communicating with English people. Therefdrées necessary to acquire certain
grammatical structures to be able to express diftedegree of politeness. Learners also
need to learner about different traditions and amst of foreign countries and their
inhabitants. They need to practice the use of Bhgh everyday situations. (DCI 3).

According to DCI 1, sociolinguistic competence i®rm often developed in
Dalton lessons than in non-Dalton lessons. Thelteesan be explained by different
conditions in different types of lessons. The tesmathescribes the situation in Dalton

lessons in DCI 2 in the following way:

You can see several patterns of everyday world,revipeople are trying to
communicate in any possible way to "check out"\aegitask. So | guess the
learning environment of a Dalton lesson is moral“tiée" one, and that leads to
conclusion that people develop their communicatbampetence not only
through the means of communication within e.g. peration, but also when
using other-than-textbook materials.
In other words, the Dalton principle of cooperatidreedom (to use various study
material) and real-life environment in Dalton lassareates more suitable conditions
for the development of sociolinguistic competence.

To conclude, the conditions in non-Dalton lessares more appropriate for the
development of linguistic competence whereas theditions in Dalton lessons are
more convenient for the development of pragmatid aaciolinguistic competence.
Especially the Dalton principle of cooperation aedl-life activities in Dalton lessons

help to develop sociolinguistic competence.
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7. Conclusion of the practical part

The aim of the small scale research was to cartyaocomparative study of
Dalton and non-Dalton lessons in order to answen fquestions related to the
development of learner autonomy and communicatiompetence in ELT. These
questions are stated in chapter 6.1.. The theatdiasis for the research was provided
in the theoretical part of the thesis.

The first two questions are concerned with suitgbdf conditions in relation to
the development of learner autonomy in ELT in Dallessons. The first question
focuses on the use of convenient organisationah fand the second question aims at
the appropriateness of the role of teacher. Theareh results prove that the teacher
was not in a dominant role; usually used individwalrk, pair or group work; and
always used the delayed attention principle andgasgents in Dalton lessons. The
learners were enabled to be active, to cooperatetarnwork independently of the
teacher. On the contrary, the teacher was mostigirtint and he used neither the
delayed attention principle nor assignments in Dafton lessons. He also used whole-
class teaching in non-Dalton lessons more often thdalton ones. Thus the learners
were less active, had fewer opportunities to coaeeand to work independently in
non-Dalton lessons. Therefore the conditions fer development of learner autonomy
in ELT in relation to the role of teacher and orgational form are more suitable in
Dalton lessons than in non-Dalton ones.

The last two questions are related to the devedmprnof communicative
competence in ELT. The results of the researchatethat linguistic competence and
language subskills, especially grammar and vocapale developed most of the time
of non-Dalton lessons. Whereas, most of the timBaifon lessons is focused on the
development of language skills, pragmatic competera sociolinguistic competence.
The explanation of this outcome may be the differmnditions in Dalton and non-
Dalton lessons. Dalton principles of independennd aooperation; less dominant
teacher role; and the use of other organisatiarai$ but whole-class teaching provide
suitable conditions for the development of langusighs, pragmatic and sociolinguistic
competence in Dalton lessons. On the contrary, ndmminant teacher role of a
“teaching guide” and whole-class teaching are mawavenient conditions for the

development of linguistic competence and langudgks,sespecially grammar. It is
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necessary to develop all aspects of communicatwepetence therefore it is important
to include them in both types of lessons or to empnt both types of lessons in the
educational process.

In addition to the above presented results condewith the development of
learner autonomy and communicative competence in; Ehe research also revealed
that the Dalton plan enables teachers to work lginners individually, to differentiate
and to stimulate cooperation. It is possible maibbcause of the use of suitable
organisation forms and Dalton assignments.

Nevertheless, this small scale research worked hmitited amount of data and
concerned only one teacher thus it should not bd te general conclusions.
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V. Conclusion

The purpose of this thesis was to analyse and prrése Dalton plan, and its
positive influence on learners’ learning, particlylaon the development of learner
autonomy and communicative competence in ELT. Tieveas to prove the positive
influence of the Dalton plan on the theoreticaledl as on the practical one therefore
this paper can be divided into two interrelatedgaractical and theoretical part.

The fist part contains theoretical chapters deahty the following topics: the
Dalton plan and its principles, learner autonomgt aommunicative competence. This
part offers arguments supporting the fact that hHiesc according to the Dalton
principles positively influences the development d&tarner autonomy and
communicative competence in ELT. The focus is anrtile of teacher, organisational
forms, language skills and language subskills. Pl serves as a theoretical basis for
the practical part.

The second part of this thesis is practical andains the description of a small-
scale research and its findings. The aim of the&ctcal section is to prove what was
suggested in the practical part — the positiveugrice of the Dalton plan on the
development of learner autonomy and communicativepetence in ELT in relation to
the role of teacher, organisational forms, languskils and language subskills. In
order to do so, the comparative study of Dalton mmal-Dalton lessons was carried out.
The research results proved the theoretical badkgkdrue. It was revealed that the
conditions are more suitable for the developmenéamer autonomy in Dalton lessons
than in non-Dalton ones. It is due to the use efgpecific Dalton technique of delayed
attention, Dalton assignments, suitable organisatitorm and a less dominant teacher
role. The conditions in the Dalton lessons alsolarpthe results showing that the
development of pragmatic competence, sociolingusdimpetence and language skills
takes place mostly in Dalton lessons; whereas ¢hreldpment of linguistic competence
and language subskills is implemented in non-Dakssons. It was also found out that
the Dalton plan provides teachers with the possgibilb differentiate and enables
learners to develop cooperation.

It is necessary to be aware that there are moreorgaanfluencing the
development of learner autonomy and communicatrepetence in ELT in Dalton as

well as in non-Dalton lessons. The comparative sasgy worked with limited amount
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of data and the results should not be generaliBeds this thesis presents only limited
insight into the problematic. Nevertheless, in mpyn@n, this thesis provides a valuable
insight into the implementation of the Dalton pianELT, especially in relation to the
development of learner autonomy and communicathrepetence. It may be used as a
basis for further researches since there have aeh lWone many concerning this
problematic.
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V. Resumeé

V nedavné dobdoslo vCeské republice ke znam, které se tykaji organizace,
struktury a obsahuweského vz&lavaciho systému. Cilem vd@dvani jiz neni zisk
encyklopedickych znalosti, ale uteai a postupné rozvijeni &tivych kompetenci,
které jsou orientovany zejména na situace blizkétdia praktickému jednani. Jinymi
slovy, orientace je vice na osobni dovednosti reesumu poznatk Z toho hlediska
muze byt Daltonsky plan vyraznou inspiraci. | kdyz Qaltonsky plan mnohymi
ozna&ovan jako alternativni nebo inovativni tgob vyuky, jeho pedagogicky a
didakticky rdmec nabizi prostor k rozvoji ddvych kompetenci a napni cila
vzklavani. Tato diplomova prace s nazvBaltonsky plan ve vyuce anglického jazyka:
role witele a role Zakase zabyva Daltonskym planem a tim, jaékeni dle daltonskych
principi ovliviiuje rozvoj Zakovy autonomie a komunikativni kompet @i vyuce

anglického jazyka.

