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Souhrn

Tato bakalarska prace je zamétena na efektivni vyuzivani pochvaly pii vyuce
dospélych. V Givodni ¢asti je nastinén pojem pochvaly ve své zakladni podobé, poté
jsou popsany tfi mozné pfistupy k ni, a to behavioristicky, humanisticky a socialné
konstruktivisticky. Zavérem teoretické c¢asti jsou definovana specifika vékové
skupiny dospélych a jejich dopad na vyuku. Za pomoci metody akéniho vyzkumu,
respektive pozorovani a rozhovori se studenty, je v praktické casti predstaven
vyzkum, jehoz ukolem bylo zjistit, jak pochvala dospélé ovliviiuje a jakym
zpusobem je pouzivana a vnimana. V dalSi kapitole jsou ziskana data analyzovana
tak, aby bylo zjiSténo, jakym zplsobem je potieba do budoucna postupovat pii
uzivani pochvaly. V zavéru prace jsou tedy uvedeny prvky, které individualni
studenty mohou ovlivilovat a kroky, jakymi je tfeba postupovat, aby pochvala pfi

vyuce byla co nejefektivnéjsi.

Abstract

This bachelor paper was aimed at the effective use of praise in teaching
adults. The introductory part focused on defining the term of praise in its elementary
sense together with three different approaches that can be taken account to when
praising and that were behaviorist, humanistic and social-constructivist. The
theoretical part was concluded by defining the age group of adults and its specifics
with a view to teaching. By means of action research and the methods of observation
and interviewing, the practical part introduced research aimed to find out how the
adult students are influenced by praise and in what ways the praise is used and how it
is perceived. The collected data were analysed in order to find out how to use praise
effectively in future. Final part of this paper summarizes the features and steps for

using praise with individual students, which would be the most effective for them.
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1. INTRODUCTION

Praise is integral part of learning and teaching process, as well as of the whole
life of a human being. Praise influences what we do and how we learn from the very
early life but remains quite latent part of the process. This was the first idea behind this
paper and a driving force to bring some of its secrets to the surface. Although it is a
rather abstract topic, it should be possible to give some shape to things that all people
perceive but often do not realize. Praise is a motivational factor and to learn something,
motivation is crucial. Therefore, it is vital to find out what part praise plays in the
process of learning. To be able to do that, it is necessary to have a closer look to how
praise influences people, whether it does or not, whether it motivates them more or less
and consequently, what are the effective ways of praising.

It is obvious that praise is connected to childhood, not only as for little children
everything is new in the world they have come into but also when they start attending
school for the first time and they get in touch with other educators than their parents.
Nevertheless, it might seem that when these human beings leave school, they stop being
educated and more or less, they stop being praised as the more they grow, the less they
are praised. Praise is something what many people forget about on everyday basis and
when they remember, it can change a lot of things, including the attitude towards
something unpleasant. Therefore, this work hypothesizes that praise is important
generally and even more with the adults, who might have lost its impact and pleasure in
their lives.

Nowadays, more and more adults are getting to further education as this era
requires highly skilled personnel. Thus, learning English at latter age is very common
and a lot of people are coming back to notional school desks. Their motives are
different, their experiences and personalities as well, in such sense, they are much more
varied than school children and there comes the praise. Undoubtedly, with different
individuals, the approach to praising them must be similarly different. Hence, after
defining some opinions about praise and its importance, this paper will introduce three
different approaches that are connected to praise and which could be considered when
using praise with adults effectively. After that, some characteristics of the age group of
adults and its teaching specifics will be introduced as the basis for the research.



2. THEORETICAL PART

2.1. DEFINING THE TERMS

To start with defining what praise is, there are different points of view and
understandings of the term. As defined in Macmillan Dictionary, in its most elementary
sense praise is ,,an expression of strong approval or admiration*, if used as a verb, it
gives a comment ,,especially in public.” (2002:1105) As will be later described, this can
take many forms taking individual needs into account and the level of being strong and
public shall be considered as well.

Generally, most people like being praised as it raises their confidence and self-
esteem. When they have enough praise, it can maximize their effort and performance. In
accordance with Maslow’s hierarchy of needs, some might even think that human life
mostly comprises of attempts to achieve praise for their actions. Although some people
might neglect it and feel resentment towards it, the majority likes the feeling of
satisfaction when hearing some form of approval. Therefore, these features will be
discussed together with those aspects that make it counter-productive as in the case of
excessive praise which loses credibility.

Firstly, it can be mentioned that Matéjcek describes how even a child half a year
old smiles and shines as a reaction to the tone of voice, gestures and miming as means
of praising. With gradual evolution, verbal praise is added as children start to
understand the meaning of words. Then it leads to high eagerness, which needs to be
coordinated so they would not start showing off. (2007:78) However, similar features
can be seen with the adults as well, although they, on the contrary, are not probably
used to be shown praise and approval so often, therefore they can rather feel ashamed
due to unexpected and uncommon situation.

It is further declared that ,,praise becomes one of the most effective means of
motivation,” which Maté¢jéek states within the area of raising children. (2007:78)
Nevertheless, this is also necessary within the whole educational process and not only
with children, but also with the adults as they also need to be stimulated, especially with
language learning, as their motives are much more varied than those ones of school
children.

According to Nunan & Lamb, even though they are difficult to define, affective

factors, like praise, are crucial for effective learning. There is a high correlation between



motivation and achievement and ,,the ability to motivate students to learn is a key skill
in every teacher’s repertoire,” although it is ultimately the student who should become
self-motivated. (1996:208-209)

As stated by Chalk & Bizo, previous research has shown that praise influences
the way in which pupils view their intelligence, how they approach tasks and how they
react to failure. Studies have shown that teachers play an important role in praising
pupils and that the level of pupil on-task behaviour increases as teachers increase rates
of praise. The findings from this study suggest that specific praise can make a
significant difference to pupils’ learning. Specific praise is effective because it provides
informative feedback about what the pupils are doing and how they are doing it. This
allows pupils to reflect on their learning and use it to guide future actions. (2004)

There are various ways how to approach praise and its use, therefore to look
closer at them, behaviourist, humanistic and social-constructivist approaches will be

discussed in the following chapters.

2.2. BEHAVIORIST APPROACH
To start with learning theories with which we can approach praise, behaviorism,

belonging to those historically oldest, will come first. Behaviorists give probably the
most cogent arguments in favour of praise and encouragement. As Matéjcek
exemplifies, when people associate something with fun, excitement and joy, they look
forward to it next time and behave in the way to help these positive feelings come again
and if praised, a circle of positive emotions is initiated and can start being prosperous.
(2007:28)

Petty discusses the influence of praise on motivation and self-confidence in the
following way. If there is no reaction, nor praise or too much praise, praising for things
which are not quite right, there is really low motivation. Thorough analysis of
problematic areas, helping how to avoid mistakes and mentioning that there is still a lot
to improve is very demotivating for students under average and leads to giving up their
effort similarly as if there is no reaction or encouragement. If there are some aspects
praised, some criticized, stating that the performance was generally good and that it has
been improving gradually, the motivation raises to the highest level and the progress is
similarly higher as this approach is the most encouraging due to evaluating success and

giving advice on improvement. (2002: 56)



To sum up his idea, as long as students are praised, they are encouraged. If they
feel like not being noticed, they lose interest, but if their success is evaluated and
praised, there is an obvious increase in motivation due to appropriate constructive
critique. However, evaluating by praise and critique but stating that the performance is
average would not be a driver for the future improving performance as well.

Petty further suggests that when students do not experience success to be
evaluated, they will learn nothing. To be praised and feel satisfied, they have to fulfill
some tasks given by teacher so creating opportunities for students to experience success
is dependent on tasks given. Therefore, the aims should be achievable for everyone,
tasks should be divided into parts to provide opportunity to praise every correct step, it
is important to give enough time to finish the task, to praise even part of a success or at
least the effort. (2002: 57)

On the other hand, critique is unavoidable when teaching but it is mostly not
pleasant to people and to make it acceptable, it should be constructive. According to
Petty, it means that it should draw attention to a mistake and explain how to correct it -
then it is taken rather as advice. It should also be rather positive than negative by saying
,»do it like that* instead of ,,don’t do it* and if possible, it should be followed by words
of praise. Finally, he emphasizes that praise is strenghtened by direct eye-contact and a
smile, which makes it personal. (2002: 58)

According to behaviorists, praise is the form of so-called ,positive
reinforcement.” Chalk & Bizo define praise as an expression of approval or positive
reinforcement about behaviour, which involves affirming a correct answer or positive
feedback e.g. “well done”, “nice job.” Specific praise is defined as an expression of
approval which also contextualises behaviour by relating the praise to the actions taken
by the pupil. It involves precisely stating or describing the praised behaviour, for
example “it is clear that your essay was thoroughly researched and provides quality
evidence to support your conclusions”. (2004)

As defined by Skinner, positive reinforcement means that students” success
should be perceived more than failure and evaluation should come as soon as possible
and should be given to all. The forms of such positive reinforcement can be the
following: listening to students with interest, accepting their opinion, giving them

enough time and attention, showing respect to them, expressing trust to them and



satisfaction with their results by smile, facial expressions or generally being interested
in their success sincerely. Such evaluation is given extrinsicly by a teacher but it can be
given by the useful information acquired within the lesson of a particular subject itself,
which is influenced by the teacher secondarily. (Petty, 2002:59) With this Skinnerian
theory, praise is just one of positive aspects of ELT process but these others mentioned
above are to be found in the analysis within the research so they have to be taken into
account as well.

Apart from this, there are also forms of intrinsic evaluation, among which self-
critique and internal praise can be found. As Petty suggests, such forms should be
directed or ,legalised” by a teacher from time to time although they are supposed to
have a great importance. Internal praise is even by some considered as the most
important motivational factor. However, students are often self-critical, usually when
they feel to be slow or worse than others or even when they realize their performance
could be better if they tried harder. (2002:60)

To summarize that, behaviorist approach suggests that people enjoy things, and
consequently learning, as long as it is connected to excitement. This can be achieved by
motivation given initially by praise. Then it is necessary to find a compromise in the
amount of praise given, otherwise it would not be motivating, nor effective. According
to behaviorists, to be able to learn something, praise must be an integral part of ELT
process and to assure this condition, it is essential to find something to be praised at all
times. Finally, praise should be included in positive reinforcement aimed at students,

which involves not merely praise but non-verbal communication too.

2.3. HUMANISTIC APPROACH

One of the innovative approaches connected to praise can be considered as
humanistic. To be able to relate praise to it, it is necessary to introduce basic concepts of
humanism. Stevick (1990) introduces five components included in humanism as
follows:

- feelings that make people feel good and bring enjoyment,

- social relations that encourage friendship and cooperation,

- responsibility in the sense of the importance of need for public criticism

and correction,



- intellect that includes free exercise of the mind, knowledge, reason and

understanding,

- self-actualization that brings one’s deepest qualities and believes that ,,the

pursuit of uniqueness brings about liberation.*

However, he notes that the responsible approach to such humanistic view relies
on reason and logical analysis and uses intuition as a source of hypothesis to be tested
and is careful to exercise critical judgment. (1990:23-24)

According to Skalkov4, humanistic psychology is based on thinking that every
being has internal need of making use of all its potential. To educate within this opinion,
it means to make pressure on good values and directing towards full humanity.
Supported by Maslow’s theory that internal natural character of human being is good or
at least neutral in its core, creativity, spontaneity or authenticity belong to such
potentials. They are set biologically, but developed by the influence of family,
environment, culture and last, but not least, the process of learning. (1993:101)
Therefore, these are the features that should be considered as the ones of higher sense
when approaching education humanistically.

As for the aspects of humanism mentioned above there seem to be two major
ones. As Moskowitz states one emphasizes feelings as ,.learning is affected by how
students feel about themselves* and the other one brings out the uniqueness of each
individual. She further describes these self-actualizing people as the ones who, among
other characteristics, ,,have a strong sense of responsibility and are independent and
look to themselves for their own growth.” To sum up her opinions, humanistic
techniques engage the whole person, including the emotions and feelings as well as
linguistic knowledge and as derived from the work of Carl Rogers, it can be seen that
methods based on humanistic factors in language learning attempt to provide emotional
support which is necessary to meet ,the egocentric, transactional, and motivational
necessities of second language acquisition.” (Stevick, 1990:27)

To support that, Cangelosi mentions detrimental effects of praise in a way that
students” self-evaluation should not be built upon what the others think of them
although praise motivates and initiates desired behaviour when students evaluate

themselves according to the opinions of the others. Then it can happen that students can



rely on praise too much and become dependent on it instead of being able to assess their
qualities themselves. (2006: 42)

In relation to praise, Fontana describes how apart from examining and grades,
extrinsic motivation includes praise as the matter of course. If one is successful in this,
it helps to build up pupils” prestige in their own eyes as well as in the eyes of teachers or
classmates. By founding out that success brings rewards, they create aspirations for
which they endeavour even more ambitiously. This requires a range of factors to take
into account. As some pupils experience failure rather than success, it is necessary for
the teacher to offer an opportunity for success even at the lowest level, which helps the
pupil to aim higher gradually. It is also necessary to shorten the gap between work and
result as much as possible to make learning more effective and to decrease the
possibility of losing the interest in a task and its completion. Pupils should compete
rather with themselves than with others to be able to maximize their efforts, which is
necessary to realize when formulating words of praise. Similarly, it should address the
aims of the group to make the atmosphere of cooperation more positive and effective.
He concludes that praise is a highly rewarding experience and helps creating warm and
productive relationships between the teacher and the class. On the other hand, it can
coordinate pupils too much if it is given for something too noticable. Then they can
leave their ideas and concentrate just on what the teacher praised so positively. It should
be used not only as approval of the particular task but also for stimulation of pupils in
order to continue developing their acting in terms of creativity and intelligence. (2003:
153-154)

Furthermore, Huitt suggests that humanism believes in the necessity to study
person as a whole, ,,especially as an individual grows and develops over the lifespan.*
Consequently, the study of the self, motivation, and goal-setting are areas of particular
interest. (2009) According to Gage & Berliner (1991), one of the basic principles is that
»Self-evaluation is the only meaningful evaluation of a student's work.” In this view, it
should not be important for the teacher to develop students™ abilities to meet external
expectations but to support internal development and self-regulation. They further state
that ,,feelings are as important as facts” which humanistically-oriented educators should
take into account. (Huitt, 2009)



In accordance with Carl Rogers’s view, humanistic teaching should provide
more response to student feeling, use of student ideas, discussion with students, praise
of students and smiling with them. This can be summarized by the title of Aspy and
Roebuck’s study of models defined by Rogers: Kids Don’t Learn from People They
Don’t Like. (Huitt)

As Skalkova suggests with humanistic open education, the basic attitude of a
teacher is that of accepting pupils and helping them in their personality development.
The teacher should help creating relationships of common respect and organizes
teaching in order to help pupils experience more success rather than failure. The teacher
should consider specific characteristics and conditions for learning of individual
students and their needs. Different pace of work should be also taken account as well as
the teacher should intervene instantly when students are having troubles when learning
or speaking. (1993:85) Such approach requires teachers to learn constantly to master
their skills, therefore action research presented in the practical part of this paper is
supposed to provide opportunity for such improvement. Particularly, the feature of
intervening when speaking will be dealt with in the research as it is considered as
preventive for not experiencing demotivating failure for students.

To sum up, the basic concepts of humanism were described. It was found out
that this approach suggests that it is human nature to do all the best and the role of a
teacher simply lies in facilitating learning. It is crucial to take person as a whole and
consider his/her qualities and the emotional factors to be able to make the most of it.
Praise is necessary for building up self-esteem and confidence, it also supports self-
actualization, thus helps learning with the condition of producing good, creative

atmosphere and relationships.

2.4, SOCIAL-CONSTRUCTIVIST APPROACH

According to the theory of social constructivism as defined by Kalhous & Obst,
education is a social process, which is realized via communication among people, no
matter whether directly or not. It is an active process, in which learning happens via
what the students do and the role of a teacher is that of enabling the student to involve
in particular activity. In this process, knowledge is constructed by a student, not
transferred by a teacher but the process of learning, thus the process of constructing the
knowledge, is largely influenced by the teacher’s activity. (2002:55,56) Consequently,



praise belongs to the activities of a teacher, which can influence students” construction
of knowledge and the encouragement is necessary for the student to involve in
activities.

Moreover, as stated by Johnson & Johnson, learning is a personal and social
process, which is initiated when individuals cooperate on constructing common
meanings and comprehension. The more complex is the subject to learn, the more
important is the positive social climate and the more social encouragement must be
given. The difficulty of requirements on students and the amount of encouragement
must be balanced in order to let the students deal with stressful situations which ELT
process obviously brings. (1994: 262)

As described by Kim, social constructivists believe that reality is constructed
through human activity. Members of a society do not invent the properties of the world
individually but together. They also believe that knowledge is a human product, and is
socially and culturally constructed, while individuals create meaning through their
interactions with each other and with the environment they live in. Moreover, learning
Is viewed as a social process which does not take place only within an individual, nor is
it a passive development of behaviors that are shaped by external forces. Consequently,
meaningful learning occurs when individuals are engaged in social activities. (2001)

Hoover (1996) suggests implications for teaching, one of which is that students
must apply their current understandings in new situations in order to build new
knowledge, then teachers must engage students in learning, bringing students' current
understandings to the forefront. Teachers can ensure that learning experiences
incorporate problems that are important to students, not those that are primarily
important to teachers and the educational system. Teachers can also encourage group
interaction, where the interplay among participants helps individual students become
explicit about their own understanding by comparing it to that of their peers.

Furthermore, he adds that constructivist professional development provides
opportunities for teachers to test their understandings and build new ones. He argues:
., reachers teach as they are taught, not as they are told to teach.” Thus training that
affects student-centered teaching cannot come in one-day workshops. It requires

systematic, long-term development that allows practice and reflection on that practice.



(1996) Therefore, research in the practical part will try to focus on encouragement in
such a way to ensure social constructivist ways of learning.

To conclude the above opinions, this chapter described social constuctivist
approach towards learning in a way that students constuct new knowledge on the basis
of what they already know. Similarly as humanism, it requires the teacher to assure such
environment and activities where constructing knowledge would be possible. This
approach highlights cooperation and social interaction, which should be supported by

encouragement of a teacher.

2.5. PRACTICAL IMPLICATIONS
WHOM TO PRAISE

There are certain patterns, which are usually followed in choosing the direction
of praise. Obviously, it is easy to praise good results but effort is also something that
counts. Petty states that some have good results without any effort and if they are
praised all the time, it makes them lose the effort. Contrarily, some have worse results
with a lot of effort and can be discouraged if not praised for the effort. Therefore,
weaker students need and deserve praise at least in the form of an encouraging nod the
most as they have little help of natural talent and abilities. He gives advice on ,,a cure®
of a slow or unmotivated student by praising at least twice per lesson for something we
can find he/she did right. However, it is not just the praise itself which influences a
student but the emotional reaction to it is crucial. Such reaction originates on the basis
of trust to the teacher in sense of sincerity and the respect for the teacher’s judgment. If
there is no reaction, Petty recommends to be patient and to consider all the motivational
factors. (2002:61-62) This suggestion for practice combines features of behavioristic
mechanical effects of praise with humanistic emotional approach based on teacher-
student relationship and supposed common trust and respect.

Even those who are not in favour of the teacher or those who is the teacher
afraid of should be encouraged. Petty argues that it is necessary for the teacher to learn
how to be nice to them and approach them with encouraging smile. When such ability is
acquired, it assures the respect from other students and better relations between teacher
and students and in the end, it can build up the respect of the disruptive student.
(2002:64)

10



It shoud be of high importance to check whether all the students can experience
success. Hence, the teacher should systematically focus on dividing praise among all
students.

This aspect will be concentrated on in the practical part as it can be observed
that, obviously not only, for beginning teacher it really is a challenge and the amount of

praise given can vary significantly.

HOW TO PRAISE

Firstly, praise should not be too public and official. Petty points out that praising
publicly can cause the feeling of being ashamed by some as it is in opposition to their
image of school and learning opponents, which they try to create. Consequently, face to
face praise is generally accepted by all as well as the one expressed informally and non-
verbally by facial expression, tone of voice or gestures, which is valid for expressing
critique too. (2002:59-60)

As for the effectivity of praising, Matéj¢ek also finds out that it is higher when
the praise is completely informal than when it is carried out too oficially. There are
obviously no common instructions, nevertheless, praise should be showed foremost
sincerely and especially so that correspond with the personality of a teacher and the
particular situation. (2007:79) Therefore, it is something which should be consciously
focused and concentrated on when teaching and can be effectively improved when
considering the situations and different personalities of students and teachers
themselves.

Secondly, praise should be specific as mere ,,correct* means just ,,not incorrect.”
Petty exemplifies this as instead of saying ,,your pronunciation is good* it is necessary
to point out ,the way you pronounced this was exactly how it should look like.*
Moreover, it should be used for real success and effort, not for something which is
obvious and deeply rooted. (2002: 60-63) If it is more specific it is also possible to
avoid praising too much, which loses the value.