Tato diplomova prace je roZeéna do dvowasti: praktické a teoretické. Tyto
¢asti jsou uzce propojeny. Teoreticka sekce inéoimponenty, které shrnuji s¢astnée
poznatky o Daltonském planu, autonomii Zaka a kakafivni kompetenci. Jsou zde
také uvedeny teoretické argumenty, Ze Daltonsky pdazitivré ovliviiuje rozvoj
Zakovy autonomie a komunikativni kompetengevguce anglického jazyka. Prakticka
cast je ¥novana vyzkumu, jehoz cilem bylo potvrzeni teoke&ti€asti, tj. pozitivniho
vlivu Daltonského planu na rozvoj Zakovy autonoraikomunikativni kompetence

v hodinach anglického jazyka.

Prvni dil teoretick&asti se zabyva Daltonskym planem, jeho vznikempjgm
a fremi zakladnimi principy svoboda (zodgowost), samostatnost a spoluprace. Je zde
popsano jak se vySe uvedené principy uiplgta projevuji ve vyuce. Princip svobody
(zodpowdnosti) dava zakn volnost vylgru ukoli, pomicek, organizénich forem
vyuky, atd., ale takéini zaky zodpowdné za proces i vysledek jejiclkani. Princip
samostatnosti a pouzivani daltonskych ukolovychi lismoziuje individualizaci a
diferenciaci. Zaci pracuji samostatmebo spolupracuji s ostatnimi zakycitel méa
tudiz moznost individuathse ¥novat zakm, ktei opravdu pakebuji jeho pomoc.

Volitelné a extra ukoly v daltonskych ukolovychtéish umo#uji casovou a aravovou
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diferenciaci. S uplatmim principu samostatnosti a spoluprace Uzce sbpagzivani
specifické daltonské techniky principu odloZzené quomsti. OdloZzena pozornost
Znamena, ze zaci sehem samostatné prace musi spolehnout sami naldeéiba. jim
po ugitou dobu neni k dispozici, paide jim pozdji. Pokud potebuji pomoc, mohou
pozadat spoluzadka. OdloZzend pozornost pomahaintakozvijet samostatnost,

autonomii a dit se spolupracovat s ostatnimi.

Druha kapitola této prace se€nuje vzniku Daltonského planu a jeho vyvoiji
v Ceské republice i v zahratii Daltonsky plan byl zalozen Helenou Parkhurstovou
kterd ho pouzila jakoreSeni didakticko-organizaiho problému, ktery sgéval
v pfitomnosti Zak razného ¥ku a drove vjedné ftidé. Daltonsky plan byl
pojmenovan podle mista vzniku, podl¢sta Dalton ve Spojenych statech americkych.
V souwsasné dob je nejvice rozéen v Holandsku a Ceské republice. Byly zalozeny
organizace Dalton International a Asocigeskych daltonskych Skol, jejichZ cilem je
vyména zkuSenosti a poznaétkspoluprace a propagace Daltonského planu jak na
narodni, tak i na mezinarodni Urovnig&® se tak pedevSim na mezinarodnich
konferencich a vygnnych pobytech, které jsou jgmany ¢mito organizacemi.

DalSi ¢ast teoretické&asti je ¥novana konceptu autonomie Zéka a fakigr
které ovliviwji jeji rozvoj @i vyuce anglického jazyka. Zvlastni pozornost jéena
ucebnim strategiim, roliditele, organizénim formam a vlivu Daltonského planu. Jsou
piedstaveny itzné koncepty role ditele a organizénich forem. V praktické sekci je
nasledg pouzita kategorizace rolicitele podle Harmera. Jeho koncept je zalozen na
mife Witelovy dominance, ktera vyznamnovliviiuje rozvoj zakovy autonomie.
RozliSeni organizmich forem podle Richardse a Lockharta je pouzifmraktickém
oddilu prace, protoZze nejvice odpovidalo orgamira formam, které byly pouzity ve
zkoumanych hodinach.

V neposlednifadk je zkouman vliv Daltonského planu na rozvoj Zzakovy
autonomie, zvlast pak v souvislosti sroli ditele, kterou ditel zaujima a
s organizanimi formami vyuky, které jsou pouzivany v daltk@és vywovani. Je

argumentovano, zetitel velmi ¢casto zaujima nedominantni role a obvykle pouziva ji
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organiz&ni formy vyuky nez frontalni. Zmém je také pozitivni vliv principu odloZzené
pozornosti. Podminky v daltonskych hodinich jsodizZuwhodné pro rozvoj Zzakovy

autonomie v hodinach anglického jazyka.

Komunikativni kompetenci, jejimu vyvoji a jejimi kgponenty se zabyvaji
posledni kapitoly teoretick&sti. Je zde zachycen vyvoj komunikativni kompetemt
prvni teorie Chomského az po posledni koncept,ykjerzachycen veSpoleéném
evropském referénim ramci pro jazyky Tento posledni koncept nezahrnuje jen
komponenty komunikativni kompetence, ale také d®za tim, co si Zaci pgbuji
osvojit, aby dosahli komunikativni kompetence. Paay je dileZité osvojit si jazykove
dovednosti (Ustni a psany projevieni, a poslech) a jazykové priestky (slovni
zasoba, mluvnice, vyslovnost a psana podoba). @aotlivodu jecast teoretick€asti
prace ¥novana&mto jazykovym dovednostem a prastkim. Je také zkouman vliv a
vhodnost podminek daltonského ¥guani na rozvoj komunikativni kompetence. Pro
Ucel této prace je pouzit koncept &poleného evropskeho referé@miho ramce pro

jazyky

Praktick4 ¢ast je ¥novana popisu jednotlivych fazi vyzkumu, prezentaci
interpretaci a evaluaci dat. Cilem vyzkumu bylst#jizda ma vyuka podle daltonskych
principi kladny vliv na rozvoj Zzakovy autonomie a komunikai kompetence
v hodinach anglického jazyka. Byla provedena kompani studie daltonskych a
nedaltonskych hodin anglického jazyka. Tato stumila realizovana veréch tidach
Brnénské daltonské zakladni Skoly. VSechny hodiny lglsny stejnym titelem.