As the research will try to find out whether the observed use of praise is
effective or not, it is essential to make points of what can be considered as effective.
According to Brophy (1981) effective praise has got following features:

1. is delivered contingently

2.  specifies the particulars of the accomplishment

11



3. shows spontaneity, variety and other signs of credibility that suggest clear
attention to the student's accomplishment

4.  rewards attainment of specified performance criteria, including effort

5. provides information to students about their competence or the value of their
accomplishments

6. orients students towards better appreciation of their own task-related behavior
and thinking about problem solving

7. uses students' own prior accomplishments as the context for describing present
accomplishments

8. is given in recognition of noteworthy effort or success at difficult tasks for the
particular student

9. attributes success to effort and ability, implying that similar successes can be
expected in the future

10. fosters internal attributions, such as that students believe that they expend effort
on the task because they enjoy the task and/or want to develop task-relevant
skills

11. focuses students' attention on their own task-relevant behavior

12. fosters appreciation of, and desirable attributions about, task-relevant behavior

after the process is completed.

On the other hand, features of ineffective praise are considered as following:

1. is delivered randomly or unsystematically

2. s restricted to global positive reactions

3. shows a bland uniformity that suggests a conditioned response made with
minimal attention

4. rewards mere participation, without consideration of performance processes or
outcomes

5. provides no information at all or gives students information about their status

6. orients students toward comparing themselves with others and thinking about
competing

7. uses the accomplishments of peers as the context for describing a student's
present accomplishments

12



8. s given without regard to the effort expended or the meaning of the
accomplishment for the particular student

9. attributes success to ability alone or to external factors such as luck or task
difficulty if it was easy in fact

10. fosters exogenous attributions causing that students believe that they expend
effort on the task for external reasons - to please the teacher, win a competition
or reward, for instance

11. focuses students' attention on the teacher as an external authority figure who is
manipulating them

12. intrudes into the ongoing process, distracting attention from task-relevant

behavior.

Finally, praise should be frequent as it makes better atmosphere in class.
Paraphrasing Petty, if there are 30 students in a weekly class and only one is praised
every lesson, some of them would be praised after several months which is a common
problem of beginning teachers. Therefore, if all should be praise at least a little every
lesson, praise should come every minute and a half, he counts. To be able to put this
into practice, he suggests that ordinary things should be praised otherwise the students
whose performance is not extraordinary would never be praised. (2002:61)
Nevertheless, this supports the opinion of behaviorists who tried to show that the more
often and frequently praise comes, the stronger motivation students have.

The role of critique has been already shown within the behaviorist approach
showing that it is a necessary part of evaluation process. However, it should be
connected to praise to make a complex motivating unit. Soferovéa also suggest that
praise should be part of ,,evaluation sandwich.” Resulting form the presupposition that
everyone does something right, it should include praise for what has been done
correctly, followed by the advice on what can be improved and concluded by
motivation. She states that when people are praised, they have a really good feeling,
which motivates them significantly. However, if we start to take something
automatically, we start to criticize, which slows down improvement. As sociological
and psychological researches show, the lack of praise is one of the main reasons for
dramatic decrease in the ability to learn. (2008:40) Criticism should therefore go along
with something pleasant. Quoting W. Somerset Maugham: ,,People ask you for criticism

13



but they only want praise.” (Harper) This can be interpreted as people like praise only
but they try to face critique and that is necessary to take into account.

To sum up, positive evaluation is essential for success, it maximizes the pace,
improves relationship between teacher and students and minimizes disruptive behaviour
as the disruptive individuals need positive reinforcement the most. On the contrary, if
we take failure into account, the critique should not be too strong. This is supported by
Carnegie on the example of president Lincoln, who wrote a letter to general Mead
strongly criticising his failure at one of the Civil War battles but never sent it as he
knew that strong critique never leads to any results. (2002:34)

To summarize how to use praise, it has been stated that praise should not be used
too publically and officially as the most important is to be sincere and rather informal.
To avoid vague comments, it should be specific, focused on one particular aspect.
Moreover, it should come for real success and effort, not for things which are obvious.
Summarizing points about effective praise were introduced as the basis for research
results analysis criteria. According to behaviorists, praise should be frequent and
additionally, inspired by the theme of treating critique discussed in behaviorist part, it

should go along with carefully used criticism.

2.6. DEFINING THE AGE GROUP

Finally, it is necessary to mention that teaching environments, approaches and
styles of teaching will be more effective if they are tailored specifically to adults and not
simply an application of the pedagogies used with teaching children. Therefore, it is
vital to define who an adult actually is. According to Knowles, it is “one who has
arrived at a self-concept of being responsible for one’s own life, of being self-directed.*
(1984:9)

Basically, as introduced in his concept of andragogy, Knowles considers
teaching adults as learner-focused in nature, while Merriam & Caffarella (1999) state
that andragogy is grounded in humanistic learning theory. (Cercone:143) The praise
should be aimed at certain areas typical for adult learners. These can be retrieved from
the work defining andragogy by Knowles, who identified the following characteristics

of adult learners, closely connected to their motivation:
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. Adults are autonomous and self-directed: they should be actively involved
in learning process, allowed to share responsibility for discussions,
presenting ideas or group leadership,

. Adults are goal-oriented: it is necessary to show them how the class will
help them to reach their goals,

. Adults are relevancy-oriented: let them see the reason for learning
something,

. Adults are practical, focusing on the aspects of a lesson most useful to
them in their work,

. Adults need to be shown respect. (Lieb)

The last characteristics is probably the one connected to praise the most. As the
adult needs to be treated as valuable, allowed to share opinions and experiences freely
in the class, they need to be supported somehow to be able to practise this, while praise
can be one of the effective tools to achieve that.

To define the adulthood, VVagnerova states the most important features. In terms
of law, reaching adulthood is defined by a particular age. Biologically, adulthood is
related to maturity connected to age. Nevertheless, to define it psychosocially is much
more complicated. As the most essential features are considered independence, freedom
of own judgement, decision and behaviour, connected to responsibility for own
decisions and actions and responsibility in relation to other people. It is also connected
to gaining more self-confidence and self-esteem. (2000:301)

As for the thinking of adults, one of the features mentioned by Vagnerova is the
ability to accept that their way of thinking is not quite exact and to be critical to
themselves. They realise they can be influenced by subjectivity, lack of needed
information and they do not enforce their suggested solution of a problem as the only
one possible. Gaining experience is conditioned by more criticism of own thinking.
Generally, an adult is realistic, realizes many sides of life reality and accepts relativity
of different opinions and possible solutions. Especially in young adulthood, own
knowledge is considered as a tool for gaining some other particular aim. (200:308)
Therefore, for English students the language itself might not be that important and their

motivation to study can be the subject of discussion.
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As for the difference between the sexes, there are different expectations from the
society. Men are considered to be more independent and dominant in decision-making,
often less sensitive as well. Women are regarded as considerate and sensitive and their
approach is supposed to be more emotional. For women, relationships to particular
people or a social group are more important than abstract right and justice. (2000:312)
This can be a feature that could be seen in the relationship towards and understanding of
praise by both sexes. The research could therefore find out whether men are less
sensitive to praise than women and whether women seek for more emotional
expressions within the social group of an English class.

When teaching adults, it is necessary for the educator to realize that the adults
are not ,,blank sheets to write on, nor do they need others to take control of their lives.”
Within education, they should set their own context of their life with the knowledge,
skills and insights gained from education. (Nolan, 12) Furthermore, MuZik mentions
didactic principles, one of which is the principle of individual approach. He highlights
that educational process for adults should respect individual differences among
participants, especially as far as their learning abilities, different previous knowledge
and experience and different learner needs are concerned. It should enable the
opportunity for individual work and thinking as the adults apply their knowledge
individually. Another principle he mentions is the one of feedback and transfer. He
argues that teaching adults is unthinkable without constant feedback showing the image
about what the participant has learned. (1998:112)

In andragogy, treating adults is seen as humanistic approach to teaching.
Basically, when praising, characteristics of adults, defined by Knowles above, should be
considered. Another characteristic of adults mentioned, which is advisable to take into
account, is that of being able to be critical to themselves as that is how they gain
experience. Moreover, the differences between adult males and females were described,

thus finally, all of these aspects are to be considered when teaching adults.
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3. PRACTICAL PART

The aim of the research is to find out how praise influences adult students within
the ELT process. It tries to find out in what ways they can be praised in order to be
more motivated in the learning process as they often do not get sufficient amount in
their lives, which can be quite different from how they were praised as children. The
adults are often more shy than children, especially with pronunciation or intonation,
therefore they need to be supported somehow.

The research hypothesizes that praise is important not only with teaching
children but also with the adults as even though they are grown up, they still need to be
motivated. The research further asks whether praise is used effectively with the sample
students and consequently, what is the amount of praise they receive and what are the
effective ways of praising the adults with different individual learner needs.

By means of action research, the research has been carried out on the sample of
20 adults from different language groups, of various levels, mainly in company courses
setting, both where they learn voluntarily and where it was suggested by the
management.

As for the action research, there is the aim to develop my teaching skills, to
make my teaching more effective by using praise effectively according to individual
learner needs and their personalities and practically, trying to find out different ways of
encouragement on different kinds of individuals in order to find the most effective
option for particular student. Therefore, systematically collected data from everyday
practice will be analysed, conclusion about my future teaching practice shall be made.
The methods used will cover field notes from the lessons and systematic observation.

Afterall, semi-structured interviews will be done in order to gain more objectivity.

3.1. ACTION RESEARCH
For the practical part, the means of action research was chosen on the basis of
Wallace’s opinion, which suggests that one’s expertise ,,should progressively develop as
we continue in our chosen occupation“ but introduces a strategy ,,for accelerating and
enhancing that kind of development.” He thus defines action research as a strategy of

reflecting on one’s teaching by collecting the data systematically from everyday
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practice and analysing them in order to come to some decisions about what the future
practice should be. Teachers, in particular, have more demanding expectations of
themselves as they consider the process of professional development to be continuous
and on-going. Nevertheless, being self-critical is a cornerstone for self-development,
which would never take place without perceived need for it, so it is necessary to be
aware of potential areas of improvement. (1998:4)

It is necessary to point out that it will not be possible to generalize the findings
of this research to other contexts as Wallace emphasizes that action research is
»primarily an approach relating to individual or small group professional development.*
(1998:18) Therefore, it was essential to make a personalized plan of action and firstly,
to ask myself questions like:

- When do | praise students? Shall I praise more?

- Who do | praise? Do I not forget anyone?

- How much do I praise students? How often?

- What is praised? Am | specific? Do they know what is praised?

- How are the students praised? What words do | use?

- Is it better to say ,,excellent” all the time or evaluate seriously when | feel it is
really deserved and the students can see | really mean it?

- Do I consider different individuals when praising?

- Has everyone the possibility to experience success?

By answering these questions, academic inquiry, as Cohen and Manion define it
(Wallace,1998:10), was basically done, which is important with reference to my
particular teaching practice. There are several ways how to develop expertise but as
Wallace further describes the core of teacher education is the process of ,,reflection on
professional action“, which he calls the reflective cycle and can be based on such

inquiry. This is shown in the following figure. (1998:12-14)
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When selecting and developing the topic, firstly, it was necessary to define the
purpose, which is to get engaged in action research in order to improve my teaching
skills, particularly to be able to use praise more effectively. Therefore, the focus of the
research is to find out what ways of praising are effective, which is also defined by the
research questions mentioned above within the process of inquiry. Then, it was
necessary to consider the sample and to make it somewhat representative. As there has
been already introduced above, there are 20 people aged approximately 23 — 53 equally
dividided into men and women involved in the research. These students are from
different groups of different levels, some of them are faced in individual lessons as well,
the setting is mainly their place of work, minority of lessons are private. However, what
they all have in common is the age group so the research in fact focuses on the effects of
praise on the adults.

In the next stage it was necessary to narrow the focus. To make it
personalized and concrete, | would like to look in detail at how | praise my students. |
am especially interested in the way how they react to different ways of praising I use. |
would like to find out whether everyone has the chance to experience success and
whether the supposed feeling they have done something correctly depends on my words

or their own realization of the fact. I will be concerned with questions like ,,What are
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the differences in reactions of different individuals?“ and ,,Can | change their attitude
and results if | change the pattern of praising?*

Finally, to define the main product of this research, it is the ability to apply the
results of my investigation to my own teaching in future practise which is the foremost.

Reliability and validity aspect

As Wallace pinpoints, it is not always possible to make action research reliable
as high degree of reliability means controlling nearly all the variables, thereupon the
aspects of the situation that can change or vary. On the other hand, reliability can be
assured by triangulation to gain more than one perspective on the researched
topic.(1998:36) Therefore, reliability of this research will be assured by combining the
methods of observation and interviewing some of the students.

However, Svancara (1980) emphasizes that the increase in validity of the
answers particularly by the method of interview is assured by higher spontaneity during
interpersonal contact. (Gavora, 2000: 115) This was thought of when choosing the
people to be interviewed. Furthermore, to make the results valid, the questions for the
interview were thought of in advance and designed in order to make the students not
hide their real feelings. In taking field notes and observation, obviously there was also

the tendency not to reflect on data that would be misleading or irrelevant.

Research Characteristics

Following the aim of this research, various approaches for the data collection
had to be considered, which led to the following characteristics of the research.

Up to certain extend it is possible to consider the research to be quantitative, for
example in finding out how much praise is used, but the more important is qualitative
approach in this case, although, as Wallace suggests, the quantitative part ,,can throw
light on qualitative insights.” (1998:38)

The research will collect both empirical and introspective data as the observation
will assure ,,looking outward,” which Wallace specifies as observing certain aspects
with examining objective, material things. The introspective viewpoint will be assured
by the method of interviewing, which can lack reliability and validity on one hand but it
is necessary for getting ,,a hint of how people think* as what the students feel is also
important for this research. (1998:39)
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3.2. OBSERVATION

As the method of research, observation was chosen to create a credible and
thourough image of educational reality and its processes. As Pricha suggests, this
cannot be reached by a method of mere questioning, which is just a tool for gaining the
information from subjects of research. Observation is a classical method of pedagogical
research which is not used and applied that often as it is demanding in the means of
preparation, realization and processing and in the postmodernist sceptical sense, it is
rational, objective interpretation of aspects of a cumulative nature, which is rejected for
the benefit of subjective and individual interpretations. Thus, observation is a method of
investigating the reality objectively, which enriches its cognition significantly though it
should not be spontanneous but planned, systematic and objective. (2006:194-196)

To describe the condition of planning, the observed group is about 20 adults,
aged approximately 23 to 55 during the English lessons usually of 90 minutes of length
once or twice a week, mainly taking place in their place of work for the period of four
months. Some of them are taught individually, some in groups. The observation will be
done naturally within the usual activities and will be focused on praise. Specifically, it
will be observed how the students are praised and how they react, which will be
recorded in the form of field notes.

According to Wallace, there are two methods of observing, one of which is
unstructured, which is rather impressionistic approach, and the other one is structured.
He states that with unstructured ,,we note whatever seems of most importance and
relevance, given our purpose for observing.“ He finds this rather subjective but
appreciates the flexibility of this approach for gaining useful data. He concludes that
impressionistic comments should go along with other kinds of analysis in order to
confirm the observational findings. (1998:109)

Similarly, Pricha further describes that qualitative research usually applies the
option of unstructured and participative observation on the contrary of structured and
non-participative one for the positivist research. This means that the researcher observes
without preliminary structuring of observed aspects and processes and does not record
them according to some criteria but records their course in order of appearance. The
researcher also can be involved in students” activities and can participate in the course

of action. He argues that unstructured observation recorded in detailed field notes can
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represent the characteristics of environment in which the observed process takes place
as well as slight differences in observed subjects” behaviour more adequately.
(2006:196-197)

To support this, Gavora also introduces the use of unstructured observation as
the means for qualitative research. He highlights the flexibility and the possibility to
discover new, unsupposed or hidden features and contexts. The data are gathered by
specimen records, which is recording all the features as they happen, or field notes if
working selectively, or participative observation where the researcher takes part in the
activities with the observed. (2000:149)

In the case of this research, there is no influence of researcher on the behaviour
of a teacher or students as the researcher is the teacher herself. Therefore, the behaviour
will not be changed in any way and there is no doubt about the objectivity and the
unstructured and participative observation can be used. The researcher will choose
herself what is important to observe and gather the information in the form of field
notes because, as Gavora states, what to include is based on own theoretical approach to
the observed reality. He further suggests that field notes are usually written at the end of
observation with own commentary to get the context and to be able to extract theoretical
and methodological conclusions from them. (2000:152)

As for the method of gathering observed data, real time observation was chosen.
Wallace defines this as observing and analysing ,,as the teaching/learning actually
happens without using any electronic means of recalling the data® but marking
checklists or taking notes. (1998:106) However, audio taping would not be possible as
facial expressions, nodding and gestures would not be captured and video taping
belongs to the most intrusive techniques and moreover, for the purposes of this long-
term research it would not be quite feasible.

To sum up the reasons for chosing the observation, it is an objective method if it
is planned and systematic. Therefore, in this research it was defined beforehand what,
when, where and how to observe. It was systematically stated which features, such as
people or activities it will focus on, with which intervals, for a particular period of time.
There was no interference into the natural course of activities but it was objectivelly

recorded in the form of field notes.
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3.3. INTERVIEW

The main reason for choosing the interview was that the topic and the data to be
collected have the character of feelings, emotions and the content of students” minds.
When asking about how praise influence them, it could happen that they would not
understand what sort of answer they should give. The interview was the best option for
this type of research due to Wallace’s argument (1998) ,.the main advantage is that
misunderstandings, or a lack of understanding, can be immediately sorted out during the
exchange.*(146)

Gavora defines interview as a flexible method, which enables the researcher not
only to record facts but also to get deeper into respondents” motives and attitudes, while
certain external factors can be followed to serve as basis for further direction of
questioning. Moreover, interviews are preferred when looking for spontanneous or
personal answers. (2000: 110) Wallace also suggests that interviews are often used to
investigate people’s views, attitudes or experiences in depth.(1998:151)

As for the form of interview, semi-structured interview was chosen as the
compromise offering a relaxed atmosphere where personal data can be revealed better
with some kind of structure in the form of interview schedule. According to Wallace,
semi-structured interviews further contain open questions and the schedule usually
contains prompts like comments and ,,follow-up questions intended to encourage the
interviewee to give fuller, more detailed responses.” They are helpful as they combine
,»a certain degree of control with a certain amount of freedom to develop the interview.*
(1998:147)

The recording of interview data was done by the method of taping. Although
some interviewees objected to being taped due to nervosity and lack of experience with
interviewing, they finally agreed as it gives interviewer the most data available for
analysis. The interviews were one-to-one in order to let the interviewees express their
feelings openly. To help them be more relaxed and to provide fuller answers, they were
told the interview would concern the topic of praise so they knew what type of
questions they could expect.

At the first stage of the research, it was necessary to ask myself questions to start
the reflective cycle. Similar questions were used for the interviews to gain answers for

the analysis of students’s viewpoints which would be comparable with the analysis of
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teacher’s viewpoint. To support choosing questions of the interview schedule below,
the reasons are as follows. First question was supposed to be a rather easy lead-in
question about their attitude towards learning and to find out about their motivation.
Questions 2 and 3 were designed to find out what type, amount and frequency are used
with particular student, while question 4 should give answer on the effectivity of praise
used. Question 5 was supposed to give answer on their attitude towards praise and
hopefully to find out how much they care about praise and how much they notice it.
Question 6 should find out how much they are influenced by praise.

Questions 7 and 8 are directed towards their opinions which oppose praise. They
were designed to find out about their attitude towards humanistic self-evaluation,
whether they are self-actualizing but can lead to clearing out their opinion towards
praise itself. Question 9 is closely connected to the degree of independence although it
is more concretely aimed at speaking area, which is supposed to be the most difficult
one for the age group researched. The last question was chosen to close the interview
with reference to the future practice and possibilities for improvement as seen from the

student’s viewpoint.

Interview Schedule
Topic: Use of praise
Intended duration: 20 minutes

1. How are you doing with English learning?

2. What do I usually praise you for?

3. Can you give me examples of what | say?

4. What do you feel when you are praised? Are you embarrassed, proud, happy?

5. Do you think I really mean it? Do you take it seriously?

6. Does it motivate you to better performance? Do you try harder then? (prompts:
a lot, average, not really)

7. Do you realize mistakes you make or do you want me to correct them?

8. When | correct it, what do you feel? (prompts: of course, | knew it/ oh yes,

OK/I'm angry / what’s wrong)
9. Do you need some encouragement when you speak? (prompts: by nodding,
smiling / no, more space is better / saying ,,yes, good, fine, go on*)
10.  What are your weaknesses in English? What could be improved and how?

Gavora declares three types of question for the interview suggesting that the
open ones are preferred. (2000:110) This interview schedule offered a series of open
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questions with some which can be considered as half-closed as they are yes-no

questions but used to evoke more emotions and to lead to more opinions expressed.

3.4. OBSERVATION NOTES ANALYSIS

To analyse my field notes, | had to categorize them according to individual
students and their personalities. To be able to analyse what words and ways | use for
praising, it is necessary to provide different contexts they are used in. These individual
analyses are essential for being able to group different types of behaviour and to make
some possible generalisations. First division that could be done was according to the
general state of praise | give the students into four groups: those who are strongly
praised, those with reserved amount of praise, those who are decently praised due to
respect and partnership and those who are mostly not praised due to some other reasons.
It is worth noting that the names used here are according to reality, either students” first

names or some nicknames used during the lessons and some with surnames and titles.