Ke skEru dat byly pouzity metody: strukturované pozordyahloubkovy
rozhovor a analyza Skolniho évaciho programu zkoumané Skoly. Vhodnost
zdznamovych arc¢huréenych pro zdznam pozorovani byla odzkousSena wnpili@izi
vyzkumu. Tyto archy byly po pibné Upra¥ pouzity v dalSi fazi vyzkumu k ziskani a
naslednému porovnani pebnych dat v daltonskych i nedaltonskych hodindeta
dotvaeni komplexnosti situace byl proveden rozhovotitelem, ktery byl zaréren na
jeho nazory, postoje aidody k jeho chovani a konani.
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Nasledujici kapitola praktickéasti se ¥nuje prezentaci ziskanych dat. Data
ziskana pozorovanim, rozhovorem a analyzou Skoln#wlavaciho programu jsou
v dalSi kapitole integrovana, interpretovana a wwshna. Vysledky provedeného
vyzkumu prokazuji, Ze vyuka v daltonskych hodingebdporuje rozvoj Zakovi
autonomie a jeho komunikativni kompetence viceuyeika v nedaltonskych hodinach.
Takeé bylo zji&no, Ze vyuka dle daltonskych pringipodporuje spolupraci a umaie

individualizaci a diferenciaci.

Daltonské hodiny jsou vhodj$i pro rozvoj Zakovi autonomie, protoZzéital je
v nedominantni roli a pouZzivd vhodné orgatidaformy vyuky. Zaci pracuji
samostath nebo spolupracuji mezi sebou, coZz vede k zvySejch) aktivity a
zodpowdnosti, a zmensSeni jejich zavislosti nateli. Vyraznou pozitivni roli ma také

princip odloZené pozornosti a pouzivani daltonskijlkbiovych listi.

Vyzkum prokazal, Ze daltonské hodiny jsou vh&dinpro rozvoj jazykovych
dovednosti, pragmatické a sociolingvistické kompete Naopak, nedaltonské hodiny
jsou vhodwjsi pro rozvoj lingvistické kompetence a jazykovyplostedki, hlavre
mluvnice. Jedenim z faktibrovlivivjici tento vysledek je role ¢itele a vhodnost
organiz&ni formy. Frontalni vytiovani a dominantjSi role Witele je vhodsjsi pro
vyuku jazykovych prosedki, zvlast pak slozité mluvnice. Mé&ndominantni role
ucitele a organizéni formy vyuky podporujici spolupraci jsou vha@ghi pro vyuku
jazykovych dovednostiipdevsiim mluveného projevu. Zaci jsou akijgha maji ¥tsi
moznost pouZivat, tudiz seiuanglicky jazyk.

Je nutné zitaznit, Ze je vice faktér které ovliviuji rozvoj Zakovi autonomie a
komunikativni kompetenceiipadova studie pracovala jen s omezenym mnozstatm d
Proto by vysledky zkoumani néhp byt zobedovany a tato diplomova prace poskytuje
jen limitovany pohled na danou problematiku. Nic#énle mého nazoru, tato
piipadova studie prezentuje cenné informace o tok,Daltonsky planu ovliiuje
rozvoj zakovy autonomie a komunikativni kompetepievyuce anglického jazyka.
ProtoZze v této oblasti nebylo provedeno mnoho ugxk mohla by tato prace a jeji
vysledky byt pouzity jako podklad pro dalSi vyzkumy
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VII. Appendices

Appendix 1.0bservation list for Dalton primary schools (adape®m Rohner Roel)

Observation list for Dalton primary schools (adoptel from Rohner Roel)

Class: Date: Time: Subject:
Teacher: Observer: Dalton/non-Dalton lesson
LEARNERS
++M -] - -
0 work with delayed attention O0O0O0O0O0
o] solve their problems alone or with help
of another pupil O0O0OO0O0
o] work without the direct influence of the
teacher O0O000O
TEACHERS
+++ £ - -

0] prepare lesson situations in which
learners work independently OO0O0OO0O0
o] use the delayed attention OO0O0OO0O0

SPECIFIC DALTON MATERIAL

+H/ - - -
o] a sign for ‘delayed attention’ O0O0OO0O0
o] the use of assignments OO0O0OO0O0
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Appendix 2. Self-designed observation sheet

Observation sheet used in Dalton lesson/non-Daltdesson

Class: Date: Time: SubjecEnglish Teacher: Observer:
TIME ACTIVITY ORGANISATIONAL FOCUS ON SKILL/ LANGUAGE TEACHER ROLE
FORM SUBSKILL COMPETENCE
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Appendix 3. The interview with the teacher

I=interviewer, T=teacher, Q=question, A=answer

I: Dalton and non-Dalton lessons are taught in ysminool. Who or what decides
how often and what is taught in Dalton lessonsram@Dalton ones?

T: It is solely up to the teacher to decide. Thdt@ais not a “prescriptive”
system that claimsThis is the only way to do.itt is totally vice versa: it gives the
teacher an opportunity to analyze the topic fromious perspectives; it invites the
teacher to become responsible for structuring thieaulum, lessons etc. You just have
to respect the basic principles.

However, there is one agreed-upon principle thastnod the teachers try to
follow. If the subject is given one lesson a weekhe schedule, the teacher is supposed
to teach at least one “Dalton” lesson a month. &ibjwith more lessons allocated
divide the time proportionally.

I: Do you teach differently in Dalton and non-Daltéessons? (e.g.: keeping
Dalton principles)

T: | try not to. Using words of Helen ParkhurB&lton is no method, it is an
influence And to influence, your strategies have to be iooius. If you, for example,
have totally different atmosphere in Dalton and-D@atton lesson, the pupils will be
curious about it. And | cannot imagine any way kplain the difference: it's either
teaching in a safe, challenging environment, or Yiou can apply very similar equation
to the rest of the principles as well.

I: Why do you use delayed attention?

T. There are many reasons. As | conclude in myet@ghblished e-book on
inviting pupils to work independently, it is impdsie to teach responsibility without
offering one. A pupil must experience a feelingbefng responsible. If you guide the
class as a whole, you will always have some pwglls are unable to cope with the set
pace: they are either too fast, or too slow.

Another reason is to allow pupils to seek coundsévehere than with the
teacher. When you introduce the idea of delayezhtaitin for the first time, there are at
least 3 — 4 students who keep coming for help ta Yois their mind-set. The task of

-74 -



delayed attention is to re-do the mind-set in a Wet they learn to e.g. re-read the
instructions, ask their peers, consult study malegtc.

Working with peers develops better co-operation #nk it helps to create
friendlier atmosphere. Answering a peer, it for¢ks student to re-think what he
already knows in a way that he will be able to kedicAnd we get to a vast range of
skills that are considered vital for this centisych as presentation, speaking etc.

I: Are you aware of the different roles you haveDalton and non-Dalton
lessons? (dominant x less-dominant). Can you axplddy you are more dominant in
non-Dalton lessons?