1. those who are strongly or often praised

Ivca — She is very critical to herself and fears to speak. Not being self-confident,
she uses Czech a lot and | have to encourage her to speak a lot by nodding, mimics and
saying ,,you see — you know it“ or ,,you know it, don’t be afraid,” which is followed by
her great surprise, amazement, smile and satisfaction that she knew something. She
often ,,apologizes* her knowledge by saying ,,it wasn’t intentional, | just guessed.” She
usually gets unsettled after being praised and as she probably thinks about it, it takes her
some time to get back to join the group. Therefore, it seems to be better not to praise her
too oficially and make general statements about being good at some area and just to use
simple words like ,,well done, excellent, exactly, that’s it than to highlight her success
too much. Commonly, such form of encouragement follows after getting the right
meaning of the unknown word or sentence when it is adequate. To such word of praise
she then responds with a surprise ,,really? That’s impossible.*

Katie — She is quite shy and modest, often afraid to give her opinion as she is
worried about the correctness of her answer although her knowledge is very good.
Therefore, | have to encourage her a lot to say something out loud as | have heard
something from her side and mostly it is correct, which is also verbally approved

»exactly, that’s it.“ She seems to be happy about such evaluation, she smiles and keeps
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hiding behind the textbook or a colleague and prefers if no-one notices as she is
perplexed, shrugs, smiles and goes ,,hm*“ when somebody comments that like ,,wow,
how do you know it? You knew this?“ On the other hand, she quite enjoys practising
intonation and pronunciation. She changes into an actress and she is able to perform and
exaggerate loudly and correctly the marked intonation and stress, which is highlighted
notably ,,Kate, that was perfect, excellent, absolutely natural.

Jane — She is a diligent, hard-working but not self-confident student. She is
afraid that she will not achieve the result needed at final examinations, therefore it is
necessary to praise and motivate her thoroughly. When | see how she has organized
neatly everything we had done the lesson before in her notebook, we would go through
it together as she would want to make some expressions clear and note something down,
| tell her: ,,I can see how thoroughly you deal with English, which is great and not
common (and | have to praise you for that).” She laughs and ,,apologizes®: ,,Well, what
can | do? | have to work hard as I’'m in a high-level group now so I have to catch up.*
Then she would add that she has to practise at home, otherwise she would forget
everything. But to be honest, she is just ambitious and wants to be good and hard-
working as she likes learning English. She also often makes mistakes in pronunciation
so when we have a face to face lesson, | try to draw attention to one aspect to make her
see what exactly is wrong. At last, when she pronounces it correctly, | tell her: ,,now
you can see how nicely you've kept the end consonant voiced and how natural it
sounded when you linked it ([givit] instead of [gif it])* and she laughs and I believe that
she leaves the lesson being satisfied, cheerful and maybe a little proud and more self-
confident.

John — very extrovert and sensitive. He feels a lot like a loser with English so |
try to give him a lot of support. | usually praise his pronunciation, which is sometimes
really similar to a native British speaker’s accent. | use words like: ,,John, that was
really good, you pronounced it like a real Englishman, that was wonderful r-sound.” He
responds: ,,Really? Thank you,” and is really suprised and happy, which is the typical
reaction on my praise from him. Sometimes he also asks about my praise at the end of
the lesson, which is a sign that he is truly touched by it, so I answer that I was
absolutely sincere when | was praising him. Therefore, he is really motivated and seems

to be quite dependent on my praise, which I try to give him specifically, but as much as
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possible. In case of pronunciation, I also believe that it helps other students to notice the
correct one if it is performed by one of their collegues, they do not find it impossible
then although it is often considered as something really difficult to achieve high level of

proficiency in.

2. the amount of praised is reserved

Renca — She is mostly praised for being well prepared for the lessons, which is
also the reason for being the best from the group. She often knows answers to questions
quicker and better, she remembers vocabulary better and therefore, the praise is usually
related to these areas. She usually reacts in a way to show that she feels her knowledge
is still unsatisfactory and reminds something which she had not been good at before.
She seems to be the most satisfied when she realizes the mistake herself or when she is
able to respond correctly on the contrary of the others. She is very hard working, which
is the good basis for communication during the lessons, so it is not necessary to
encourage her that much when creating sentences. When she does not know something,
she asks, writes it down and knows where to look at next time. She is often corrected in
spelling and pronunciation, which she does not mind as she seems to realize that these
are her weaknesses. Nevertheless, when being corrected in pronunciation, she tries to
repeat the problematic word or sentence until she gets better result and this is
encouraged very much by nodding and saying ,,yes, that’s it, that was perfect* and so on
to make her sure and not to worry. Then she practices with pleasure, she does not feel
embarrased when it is difficult and smiles in the end.

Ing. Stankova — It is very difficult to praise her as during the lesson she keeps
saying ,,I don’t know, I just really don’t know* though it is followed by a correct
sentence. She constantly comments her performance ,,that’s horrible, tragedy* and so
on, which is reflected: ,,no, it’s not, you said it correctly and as | can see, you've
understood everything,* because she had read an article and answered all my questions
about it without any hesitation and coming back to it to translate any words she was not
sure about. Then | would comment on her excellent ability to comprehend the text,
which is followed by: ,,OK, maybe this is alright but otherwise it’s a tragedy.”“ When
having a discussion, she keeps on ,,I"ve just not understood or | don’t understand at all*
attitude so | can have no other reply than ,,you do!“ | would tell her once more and

slowly and she would translate everything out loud and then reply. | have not managed
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to build up her self-confidence in speaking yet. No encouragement of nodding or
interjections helps to get her rid of the feeling that she is not able to speak in English.
She relies mainly on her own judgement, evaluates herself but usually negatively.

Bill — after being taught English for many years is not motivated. He thinks he
keeps on learning things that are still the same and nothing ever surprises him although
he is not familiar with things he has learned many times already. A passive student, who
tends to make fun of everything and speaks disparagingly about English language as
such. | use specific words of praise with him when he does or says something correct
but I cannot see any response to it. | think it is because he is so indifferent to the whole
ELT process. He would probably respond to some general evaluation if there was
something to highlight in his attitude and performance.

Jake — humble and interested student but passive at the same time. He always
seems to be tired; either he says it is because the lesson is in the morning or that it is
after lunch. He comments topics or even grammar like ,,uh-hah, that’s interesting.
Really?* He is also often shy to say the answer if he knows so | have to encourage him
,»Yes, Jake, you know it? Come on, tell us!* and when he gives the correct answer |
respond: ,,Yes, absolutely* or with similar words. The approval is often non-verbal by
nod and smile as well because his colleagues are those who make fun of everything and
sometimes make impertinent remarks towards him when he comes up with the correct

answer.

3. decently praised, not praised a lot (due to respect and partnership)

Mrs. Cupakova — She is a company lawyer with a lot of experience. She is very
intelligent and has no problem with complicated law texts with specific structures. She
is highly talented and has good knowledge of English so what is praised a lot is her
perfect translation of complex English sentences, including the language of law. She
almost never responds to praise, she usually relies on herself as she knows how things
should be after many years of learning English, so she just requires some feedback in
the sense of being corrected when she makes a mistake, eventually being explained why
she made it. If she was praised like ,,well done, excellent, good job,” she would
probably feel it was childish and when | used them, she smiled as it brought some
humour into the lesson and did not take it too seriously. Apart from that, when speaking

to other students she praised my feedback in a way that she likes to be corrected.
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Marcel — very sensitive to language, bright and sophisticated student. | really
appreciate that | can use all the theoretical terms and compare them also to the Czech
ones as it helps him to understand the language and its processes better. Therefore, this
really is a partnership cooperation, which we both enjoy. The discussions about
everything what lies behind the English language he seems to enjoy so much and is
motivated by the fact that he can understand almost everything | learned about the
language so far. Sometimes we do come to conclusions about etymology or other
processes together, which he seems not to experience before. At the end of the lesson,
he often comes to tell me: ,,this was a really interesting lesson, | didn’t know the facts
about the topic we have discussed.” Or ,,it is really good that we can stop and think
about such things and even more if it is in English“ or ,,it is funny and surprising to find
out such connections.” Which | always approve as | sincerely enjoyed it as well.
Therefore, he leaves the classes really happy and motivated. When it happens that he
does not understand anything, | just support him by saying: ,,don’t worry, this really is
quite complicated and you don’t need to understand that, just remember this or that...“
and he relieved says: ,,OK*

Paul K. — decent, balanced intellectual with respect. He seems to be able to
evaluate his work by himself. He is happy with the common feedback of the
correct/incorrect type. He is very competent, just a little shy when practising stress and
intonation, so | give him support in that by words like: ,,yes, that’s it, very good“, not
like ,,excellent, wonderful,” as I think these words would be too strong for him, which
he would find not too sincere.

Mr. Fujdl — highly educated intellectual who quite obviously has better
knowledge of the world than me even though it is also due to the generation gap. In
teaching English it is therefore necessary to treat him as a partner, although his
vocabulary and pronunciation is not high-level. I give him a lot of space in speaking and
concentrate on fluency rather than accuracy as he does have a lot to say and sometimes |
let him teach me as he often tries to explain some technical things to me. Then, it is
quite a natural talk, which | think he appreciates and enjoys, and praising him with
words like ,,well done, excellent* would probably be too childish and unnecessary as he

is able to evaluate his work by himself.
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Lucy — She is an extrovert and skilled student. She happens to praise herself like
,»1'm good* quite often when she is surprised that she knew something — so | nod and
smile that her evaluation is correct. I do not find it necessary to praise her again for
something she had already praised herself. The praise is for specific actions, not general
due to the nature of praising by herself. I tend not to praise her in order not to stand her
higher than other students. If we have a face to face lesson, | tell her generally that her
level of English is very good and that if she keeps this level of preparing for the lessons
and activity, she will continue in improving herself. Then she leaves such lesson being
very happy for such sincere and individual evaluation, which seems to be quite valuable
for her.

Sona — extrovert and self-confident. She seems to be happy just from common
feedback. She is a good student and | tend to treat her like a partner a lot and | think she
enjoys this kind of relationship. She likes expressing her opinions, therefore |1 am
concerned with fluency rather than accuracy when she speaks. She can probably see that
| feel kind of relief when she speaks as | do not have to force her like other students. In
this way, she helps me get the conversation going in the class, which | appreciate, and |
believe she feels good about this role. Sometimes, she summarizes her speaking like: ,,I
have no problems speaking here but in the real life it is much more difficult,” so |
explain to here that there is nothing to worry about.