T: More or less. Being a “Dalton-teacher” is a raatif mind-set: either you are
able and willing to sacrifice your dominance totbetlevelopment of pupils’ skills, or
you are not. So it is sometimes very difficult ting specific attitudes which | do not
use, for example, in Dalton lessons. The topicashihance in the Dalton lesson is very
much alike as in non-Dalton lessons. The differa@adeasically in the “know-what-to-
do” basis: with Dalton assignment, all the pupit®w what is ahead of them, what kind
of activities they are going to do etc. In non-Daltlesson, they do not know what
specific activities follow one another.

But when | think in terms of my activity, | am alpeg guide more in the
Dalton — because everybody knows exactly what toadol created the activities,
whereas in non-Dalton | am something like teaclgogle.

I: You use frontal teaching more often in non-Daltessons. Can you think of
any reasons why you do so?

T: In English, I use the Dalton lessons for pranga skill (like reading, talking
etc.) In non-Dalton lesson | explain the stuff Bose students who “get it” can work
independently without me in Dalton lessons, whileelp those who do not understand
it. Meaning | help with specific cases of misundansling — and individually.

I: Why do you give pupils chance to decide whetioework individually or in
pairs or groups?

T: Well, and why not? Everybody has right to “neef fine” that day, so it is up
to them whether they would collaborate or not. ififedent set of activities, | define to
work in pairs and in pairs only, in others studdrdse to cooperate. It is just a point of

“accurateness” for the topic.
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And if you imagine real-life, nobody can force atult to cooperate fruitfully if
he is unwilling to. So, why create an artificial ke@nvironment?

I: Do you think that pupils have more opportunities develop their
independence, self-reliance and autonomy in Dattomon-Dalton lessons? Why do
you think so? (Use of delayed attention, teachler, mrganisational form..)

T: It depends on what you define Dalton-lessoro ldd of “non-Dalton” lessons
that are totally different from what other teachemuld call “common” lesson. In terms
of our school (and my style) when pupils get acdedctivities to work on (called “the
Dalton” commonly), they have more opportunity tovelep their skills. They know
what to do, they know when to finish and it's ughem if they need me or not.

On the other hand, | am finishing a project in Qeelese days when the
students did a lot more independent work than iftdba(because of almost real-life
experience), they had to cooperate to create résuttot only their own, small group,
but as a matter of fact, their “hard-work” influenatcthe result of the work of the whole
eighth grade (meaning approximately 50 studentsjl Adid not call the set of lessons
Dalton lessons, because | did not want to revealstbps of creating the final result. |
kept them in the dark to motivate them: | wanteeihiho feel curious;Okay, we have
it. Now, what's coming next? What are we goingdowth it?”

I: You use activities focused on skills (especiatly speaking, reading and
writing) in Dalton lessons and activities focused subskills (especially grammar) in
non-Dalton lessons. Can you think of any reasong yeli do so?

T: The real life is not about grammar. You don’'v@do speak proper grammar,
the real-life is more like “Communicate, or perisiso | try to introduce activities that
seem to simulate “real-life” experience; e.g. d@eletrrives to your company and you
have to deal with it. There is no teacher, justl@ernet-dictionary. Or you meet
colleagues at a water dispenser and chat. Etc. Br@nperspective, the grammar plays
a minor role in everyday communication.

On the other hand, 1 still feel responsible for lakpng the problem (which a
grammar definitely is) to students, because | lagfropriate set of materials that will
allow pupils to learn from them (to contrast, ineCka and other subjects | teach, like
Media & Communication, | very often introduce tdgahew topics in Dalton lessons

and use non-Dalton lessons to correct misundersigsiyl But | feel English grammar
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is more difficult to grasp. However, once | explatinl usually use students that get
from my “lecture” to explain it to their peers. Yiog learners use a language and
examples that differ from we adults use. Let therarislate” it into their language and

help the rest.

I: Do you think that pupils have better conditioas more opportunities to
develop their communicative competence in Daltonan-Dalton lessons?

T: If 1 think of it more closely, | think they havieetter possibility to develop
their speakingskills in non-Dalton lessons. Even though it seems "non-Dalton”
like, direct questions addressed to individual stiisl demand direct answers — and |
really get the answers. (Because | like to opesoles with small-talk activities) In
Dalton lessons it may happen, that the pupil de¢speak at all — for example, if he is
working alone. So it is up to the teacher to manitee class and adjust the situation.
But communication competence is not only speakswjfi It covers all other areas such
as expressing ideas clearly both in writing or &pen understanding different types of
text, using communication technologies or “creatilgtions” through communication.
For such activities, the Dalton lesson seems tmtwe suitable. The pupils can do what
they like - if they work on the assignment. Scsitvary often that the class breaks into
groups and in those groups pupils discuss not thrdymaterial, but also many other
topics. Unfortunately, some of the discussionsrareheld in English. As a teacher, |
am aware of it. But if you take a close look, y@n see several patterns of everyday
world, where people are trying to communicate iy possible way to "check out" a
given task. So | guess the learning environmerd &falton lesson is more "real-life"
one, and that leads to conclusion that people dpvisleir communicative competence
not only through the means of communication withig. co-operation, but also when

using other-than-textbook materials.
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Appendix 4. The school educational programme otahget school.
Charakteristika Skolniho vzdélavaciho programu
Pojeti Skolniho vzdlavaciho programu
Uvod
V dnesni dob je velmi €zké pgedpowdét, jaké pracovni umishi ceka
naSe zaky v budoucnosti. Proto se snazime vést Z&8e k celozivotnimu
vzklavani. Informani revoluce, kterou prochazi vyda zapadni civilizace,
vede také k vyrazné prame zpisobu prace s informacemi. Namisto budovani
rozsahlych encyklopedickych znalosti nastupuje kadd dovednosti, které
jsou nezbytné pro zZivatlovéka v 21. stoleti. Moderni trend evropské Skoly
vede od Skoly transmisivniho typu, kdy jsou veSkaférmace Zzakm pouze
predavany titeli, ke Skole konstruktivniho typu, v niz si Zaa spoluprace
mezi sebou aditeli konstruuji své vlastniddomosti.
Zakladem program jsou namityii pilite vzdlavani, které podporuje
mezinarodni organizace UNESCO:

v udit se poznavat— budovat si zakladniredpoklady pro usfEnou
komunikaci, otvirat seiznym oblastem poznani,

v udit se jednat- to, co se Zak n&iy musi byt pouzitelné v praxi = profesni
piiprava se sousdi na univerzalni dovednosttidlexibilit &,
neotelému a inovativnimu mysleni,

v uéit se Zit mezi lidmi— umet aspSné komunikovat, spolupracovat a
respektovat odliSnosti kazdébloveka,

v udit se byt— ungt stanovit si zivotni priority, byt zodpéuny sam za sebe
a své jednani a tim také za okolndtsv

Skolni vzalavaci program vychdazi z vice nez desetileté zkugtes praci
pomoci daltonskych metod. Zawéd daltonskych metod od roku 1994
nastartovalo inovai proces, v jehoZ pbéhu jsme hledali a stale hledame
nejoptimalrjSi zpisoby, jak usnadnit a Zipemnit zakim vzdilavani. Program
vychazi z koncepce RVP pro zakladni &agani a navazuje na inaywrd
snahy, neb zasady, které RVP redklada, na naSi Skole v podstat
aplikujeme. Skolni vz#lavaci program je neuzieny, stale se vyvijeci
dokument, ktery bude neustale inovovan na za&kgighominek zak, rodica,

pedagog i pracovnik Ceské Skolni inspekce.
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Skolni devatero

Zakladni kdmen Skolniho programu tvBEVATERO zéasad Skolniho

vzdélavaciho programu.