Lenka — extrovert, thinks she knows everything but makes a lot of mistakes,
particularly persisting mistakes which she realizes and she is able to evaluate her work
by herself. She is very self-confident and the fact that it is necessary to correct her a lot
suggests that there is not a lot of space for praise. She requires some encouragement
when speaking but | do not give it to her that much as she insists on me giving her
approval on every word, which I do not find necessary as | want her to be a bit more
autonomous. On the other hand, she seems to require high level of independence in
other areas.

Paul S. — a bit shy and seems to me like having some dyslexic problems. He
makes such mistakes that sometimes it really is difficult not to lose temper. After him
saying sentences like ,,When has he been borned? How long did he be a manager? How
long has she interested in...?“ it is very difficult to find something to praise when

everything is just wrong. | try to encourage him in speaking by not paying attention to
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mistakes he does. | concentrate just on one persistent mistake he does so | force him to
use ,,I think” instead of ,,I'm thinking®“ but I still have to correct this about six times
every lesson. His performance is better when he has a lot of time to think and can see
everything written in front of him. Then | address him with the words of praise like

»very well, Paul” directly.

4. those who are mostly not praised due to some other reasons.

Michelle — A student who si grumpy all the time and who probably thinks that
she could teach it better. It is very difficult to make her satisfied and ingratiate oneself
with her. She shows that she needs no help and that she knows everything and if she
does not, she is angry with me that | have not told her: ,,But you havent told us! Why
haven’t you? Will you give us...? Can we possibly do this...?* On the other hand, her
listening skills are highly exceptional — she comprehends perfectly and is able to
summarize the ideas with her own words, which is the are mostly targeted with the
words of praise like ,,great, very good.“ I tend to be rather neutral and not too soft or to
exaggerate so that she would not respond inadequately. Otherwise, she is usually
resentful and frowns and goes ,hm* if | praise her, or she sometimes smiles and
responds ,,well, this is no problem but that is horrible.*

George — He has not visited the lesson for the past 2 months and | have no idea
why, which worries me in the sense if it is not my fault. He is the class joker who used
to test me a lot. He often gave funny translations or questions, which I usually turned
into explanations why it it is ambiguous and cannot be used like that in order to
preserve my authority. However, he responded by paying the attention and being
curious, asking ,,really?* which meant that it ended up as being able to make fun of the
language intellectually. On the other hand, when he was slightly praised, he always
turned it into an unnecesssary, disruptive clown performance. As | tended not to
approve such situations, he might have stopping coming to classes for this reason.

Mr. Kasal — self-confident, quick, full of action, eager — a kind of personality
quite opposite to me. On the other hand, his behaviour is very ambivalent. At one point
he says ,,I know that, let’s go on, this is easy, try me out“, sometimes | have to set things
and his beliefs right and he responds ,,Really? 1"ve always thought it’s like that! That’s
strange” like he would not believe me. He also quite often asks for approval, waiting for

it when speaking, showing contradictory uncertainty. His language knowledge is quite
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similar to mine according to my assessment, which is of course a disadvantage for me.
He also learns very quickly and has incredible memory and seems to be quite aware of
that, therefore I do not notice giving him any praise as | would find it excesively
motivating for him.

Mr. Prokop — very heavy dyslexic, it is very difficult to work with him and not
to lose patience as he mispronounces, misspells everything, has difficulties with
remembering words, no idea about the meaning of phrasal verbs, therefore learning
English is quite stressful for him as he experiences such little success. It is highly
necessary to get him motivated but so difficult to find something he does or says
correctly. This really is a challenge. Anyway, | try to find those little things but
sometimes he even has to praise himself quite openly: ,,I"ve just said it correctly, you
should praise me“ and | respond: ,,yes, you have* and think ,,0h god, after a hundred
times 1"ve told him this today.*

3.5. PRESENTING THE DATA FROM THE INTERVIEWS
To represent each of the group that came out of the observation analysis, four
people were interviewed. First two interviewees were from elementary group,
representatives of unexperienced, younger adults, aged approximately around 25.
Second two interviewees were from the company background, highly positioned,

university educated, professionally experienced adults aged between 45 and 55.

Interview one

What comes out of the first interview is that, firstly, John mentions that he can
pronounce ,,r* well. He remembered that because he considers it as the first, really
sincere words of praise. Then he mentions that he does not remember much praise after
that but feels that | praise the others more. He admits that he does not receive praise at
work and when he started to learn English, this was his first real success in English,
which he felt really happy about and therefore, he remembers it really well, although it
has been more than a year at the time of the interview. In this case, these first words of
praise which affected him were a driving force for him to get more involved in learning
process and obviously had a great impact for his future attitude towards English.

Secondly, he mentions that | praise him for coming up with new words and

expressions. In such instances, he admits he does not have to be praised as he realizes
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himself that he managed something special but also if praised, he feels it is a bit better.
Then he adds that praising too much he consider profane as he would take it in a way
that | can tell it all the time to everybody and it would not be sincere enough. He
describes this as a mere teaching style, which is a trick for encouragement and leads to
low effect. This is concluded by the idea that when praise comes ocassionally, it is
better than when one can get used to it when praised on everyday basis as it would not
mean anything.

As for the words of praise, he gets to the point that it is not the words, which are
important but the fun the teacher and other students can get. He feels good not when
praised, but when the teacher smiles and nodds if he does something well. On the other
hand, he feels bad if the teacher is disappointed by the students” low performance as he
realizes he could invest much more effort and energy to studying in order to make his
performance better.

Concerning the encouragement, he states he needs some form of support when
creating sentences, for instance. He requires being corrected when making mistakes in
speech for the sake of fluency and when he makes no mistakes, he does not require
being praised for that as he gives priority to understanding between each other. Later in
the interview, he also mentioned that he is not demotivated when he does not
understand the high level of English | use but again says he feels he would understand if
he worked harder.

To find out about his feelings from our lessons generally, he states that he feels
really happy at the end of a lesson. At one point it is due to the people present, at
another it is due to success the students achieve and finally if the teacher can be satisfied
from the students’s performance. For him the success in the lesson therefore means if
the lesson is not interrupted by excessive repeating or explaining but goes well, when

the students are able to use everything they have learned so far.

Interview two

At the beginning of the interview, Renata explained her attitude towards English
to be quite positive as she realizes she can use it in a way, she also emphasizes her
ability to incorporate it into everyday life. To find out whether her success is determined
by her supposed diligence or something else, she was asked about her change of attitude

from reluctance to relative popularity. She admits she has no major problems with

33



learning English, so she can say it is easy and feels happy about it. Then she mentions
she likes to be challenged at learning but also points out that she has a low self-esteem.
To find out how encouragement could make her more self-assured, a set of questions
directed to praise straightforwardly was asked, which led to finding out that she
considers the use of teacher’s praise at lessons to be sufficient and coming at the right
time. She mentions that the praise is not received when the performance is low but finds
it alright. However, when hearing words of praise directed to anyone, she is glad for
herself and the others, too.

Surprisingly, when it comes to encouragement in other forms, she states that she
would want to be encouraged all the time. She would prefer to get feedback on every
word she says or writes to become sure but admits it would not be realizable and not
even effective. So she concludes that the way | encourage her, usually when speaking,
by nodding and smiling is the most effective for her.

According to Renata, when having a bad day, the students do receive some
praise at least for little success and effort but she does not react to it at such situations
anyway. Then she touched an interesting topic of praising in mother tongue, which she
finds to be stronger, more reliable and valuable due to better comprehension by all the
people present. Generally, she also pinpoints the negative determinants of praise in a
way that if her performance was permanently above standard and praised, she would
feel ashamed and it would lead her to lower activity that would be obvious by the
others. Therefore, she sometimes prefers a face-to-face form of evaluation, rather than
being praised publically.

To summarize her viewpoint, she states that praise should be given when
deserved and not all the time in order not to lose value but should be remembered and
used. For her, it is important that people should be praised even for things they do
automatically as it raises the happiness within the praised and the one who praises
although she states this for rather everyday life context.

Finally, she sums up she is motivated to learn English internally and needs
praise only as something pleasant but additional. At the end of the interview, she also
suggested that potentially, having a native speaker teacher would probably mean more

praise in such a way which would be culturally different and not well accepted.
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Interview three

At first, Mrs. Cupakova expressed that she is motivated to learn English but has
not enough time. What she struggles with is a disadvantage of age, which makes her
forget a lot of things, and the position she is at, both at work and at home, which does
not enable her to get more involved with English. Then she remembered she was
praised at our lessons for the ability of creating sentences and for the listening skills.
She mentioned being praised, specifically for concrete steps and actions, with words
like ,great® and feeling satisfied after that. She admitted that such praise was
encouraging her and motivating to better performance. She considers the amount of
praise as adequate and the reasons for praise as appropriate. She would not want to be
praised more, to support that she said she would have to try harder to cause more
reasons for praise.

She was quite decisive when arguing for correcting mistakes instead of having
more space in production of the language. She feels it is necessary and requires such
form of feedback as she does not realize the mistakes she makes. It does not bother her
when she is being corrected, she just says to herself ,,I1 should know this, sure, it’s like
that!* She requires appropritate eye-contact and facial expressions when speaking just
to make the conversation natural, with some help with grammar and vocabulary if
needed, but eventual praise should come at the end.

To improve her weaknesses, she could only revise what she keeps forgetting in
English due to her age but that is again connected to lack of free time. She concludes by
saying that if | praised her more, she would not believe that and consider the praise to
be excessive and insincere. She takes praise as important feature of ELT process
functioning as the form of feedback; to know whether something was right, successful
and the teacher liked it. For her, it is necessary to express praise verbally, otherwise the

cause of satisfied facial expressions is not clear.

Interview four

Mr. Prokop firstly stated that his English is still not going well and that there is
still a lot to improve but he has little time to do something about it. He said he should
motivate himself to work more in order to improve his performance, or to organize his
time better to be able to do that, but externally he would be motivated by having load of

homework given by the teacher.
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Before the interview started, he expressed his feeling that | praise him little but
then said the opposite although as later comes out, he means | praise him when he
deserves it but that, in his words, does not happen very often. He noticed words of
praise particularly for homeworks, which really were always done quite well, or when
he translated something correctly. On the other hand, he did not notice any praise for his
listening skills, which really were really low. When being praised, he was glad that
there was no problem at the particular activity and considers it just as a feedback
expressing he understood the particular aspect of English and that it was not a waste of
time. He concluded that the amount of praise was appropriate as the low results means
low amount of praise. He perceived the praise as sincere, not allowing that it could be
just to make him feel better and stated that it certainly motivates him to better
performance. As for correcting mistakes, he finds that necessary although the opinion
that he is not glad that he makes them probably prevails. He usually reacts ,,0oh, I know
that it’s like this“ or thinks that he has never heard that before. When speaking, he
appreciates being encouraged both verbally and non-verbally but in the end, he has
never thought about such things, he just takes it as it comes. He thinks his weaknesses
are connected to his age and time management, that he should make himself work
regularly and more often on his improvement in English. He summarized this as if he
had more praise, he would not feel happier unless the praise was for something he knew

was right.