DEVET ZASAD

v samostatnost

v zodpovdnost a svoboda
v spoluprace
vindividudlni gistup

v komunikace

v tolerance

v tvorivost

vvédomi kultury

Samostatnost
Nech n¥ délat a ja pochopim.

Porozundt znamena zazit a vyzkouSet Shazime se umoznit 2&k, aby
si probirané téma sami zpracovali, vyzkouSeli ilzé&nazime se Zaky vybavit
znalostmi a dovednostmi, které jéigsavi pro samostatn&esSeni problérin
Ucitel se vzdava wdéiho postaveni, ustupuje do pozadi a svou ,nadvladu”
predava zakm. Kdyz mize zak pracovat na ukolu samélomim, Ze vieSeni
ukolu je jeho vlastnim Uugphem, vyraz# se posili jeho motivace. Samostatné
studovani neni memorovani, aléemysleni a snaha pochopit a poroZym
nejenom zapamatovat si. P&mv nas totiz mize vzbudit dojem, Ze vime,

tiebaZe ubec nechapeme.

Svoboda a zodpo#dnost

o, ww

Davéiruj mi, budu i ja tole.

Pojem svobody vnimé dnesni doba velmi mnoh&heSvoboda v pojeti
nasi Skoly se r@&i heslem ,dlam si, co chci.* Mluvime o ,svobed
s hranicemi®, kterou realizujeme rg@avanim zodpa@dnosti Zzakovi.
Zodpowdnost vede k Uplné praire vztahu mezi &itelem a Zakem: namisto
vSewdouciho znalce odpeédi prichazi rezisér, ktery zorganizuje praci, zada
Zakovi terminy, vybavi Zéka vSemi palbnymi materialy, poskytne Zakovi
napowdu a pomoc tak, aby mohl zak gswe sve roli. Zalezi pak pinna

Zakovi samotném, nakolik se mu pédpiedstaveni“ zrealizovat.
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Spoluprace
Kazdy kaminek v mozaice jailéZity.

Na naSi Skole povaZzujeme zakyitele i rodce za partnery, ke se
spolupraci vzajemin obohacuji. Partite se nepomlouvaji, ale domlouvaiji,
partnéi se respektuji a spale¢ planuji. Ri neshodach spateé hledaji
kompromisnireSeni.

V hodinach zakm umoziujeme zvyknout si na tymovou praci, ktera
mnohé z nichieka v jejich profesnim zivét UCi se spolupracovat ni@seni
daného ukolu, podilet se na wyiteai pravidel prace vtymu a na uteai
piijemné atmosféry. Spolupraci neomezujeme jen nakwywskola UGzce

spolupracuje s vztBvacimi institucemi u nas i v zahrani
Individualni p Fistup
Kazdy je v é¢em dobry, ne@gZsi je poznat ¥em.

Individualni gistup ndm umaiuje wnovat se vSem Zékn podle jejich
schopnosti. fenese-li ditel zodpowdnost na Zzaka a ustoupi do pozattidm
vyucovani, ziska dostatek prostorucasu, aby se mohl énovat Zakm
talentovanym i méhtalentovanym, hledat jejich silné a slabé straalykazat
kazdému zZakovi, jak svychrgdnosti vyuzit. Zarovese snazime ,neublizovat
pomahanim“ — u #ili§ velké pomoci a ,vedeni za ruku® hrozi lacin@jmani

nazon, zkusenosti a znalosti, namisto toho, aby siytakhiodnoty tvail sam.
Komunikace
Chceme Skolu, kde setil neboji zeptat

Snazime se, aby se Zaci nachazeli vietedm a bezgaém prostedi, kde
mohou prezentovat, obhajit vlastni nazor, dgtage mluvit na v#ejnosti a
kultivovane argumentovat vlastnimi slovy. ¢une je, aby se n&ili
vyslechnout a respektovat nazor druhého a neb@tesgerg hovait o svych
pocitech bez nebezfie Ze bude jejich nazor zesfiovan. Komunikaci
neomezujeme jen na vztabitele a Zaka. Chapeme, Ze pro dobry chod Skoly je

nepostradatelna i komunikace s k@i Sirokou véejnosti.
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Tolerance

Snazime se vdlech @stovat postoje a dovednosti, které Zzaky ahau
domlouvat se s druhymigkoli maji jiny nazor, jsou jiné narodnosti nebo se
liSi v né¢em jiném. Chceme, aby se Zaci &éililpredchazet nedorozumim a
konfliktim, a pokud tyto vzniknou, snazime s#i glybavit dovednostmi, jak je
reSit. LEime dti nebat se odliSnosti a nesoudit podle prvnihandiojChceme,
aby Zaci byli citlivi, vnimavi a tolerantni k odidstem, aby se nenechali svést

k jednani na zéakladstereotyfi v mysleni a jednani.
Pratelské prostedi
Ve stresu se neda tiib.

Toleranci a otetenou komunikaci se snazime wyivtana Skole pirozené
pratelské prosedi, které napomaha Zak k osobnimu rozvoji. itelské
prostedi vybizi Zaky k stale vysSim vykiom, ale bez stresu, strachu a odporu.
Snazime se, aby se Zaci @ifiluocenovat praci a chovani sebe i druhych.
S prételskou atmosférou jde ruku v ruce také chapamypachrana zdravi, a
to jak svého, tak druhych. Dobré vztahyiaéta jsou také zakladem prevence

socialre—patologickych jeu.
Tvorivost
Ptej se ,,Co kdyby...?"

Tvorivost a schopnost neetého mysSleni je zaklinadlem @&Spého
profesniho Zivota. Tuivost vnimame také jako dovednost, kterou je mozno
vhodré zvolenymi aktivitami rozvijet. Snazime se Zzaky wvéiie novym
podrétum, divat se na problémy #zanych pohled, zvazovat iizné zggisoby
ieSeni problému. Diky iptelské atmosfé nemaji Z&ci strach péld se o
originalni napady, které se na prvni pohled moldat #eba zteStné.