3.6. DATA INTERPRETATION

Observation data interpretation

When analysing the field notes, it came out that the first group of students are
those, who are strongly or often praised. As for their personalities, three of four can be
considered as shy, sensitive and less self-confident so the reason for praising them is
mostly to make them more self-aware. It was reported that some situations, where these
students are praised, highly facilitate learning and encouragement of other students, who
are less shy after that. That is very valuable feel-good factor in the lesson as it brings
smile on their faces and overall good atmosphere.

On the other hand, these students do not accept praise quite well as they do not
want to be paid attention to. Therefore, it is necessary to be sensitive and evaluate their
work more privately. Then, when it gets personal, they look really happy and appreciate
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being praised although they do not express it, apart from the very extrovert student, who
is not typical of this group though. They also seem to be praised more due to their
outstanding diligence or knowledge, which is important to watch and not to let it show
as examplary for the others.

Of the second group, first student receives high amount of praise but does not
respond to it really, so she is just supported in what she does and it is relying on herself.
Similarly, the second student relies on herself but is praised to gain more self-
confidence, which seems to have little effect, though. The third student does not
respond to praise as well, which is due to his indifference to the subject as a whole. The
last one is praised to encourage him but the effect is not visible due to his personality
and the atmosphere in class.

Nevertheless, the majority of students fell into the third group in the analysis. To
be more specific, 40 % of students involved in the research are praised but the amount
they receive is small due to various reasons. The first half of this group are those of
great respect; the individuals who are highly-positioned and very intelligent and who
know what their abilities are. These are taken as partners and some words of praise
would be too childish to use with them. Lucy, Sona and Lenka, who are all self-
confident, are not praised very much as they evaluate their work themselves. The last
student does not receive a lot of praise although he is not self-confident and is not able
to correct himself. He also seems not to try very hard and not to be very diligent but this
may result from the both-side frustration within the ELT process.

In the last group, the first student reacts often ironically and does not accept
many things at class, praise including. The second student turned everything into jokes,
so praise was also something which he did not deserve from the teacher’s viewpoint. It
is similar with the third sample from this group, who is a bit frantic and not dependent
on the teacher. The last sample is a challenge as well because it is very difficult to work
with such a heavy dyslexic.

To sum up, the first group of students who are often or strongly praised, the
analysis of field notes has shown that the praise is usually used to build up self-
confidence of those who are shy, who try hard in ELT process, who respond well to
praise and who seem to require it according to the teacher’s viewpoint or if they seem to

appreciate being praised a lot. As for the students of the second group, who are praised
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often but seem not to care about it too much as they seem not to trust and appreciate it
as much, they rely mostly on themselves in humanistic way of treating. The male
samples of this group do not respond due to the passiveness in their attitude towards
ELT or in personality. The third group consists of people who are highly respected,
taken as partners and can evaluate their work themselves, therefore, they are not praised
so much. There is also one student who does not receive praise a lot due to the teacher’s
frustration from his performance. The last group of students, who receives almost none
amount of praise, is specific as for the reasons for that. It is mainly due to the
completely different personalities of the teacher and the students, who seem to lack

respect towards the teacher.

Interview data interpretation

To start with interpreting the data collected from interview, it should be
highlighted that success in finding out the respondents opinions and views was
determined due to what Gavora (2000) calls ,the rapport* achieved by friendly
relationships and open atmosphere. Furthermore, interview helps the respondent to be
more open and even if the sample is small, it goes deeper in the detail. (110-112) The
rapport was created beforehand during the lectures so students were not stressed,
although young adults were a little nervous due to lack of experience with interviewing
but relaxed atmosphere and friendship helped them and they were open significantly
too.

Gavora further states that the advantage of interview as a research method is that
it offers the opportunity to reformulate when student did not respond sufficiently. (110)
Such opportunity was used to explain answers and additional questions were asked
especially with Mr. Prokop in the third interview as he needed to understand questions
about feelings better. The method of interviewing was also advantageous with him as
his rationality and dyslexy could be a difficulty as, according to Gavora, even some
adults have problems with writing, thus the form of interview is preferred to
guestionnaires. (2000:110) This is even more obvious with such an abstract topic which
praise is.

What comes out of the first interview is the interesting finding that he directly
points at praise | gave him at one of our first lessons. In this case, these first words of

praise which affected him were a driving force for him to get more involved in the
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learning process and obviously had a great impact for his future attitude towards
English. Secondly, he mentions that | praise him for coming up with new words and
expressions. When he mentioned what he is mainly praised for, it is connected to his
ability to employ the words he notices in everyday life into our English lessons and to
guess the meaning of more difficult phrases and to translate them into Czech. It was
interesting to find out about his extrinsic motivation. Being very empathical, he enjoys
the lesson when he feels that the teacher can be satisfied, which again leads to finding
that he tries hard in order to satisfy the teacher and consequently, to make me feel that
my work was not useless.

The second interviewee seems to consider praise to be good and positive driving
force but as a side feature of feedback, which is not necessary to express as it is not
expected. She is a self-actualizing student, able to evaluate her performance herself,
knows her strenghts and weaknesses although she likes high amount of encouragement
to make her more self-assured. At the end of the interview, she also mentioned that she
feels being bound to satisfy her teacher to pay her back the effort put in teaching
similarly as it came out from the first interview. As a result, this can be seen as the form
of extrinsic motivation given by a good, friendly student-teacher relationship.

The third student’s view on her performance in English is very balanced.
Rationally, she finds direct proportion in relation of results and praise and in between
her performance and lack of time. She would only appreciate more praise if there were
more reasons for praising her. In other words, she thinks that if she had more time, her
performance would be better and there would also be more reasons to praise her. Due to
her position in the company and society, she feels she cannot do much about that now
and it is not even in the teacher’s will. She finds the teacher’s attitude towards praising
and correcting mistakes right and adequate as it was approached specifically and does
not seem to like the change in anything as she is satisfied with how it is. Therefore, the
use of praise with her seems to be effective as it is functioning as it should.

As for the last interview, it seems like at the beginning Mr Prokop realized that
if he wants, he can motivate himself, organize his work and activities better and try
harder and work on improving himself in English. As he refrains from talking about his
feelings directly, or even using the 1st person singular, it can be understood from his

words that when not praised after some activity where he put some of his efforts, he
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would feel useless, perhaps thinking that he did not understand and that the time
invested was not worth it. He does not seem to feel any special enjoyment when being
praised, he takes it rationally or sometimes do not even realize that he has been praised.
However, he probably also thinks that there were more opportunities for praise although
he concludes that the amount of praise was adequate. His austere attitude, his technical
nature and experience has not allowed him to change his attitude so far. Finally, it can
be concluded that his motivation is quite low, he would work harder if he was forced to.
He needs the intensity given above, which he believes would bring more success.
Therefore, if he could experience success in his English lessons more often, he might be

more motivated.

3.7. PRACTICAL PART FINDINGS - Implications for Practice

The first interviewee admitted that he remembers one of the first words of praise
I gave him the most. Although he fell in the group of those who are praised often, he
said that since that time | did not praise him too much. In fact, he just probably got used
to it and does not notice it properly or he is not surprised about it anymore. Therefore, it
IS necessary to emphasize the encouragement a little by saying for example: ,,John, this
was really good. You managed to do this really well.* However, it would be preferred
to do it sincerely, strongly and to highlight good points but not to do it too often,
otherwise he would not trust it. With such words of praise, he is able to be motivated for
a long time. In the meantime, he realizes his weaknesses and knows it is up to him to
improve his performance and if something from his weaknesses was praised, he would
not understand it as success. It is the best to treat him with the humanistic approach,
which means to keep the friendly, productive and cooperative atmosphere as it makes
him feel the happiest when he is satisfied emotionally, which consequently leads to
more effort and better performance. Nevertheless, the other students falling into this
group are much more shy and feel rather embarrassed when their success is highlighted.
Supposedly, they enjoy being praised often but not too publically and not even
informally in face to face conversation. As they are very sensitive, it is highly probable
that they are affected by praise a lot but preferrably, they would enjoy reading the
evaluation of their work in written form. Evaluating the written task with the strenghts
higlighted and with given advice on their weaknesses would seem to be the most
pleasant way of praising for them.
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The results from the second interview were quite suprising as the student was
seen as the one who does not respond to praise too much and who is able to rely on
herself in the evaluation. She was very open in the answers and admitted that she would
like to have some feedback on every step she makes but knows she has to be challenged
to be able to get more independent. However, she acts as a self-actualizing student, who
realizes her strentghts and weaknesses, appreciates her improvement according to
aspects of everyday life. When learning, she seems to be stimulated and motivated by
the humanistic approach the most. She finds the way | praise her effective, the only
thing that could be done is to give her the opportunity to understand all the words of
praise that are uttered, which could be again done by the written form of evaluation or
by using mother tongue.

On the other hand, the other students belonging to this group of those receiving
the reserved amount of praise are quite different. It seems like praise has little effect
with them, although Mrs. Staiikkova rejects it systematically. For her, it is necessary to
forbid using Czech otherwise she will not stop doubting about her performance and
stating that it is low hence this is what makes the effect of praise disappear into
nowhere. The two male students from this group are demotivated to learn in a way,
therefore, it is doubtful whether praise can change something about it. The amount of
praise seems to be sufficient with regards to their personalities, attitudes and learning
environment, they can experience success, they are praised specifically too. Therefore,
it would be advisable to research their motivational factors and to consider what steps to
undertake to make them more motivated in ELT process.

For Mrs. Cupakova, praise is something additional to learning process but
pleasant. She is a rational person who finds its use to be effective as the amount of
praise is adequate and it is used specifically and delivered in a good way. The only thing
to recommend is keeping eye on non-verbal communication as she perceives its
function quite well, which means to provide natural non-verbal contact expressing the
partnership and showing respect.

Of the third group, three other students are very similar to Mrs. Cupakova so
supposedly, their answers would probably have a lot in common. They are all very
balanced as for their personalities, therefore, the function of praise is not to get them

more motivated or to make them feel better as they learn. They are self-actualizing
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students who are aware of their strenghts and weaknesses and cope with it accordingly
and actually all of the five features of humanism are covered in their classes. Thus it is
not necessary to use praise in a way so that it would help them build their self-esteem or
confidence, just to keep supportive environment.

Similarly, the next three students are those, whose self-confidence is quite high,
but their performance does not correspond to it. For Lucy, it would be good to
legitimize her self-praise from time to time, especially because she tries to look
confident on the outside but in fact, she is sensitive and if praised privately, she would
really start trusting in herself, maybe even outside the English class. Her good
knowledge of English could help the others to construct their knowledge better, for
instance, making her a leader of a class discussion would encourage her significantly.