Védomi kultury
Ptej se PR@?

Souwasna doba zavaluje mysleni #dkodnotami fizné kvality. Chceme,
aby Zaci ziskali posdomi o historické a kulturni tradici nejeteského

prostedi, ale aby si wdomovali vztahy mezitznymi, nejen evropskymi
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kulturami, aby se orientovali v kultuwrpluralitnim sété a chapali ddictvi

raznych kultur jako prostor pro dialog a vzajemné odmeni.

Jak realizujeme daltonské zasady?
,D Five student chodil do Skoly, ktera mu stale &o vnucovala.
Dnes chodi do Skoly, aby uspokojil firozenou potrebu vlastniho
rozvoje.”

Helena Parkhurstova

Z&kladni principy Daltonu — zodpé&dnost/svoboda, samostatnost a
spoluprace vedou zaka k tomu, aby se stal aktivitiastnikem vychow#
vzklavaciho procesu. Umaagji vytvorit atmosféru podporujici iniciativu,
vyzyvaji k neotelému mySleni a vyt¥é pocit z vnitni svobody a radost
z tvarci prace. Cilem je dovést zaky k tomu, aby sélghtcéit, a uvdomili si,
jako roli v Zivot bude hrat zodpaadnost.

Daltonsky plan jako jedna z aktualnich forem inoxdho vywovani je
neustale aktudlni, ale s@sné také neni nikdy definitign uzavenym
systémem vz#lavani: jeho koncepce neustale oiiliyi aktualnimi znénami ve
spolg&nosti Pedagogicky a didakticky rozm Daltonu nabizi prostor na
rozvijeni kltovych kompetenci. NaSe Skola netigt¢ daltonskou Skolou v
.americkém* pojeti Parkhurstove,étéina Witela vSak vyuku pipravuje
v duchu zasad Heleny Parkhurstové. V hodinach vedeiky ke spolupraci a
nezavislosti na diteli a k zodpo¢dnému pistupu k préci. Vedle hodin
s daltonskymi prvky probihaji také tzv. dalto®p je to ,dalton“?

Podle toho, zda je téma vhodnéippravujeme obsah vEvacich obal
ve forme tzv. daltonskych Ukal (neboli daltoid), které slouzi ve vSech fazich
vyuky, tedy od opakovani a pro¢evani znaméhodiva aZz po studium diva
noveého. Kazdy ukol je rozten do ti ¢asti.

v Cast povinna- obsahuije ukoly, které&itel povaZuje za zékladni pro
zvladnuti daného problému. Zaci jsou povinni spiytib ikoly, oviem
v libovolném padadi a libovolnym zfisobem (tzn. samostatnve
spolupraci se spoluzaky s witelem).

v Cast volitelna - zde se souigdi Ukoly, z nichZ mize 74k vybirat.
Nejcastji se jedna o &ivo, které osnovy specifikuji jako rozsjici.
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Ucitel sem z&adit praci, kterou povazuje za aktualni (haptestu
Zjisti, Ze zaci pdebuji také dodatmé procvéeni problematiky). U
starSich zak secasto se objevuje n#glad esej, izné typy
procvicovani na poitaci nebo studium latky, ktera rogje zakladni
informace.

v Cast extra-ukoli - tato¢ast poskytne Z&kn dostatek prostoru pro
relaxaci a odpéinek. LLitel sem z&azuje i ukoly, které povazuje za
podstatné roz&ni problematiky. Jejich obsah sloukégevsim zakm
s hlubokym zajmem o danou problematiku.

Protoze Zaci od zatku prace znaji vSechny ukoly adv, dokdy je teba

ukol splnit, mohou dkoly plnit v libovolném padi. Diky tomu, Ze nejsou
vazani na titele a ostatni spoluzaky, postupuji kegu vliastnim tempem, ale
souwasre si také neustale hlidaji vlastni rozvrh prace. Rémci kaZzdého
daltonského udkolu (bloku a kazdé hodiny) ma#as vyhrazeny hodnoceni.
Déti se Wi formulovat, co se jim na hodira praci libilo, co se jim nelibilo, jak
se jim ddilo nebo naopak nedito jednotlivé ukoly pinit, a také se pokousi
zhodnotit, jaké Ukoly by jim #la witelka pripravovat, aby byla s@asré
uziteina i zabavna.

Na prvnim stupni pracujeme v tzgtaltonskych blocich jejichz délka je
zavisla na vku zaki. Daltonsky blok mivame jedenkrat aZz dvakrat tdn
podle ¥ku Zaki a typu probiraného nebo opakovanéliovai Na z&atku
bloku zad4 sitel ukoly z iznych gedneta. KdyZz ma zak spkny jednotlivé
ukoly, vyznd&i si na magnetické tabuli jejich dok&ami a niize si dale zvolit
bud’ prichystany ukol navic, nebo sénovat zajmove&innosti.

Pro druhy stupe jsme vytvdili alternativu kratkym daltonskym Gkinin,
dlouhodobé daltonské ukoly. Navazujeme na stadipganiz&ni dovednosti,
které si s sebourmasi Zzaci z prvniho stupnDlouhodobé ukoly &i u¢ivo do
obsahlejSich cetk a daltonsky ukol se vypracovava v ramékolika hodin
jednoho pednmetu. Rozsahlé daltonské Ukolyasto i nactrnact dni, pozaduiji,
aby se zvySil draz kladeny na ifipravu a organizaci prace. Pro usnaudn
prace a sledovani pokroku jednotlivych @aksme vytvdili Daltonské

zaznamniky.

Zpuasob vyuky klade @raz na pé&livou pripravu Witele, ktery zakm zada
Ukoly z riznych oblasti fednmetu nebo pednett. Od teti #idy pracuji Zaci
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bézné s encyklopediemi, dokazi vyhledavat informaceréimak sdli ostatnim
spoluzakm. O motivaci Zak pii tomto zpisobu prace neni nouze. U menSich
Zakh jsou to odminy do ,zaznamreka” (samolepky, razitka), &Si Zaci jsou
odmenovani vhodnou formouipméienou jejich ¥ku. NejwtSi motivaci vSech
je vSak volnyas, ktery ziskaji po spini ukok.

Formou prace na daltonskych Ukolech se snazimeyfrmak nasSim Zakm
dostatek svobody a s@&asré v nich vyvolavame pocit zodpédnosti za
splreni zadané prace.diime je, jak planovat a jak pracovat vlastnim tempem
Déti ¢asto a rady pracuji ve skupinach pouze s pomociuwiaiho a ne za
jejino vedeni, takZze se prohlubuji vzajemnékng vztahy mezi Zaky
i vyucujicim ve tide. Fxi praci se Zaci voka pohybuji po itidé a jsou vedeni
k tomu, aby svym pohybem nerusili ostatni. Navitké&ennoZstvi rozinych
aktivit, které mohou probihat véidé sowasrg, vytvori dostaténé stimulujici
prostedi, které respektuje vyukové navyky vSeeti.dZapojime-li do prace
vSechny dti, zvykame je na tymovou praci, ktera {eka v budoucim
profesnim Zival. Nawi se respektovat jeden druhého, hodnotit svojiiprac
spolupraci s titelem i samostath Déti jsou vedeny k zodp@dnosti za svoji
praci, mizi pasivita, @#stava prostor pro odpmek i praci navic, nejsou
stresovany, je dostatey prostor pro klidnou praci i u pomalejSictitid Diky
piehlednym daltonskym tabulim a zaznandnikvi Wwitel vSe potebné o préaci
déti a jejich zamech. Dosp jsme k zavru, Ze Zaci jsou mnohem

samostat¥Si, zodpo¥drejsi a také ohledupéjsi k solg navzajem.

Aplikovane daltonskeé principy

v Dobre pistupny pracovni material - knihy, mapy ¢pec apod.

v Instruktadz a za&wecny rozhovor, hodnoceni — seznameni se s obsahem
ukold, hledani moznych problé@émpo dokogeni zhodnoceni prace

v Princip odloZzené pozornosti¢ast hodiny pro samostatnou pracizak
kdy se kazdy spoléha sam na selbgaguré na spolupraci zak

v Zasada nerusit jeden druhého - nejvyssi forma ppate

v Dovednost pozadat o pomoc a poskytnout pomoc —+agepeaslovek
nawi, pokud co Wi, aneb: ,Kdyz g¢emu nerozumis, napis na to
skripta.”

v Zodpowdnost za spkni ukoli v daném terminu -fezitost poznat a
prozit uspokojeni z dosazného vysledku, tréninlkekébé a prekonani
nechuti k praci - ,kde jetle, tam je cesta”
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v Ozna&eni vSech spknych ukoti na tabuli nebo v zaznamnikuiina
vizualizace pro titele i Zadka

v Kontrolni test — zgtna vazba o kvaktvykonané prace a dosazenych
vysledcich.

Daltonskaitidni pravidla

Jen jeden mluvi.

Hlas se o slovo.

Zustai u tématu.

NevyruSuj spoluzaky.

Davej \&ci na své misto.

Najdi si partnera pro spolupraci.
Ozna dokortenou praci.
Zkontroluj si svoji praci.

O O O o o o o o

Jestlize Z&ci pracuji samostatci se

- samostaté hledatreSeni,

< pracovat, aniz by se neustale ptditeie,

« navzajem si pomahat,

«  pracovat vlastnim tempem,

- akceptovat vzajemnou pomoc,

- radovat se ze samostatzvladnutého ukolu.

Individualizované vydovani, které vychazi z Bloomovy teorie ,mastery
learning”, potvrzuje, Ze vSichni Zaci stejnéhitw se neti stejrg, dilezité jsou
podminky, v nichz se zZaciiy kdyZ nejsou omezovanidase a pracuji svym
tempem, ziskavaji pbézré zpitnou vazbu o svém postupu a individualni
pomoc i obtiZzich, je u vSech mozné ovladnutéitého souboru poznaika
dovednosti tedy dosaZzeni osobniho maxima. i©t&v vydovani, které
aplikujeme znamena zZmu klimatu Skoly a zahrnuje netradi uspdadani
tiidy, zmenu atmosféryiidy, praci v kruhu, jinou nez traghii organizaci prace,

svobod®i volenou praci, denni a tydenni plany a rozsahpefgekty.
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Vychovné vzdélavaci strategie Skoly

Nasledujici tabulka ukazuje, jak na naSi Skole mapme kltové

kompetence.
Kompetence Jak napiujeme kompetence?
Kompetence k &eni v v uéeni klademe diraz nacteni s porozurnim,

praci s textem, vyhledavani informaci,

v vedeme Zaky k sebehodnoceni {naaltonské

strategii weni a motivovat  tabule, zd&znamniky, Ukolové listy, formigg,

v vedeme Zaky k planovanéeni (nap. daltonské
tabule, zdznamniky, ukolové listy, time-
management v daltonu),

v v prab¢hu 9. r@éniku Zaci zpracovavaji
ro¢nikovou praci, kterou prezentuji na Skolni
konferenci,

v nabizime zakm pristup k fiznym inform&nim
zdrojam (nag. knihovny ve studovnachfigtup
na internet, multimedialnicebnice, navsvy
kulturnich instituci, exkurze),

v pravidelrt paradame tzv. ,projektové dny",

Kompetence kireSeni v Zakim umoziujeme realizovat vlastni napady

(nap. Skolnic¢asopis, webové stranky, projekty,

piiprava Skolnich vylét Skolnich akademii),

podrécovat Zaky v poznatky nefedavame zakn v hotové podoy

snazime se Zékn motivovat netradnimi

problémovymi tlohami z praktického Zivota, aby

logickému uvazovani a zaci sami planovali a hledaliznareSeni a byl
schopni je obhdjit,

v Vv Ukolech smazavame rozdily meztegmety, aby
Z4ci wivo chapali v SirSich souvislostech (tap
volitelné ukoly v daltonskych Ukolechjzné
referaty a prezentace na zvolena témata, vyuzivani
alternativnich vyukovych metod, které vybizi
k zapojovanitiznych gedntta, projektové dny)

v vedeme Zaky k rozvijeni zakladnich
mysSlenkovych operaci (srovnavaridéni,
analyza, syntéza, zohewvani, abstrakce),

v umozZiujeme Zakm rozvijet logické uvazovani,
kritické mySleni (nap prace s texty, aktivizujici
metody weni)

umoznit Z4km osvoijit si

je pro celozivotni &eni

problémi

k tvorivému mysleni,

feSeni problérn

Kompetence v vedeme Z4ky ke vhodné komunikaci se spoluzaky,
s Wwiteli a ostatnimi dosjpymi ve Skole i mimo
Skolu,

v ucime Zaky obhajovat a argumentovat vhodnou

komunikativni
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vést zaky v viestranné

a winné komunikaci

Kompetence socialni a v
personalni .

rozvijet u Zak schopnost

v
spolupracovat a
respektovat préci vlastni av

druhych

Kompetence oltanské v
piipravovat Zaky jako
svobodné a zodpeéuné
osobnosti uplaiujici sva

prava a plnici své

povinnosti
v
v
v
Kompetence pracovni v

poméhat Z&km poznévat
a rozvijet své schopnosti i

Sl 2 v . v
realné moznosti a

uplatiovat ziskané

formou swij vlastni nazor a zarovigposlouchat a
respektovat nazor jinych (namliskuse

v hodinach artdnickych hodinach, prezentace
referdfi a ranikovych praci)

ke komunikaci a informovanosti ve Skole
vyuzivame Skoln¢asopis Husi chrapot a webové
stranky

umoziujeme Zakm vyuzivat fizné informgni a
komunikani prostedky (nap. pcitace, data-
projektory, zgtné projektory, interaktivni tabule)
shazime se Zzaky n&auzakladim kooperace a
tymové prace,

Zakam se snazime co nejvice nabizet moznost
prace ve skupinéch,

vedeme Zaky k tomu, aby byli schopni zaujmout
ve skupir rizné role (nap losovani roli)

pomoci tiznych aktivit ve Skole i mimo Skolu
umoZiujeme Zakm poznavat sebe sama, své
dovednosti a schopnosti a jak jich vyuZit (hap
psychohry, diskuse ighravani roli, akademie)
vedeme Zaky ke respektovani sgate
dohodnutych pravidel chovani, na jejichz
formulaci se sami podileji (nappolé&na tvorba
.Charty tidy")

ucime Zaky se samostétrozhodovat a nést
dusledky za sva rozhodnuti,

ve tidnich kolektivech si Zaci spales stanovuji
pravidla chovani a ty potom dodrzuiji,

vedeme Z4ky kadomi, Ze i svoboda ma hranice,
vedeme Zaky k toleranci a ohleduplnosti k jinym
lidem, jejich kulturdm a duchovnim hodnotam,
ucime je zit spoléné s ostatnimi lidmi (nap
projektovy den ,S¥tova nabozenstvi®)
umoziujeme Zakm ovliviovat dni ve Skole
pomoci ,Poradniho sboru“ sloZzeného ze zastupc
ttid a pedagogickéeho sboru,

rozvijime vnimavost a citlivé vztahy 2ak lidem,
ke svému progedi i k girode

klademe draz na vytveeni giznivého klimatu ve
tiide

vedeme Zaky k schopnostijmout hodnoceni a
vyvodit z reho zavry,

v vedeme Zaky k sebehodnoceni {naaltonské

tabule, zadznamniky, ukolové listy, formidd,
nabizime zakm informani a poradenskou
¢innost v oblasti profesni orientace (hamprace
vychovného poradce, nawga Informa&niho
centra Wadu préace)
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védomosti a dovednosti v snazime se zaky vést k osvojeni si zakladnich
pracovnich dovednosti a navyk

v vyuku dophujeme o praktické exkurze,

v vybérem volitelnych i nepovinnychipdneta
pomahame Z&kn pi profesni orientaci

pii profesni orientaci

Cizi jazyk
vzdélavaci oblast: Jazyk a jazykova komunikace
vyucovaci predmeét: Anglicky jazyk
Charakteristika vy€ovaciho pedmeétu
Casové vymezeni yedmétu
Anglicky jazyk vywtujeme jako samostatnygrmét v celkové dotaci 14 hodin.
6. racnik — 4 hodiny
7. raenik — 4 hodiny
8. raénik — 3 hodiny
9. raénik — 3 hodiny
Obsahové vymezeni fedmétu

Anglicky jazyk je sodasti vzalavaci oblasti Jazyk a jazykova komunikace.
Vyuka anglétiny navazuje naigdntty 1.stupr. Anglicky jazyk vnimame jako
jeden z nejdlezit¢jSich cizich jazyk. Pati mezi zakladni jednaci jazyky
mezinarodnich organizaci, pronika vSak i do kazdode Zivota. S angifinou

se pravideltd setkavame ip praci s pd@itacem a technikou, v hudb

prostednictvim napis na zbozi a v obchodech.

Znalost anglitiny umoziuje kazdému komunikaci a dorozémi v cizich zemich,
zlepSuje hodnotdloveéka na pracovnim trhu a roxdje jeho kulturni obzory.
Smysl vyuky anglického jazyka vidime v jeho pouhivaro komunikaci, nikoli
ve tvaeni gramaticky bezchybnych struktur. Gramatiku \arime pouze jako
jednu z oblasti osvojovani si jazyka. Ve vyuce @rovolime témata
z kazdodenniho Zivota a umageme Zakm, aby s&mito tématy pracovali.

Vzdélavaci obsah

6. rainik — Friends and Family, Clothes, Sports, ShoppiWgather, Animals,
Human Body, At the Doctor’s, At the Restaurant (@&Drink), Entertainment
and Leisure Time

7. raenik — Family, School Subjects, Free Time, Transport

8. ratnik — London & New York, Travelling, Entertainmen§chool, Peer
Relations, Dreams, Famous People, The World of WaiRe

9. raénik — Living in the past, Health and Fitness, Inmagjon, Fame and Fortune,
Working Together, Our World
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Organiza¢ni vymezeni gredmétu

Vyuka anglického jazyka probihaéinych i ve specializovanychcebnach

(studovna, jazykova aebna) vybavenych audiovizualni technikou, ¢ifegi

S @ipojenim na internet, firuéni knihovnou. A interaktivni tabuli. K vyuce
anglického jazyka p#ttaké navava divadelnich fedstaveni v anglickém jazyce,
video a internet.

Vychovné vzdélavaci strategie

Kompetence k &eni

- vedeme Zaka k tomu, aby siégomil vyznam deni se anglickému
jazyku,

- uweime zaka vhodné metody, jak si osvojit cizi jazyk,

- vedeme zaka k pochopeni zakladni struktury jazyka.

Kompetence komunikativni
- vedeme zaky k aktivnimu pouzivani anglického jaaykaZdodennich,
béznych situacich,
- vedeme Zaka k tymové préci, ke komunikaci se spédya
S vyuweujicimi.

Kompetence kKeSeni probléni

- vedeme Zaka k tomu, aby se snazil neulpivat &geor sloviku, ale
snazil se pouzit své jazykové znalosti a dovedikosfiisu vyznamu
slova,

- pii praci s textem vedeme Zaka k pochopeni smys&hodkextu, nikoli
jen k chapani vyznamu jednotlivych slov (dosloviigktad mize zkreslit
vyznam).

Kompetence sociélni a personalni

- vedeme zaka kadomi, Ze ,slusné jednani“ je zakladem komunikace
v anglosaskych zemich (mapodmiovaci zgisoby apod.)

- vedeme Zaka ke spolupraci ve skdpin

- vedeme zaka k upawvani dobrych mezilidskych vztah

Kompetence ofanske

- vedeme zaka k respektovani druhych,
- vedeme Zaka k respektovani tradic a Zvjkych zemi a narad

Kompetence pracovni

- vedeme zaka k aktivni praci se slovnikem, k pouiiu#ernetu a
vhodnych péitatovych program,
- vedeme zaka k tvo#projekii.
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