To make better conditions for Sona, it would be helpful if the others cooperated
with her more. They could learn something from her as she is not afraid to speak, so the
attention should be paid to making such social relations that would encourage friendship
and cooperation. With regards to Lenka and Paul S., who make a lot of mistakes, it is
necessary to concentrate on their effort to be praised otherwise they might start feeling
hopeless and lose motivation in learning completely if they are not ambitious enough.

This is valid for the last group as well, especially with Mr. Prokop, who was
interviewed. Although he blames himself for not being diligent enough, his effort is
high, which is almost never appreciated. As a result of both sided frustration, he has to
ask for praise. Although it seems very unrewarding for the teacher as the praise itself
will not probably bring better results, he should experience success more often, so he
should be given simple tasks and praised for every good step he makes. It would
probably be helpful to talk to him about his motivation, do the plan how to improve his
skills together, make him promise he will work harder and on what exactly.

The other three students of the last group are, with their excessive self-
confidence, completely different from the teacher in their personalities. This is crucial to
take into account and to lower its impact. It is recommended to smile and support them
despite any dislikes and to make the most of their confidence and knowledge by letting
these qualities out. They should be respected even though they are not in favour of the

teacher, which will help not only on both sides but within the whole class atmosphere.
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Their knowledge should be carried forth partially in order to make their egocentric

nature feel good.

4. CONCLUSION

Firstly, the paper defined the term praise from different viewpoints. Three
approaches to learning were introduced with some hints in which directions should
praise head for in order to be effective within them. The aim of the research was to find
out how praise influences the adults when learning and in what ways they can be
praised to be more motivated. It was found out that praise influences each individual
student differently and consequently, different ways of praising or encouragement are
used, as well as the amount.

When analysing the observation, it was found out that according to the amount
of praise used, the students can be divided into four groups. Within these groups, there
are certain patterns in students” personalities. First group, who were perceived as more
sensitive and shy, received the highest amount of praise but the last group almost none.
These were mostly people who were opposite to teacher’s personality and there is
something in their character, which the teacher did not like, such as excessive
ambitiousness or showing off.

The main idea hypothesized was that praise is important when teaching the
adults. It was found out that definitely, it is something pleasant and necessary for most
students but there is a group of people for whom is just additional. These are usually the
ones who have arrived into the state of high self-consciousness, those who are highly
experienced, know their qualities and who are balanced in character. However, some
form of encouragement is necessary for all, otherwise motivation could fall dramatically
even with the others affected. Therefore, it is necessary to concentrate on giving
encouragement to all, including the unpopular students to be able to create productive
and supportive atmosphere in humanistic way.

This work tried to find out some ways of praising that would be effective for
higher motivation. With individual learner needs and personality differences, it is
difficult to define but after analysing the interviews it was stated what forms of
encouragement different individuals call for. The paper further tried to find out how
praise influences the adults when learning. Although this is very difficult to research as
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well, individuals who are more sensitive are influenced by praise in a great deal and
those ones with high self-esteem seem not to be influenced too much. Nevertheless, it is
crucial to take into account that even beneath their surface, there can be a sensitive soul,
which can yearn for some gentle treatment. And this is the focus of further study in the
future — to find out how practical implications given in findings will help to change the
situation and make even more people happy. To conclude, it should be remembered that
every learner is a unique individual and it is helpful to take the person as a whole to

achieve the goals of teaching and learning process.
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5. RESUME

Tato prace méla v umyslu zjistit, jak pochvala ovlivituje dospélé pii vyuce
anglického jazyka. Za predpokladu, ze pochvala je nedilnou soucasti vychovné-
vzdélavaciho procesu v ramci celého zivota jedince, je ziejmé, Zze ovliviiuje to, co
délame a jak se u¢ime, aviak je soudasti toho procesu pomémé skrytou. Ugelem tedy
bylo vynést na povrch urcita fakta a predpoklady, aby tato abstraktni, ale ne nediilezita
slozka mohla byt pochopena a spravné a ucelné vyuzivana, protoze pochvala je nécim,
co lidé vnimaji, i kdyz ¢asto nevédomky.

Chvala je tedy motivaénim prvkem a pii ufeni se ¢emukoliv je motivace
zakladem. Proto je vhodné zjistit, jakou Ulohu pochvala v procesu uceni hraje. Tato
prace se tedy zaméfila na to, jak pochvala studenty ovliviiuje, jestli viibec, zda je
motivuje vice ¢i méné a tim padem také jaké jsou efektivni zplisoby pochvaly ci
povzbuzovani. Vychazelo se zptedpokladu, Ze pochvala je samoziejmé spojena
s détstvim, kdy je dit¢ od prvopocatku chvaleno za kazdy uspéSny krok v zivoté,
nasledné pak vramci $kolni dochazky. Nahle pak lidé ptestanou byt chvaleni
s ukonc¢enim Skolni dochazky a pochvaly se jim mnohdy nedostava ani v osobnim
zivoté. Nicméné pochvala je né¢im, co mize zménit mnohé, vcetné postoje k nécemu,
co se zdalo byt nepfijemnym. A tak se hypoteticky pfedpokladalo, Ze pochvala je velmi
dilezita nejen obecné, ale i u dospé€lych do velké miry.

Téma pochvaly pro tuto praci nabyva na dilezitosti také z toho divodu, ze
mnohem vice dospélych se dnes dale vzdélava v ramci celozivotniho vzdélavani a téma
motivace, tudiZ i za pomoci efektivniho vyuzivani pochvaly, je pro n¢ vice nez aktuélni.
Motivy, ale hlavné zkuSenosti a osobnosti dospélych se velmi 1isi, a to mnohem vice
nez co se tyce déti, proto se da predpokladat, Ze i pochvala bude nabirat riizné intenzity,
frekvence i pouZiti. Aby bylo moZné toto rozebrat ve vyzkumu, bylo nejprve nezbytné
pochvalu definovat, stejn¢ jako vékovou skupinu, které se tyka. Tak jako se
k vyucovani da pfistupovat riznym zptsobem, i zde v ramci pochvaly byly zminény tfi
ruzné piistupy, ke kterym je mozné piihlizet.

Mezi zékladnimi definicemi pochvaly bylo zminéno, Ze se d4 chapat jako vyraz
souhlasu ¢i obdivu, ktery se vyjadiuje Casto vetejné. Zakladnim piedpokladem dle

Maslowa je, ze kazda lidska bytost vlastné vyzaduje pochvalu, jelikoz zvySuje
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sebevédomi a sebeduvéru, a vétsina lidského jednani je smérovana k dosaZzeni pochvaly.
Prestoze néktefi se mohou citit nepiijemné, vétSina citi pfi pochvale uspokojeni. Je vSak
nezbytné, aby pochvala byla upfimnd, ne pfehnana a taktni, jelikoz nékteti, jak uz bylo
zminéno, nemusi byt na pochvalu zvykli a miize je tak uvést do nepitijemnych rozpaki.
Potom se poklada za jeden z nejuc¢innéjSich zptisobui vnéj$i motivace, ktery napiiklad
piimo ovliviiuje zapojeni pfi praci na ukolu.

Behavioristicky piistup k vychové a vyucovani je chronologicky nejstarsi, proto
uvedl prvni argumenty jak K pochvale pfistupovat. Behavioristé piedpokladaji, ze
clovek si uziva véci a Cinnosti, pokud je ma spojené s néfim piijjemnym. To plati
samoziejm¢ 1 o uceni, a tak piijemné zazitky spojené s u¢enim mohou byt iniciovany
prave pochvalou. Pochvala mize byt stimulem pro dobré vykony, je vSak nezbytné brat
ohledy na jeji miru. Dale se vtomto sméru piedpoklada, Ze pochvala je nedilnou
soucasti pii vyuce anglitiny a aby byla tato podminka splnéna, je vzdy nutné najit
néco, co by bylo mozné pochvalit. Nicméné pochvala je soucasti celého systému
kladného zpeviiovani vyuzivaného pii vyuce, spole¢né s neverbalni komunikaci jako
stejn¢ hodnotnym druhem povzbuzovani.

Pro humanisticky pfistup byly nejprve zminény zakladni prvky humanismu,
které pti vyuce hraji roli, a to pocity, které ¢ini ¢lovéka spokojenym, socidlni vztahy,
které podporuji spolupraci a pratelstvi, zodpovédnost ve smyslu potieby konstruktivni
vnéjsi kritiky a potfeba seberealizace, kterd dostavd na povrch lidské kvality a
jedine¢nost ¢lovéka. Humanisté predpokladaji, Ze je v lidské povaze dostavat ze sebe to
nejlepsi, a tak roli ucitele je predevsim usnadiiovat proces uceni, brat v potaz ¢loveka
jako takového vcetné jeho emoci a dobrych i Spatnych vlastnosti, aby bylo mozné
z kazdého co nejvice vytézit. Pochvala v humanistickém smyslu tak znamend vytvoreni
priznivé a pratelské atmosféry, kterd by podporovala uceni a vytvotreni podminek pro
seberealizaci.

Socialni konstruktivismus vnima vzdélavani jako socialni proces, v kterém se
studenti aktivné na procesu uceni podili, a tim si sestavuji nové znalosti, pficemz ucitel
opét hlavné ovliviiuje zapojeni studentti do urcitych aktivit a k tomu je pochvaly a
povzbuzovani zapotiebi. V tomto sméru se piedpoklada, ze uceni spociva ve spolupraci

pfi hledani vyznamt a porozuméni za vyznamné dulezitosti pozitivniho socialniho

vvvvvvvvvv
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slozkou vzdélavaciho procesu, tim vice povzbuzeni by mélo piijit. Aby bylo mozné
sestavit nové znalosti, je nezbytné, aby do procesu studenti vlozili své ptivodni pojeti a
K tomu je pravé potieba, aby ucitel podpofil skupinovou interakei, pii které se jedinci
nauci vic od svych koleg.

Po predstaveni jednotlivych pfistupti byly uéinény teoretické zavéry pro
uplatnéni v praxi. Bylo zdliraznéno, ze pochvala by neméla smétovat jen k tém, ktefti
maji dobré vysledky, ale takeé k t¢ém, kteti vynakladaji vice snahy, jelikoZ jim tolik
nepomaha ptirozeny talent. Pomalejsi a nemotivovani studenti by se dali ,,vylégit™
intenzivni kirou spocivajici v tom, ze ucitel musi alesponl dvakrat za hodinu najit néco,
za co by je mohl pochvalit. Nicmén¢ podstatou neni jen chvala samotnd, dilezité je, aby
mél student v ucitele davéru, aby citil upfimnost a respekt z jeho Usudku. Pokud pak ani
to nezabere, je nutné trpélivé vyckat a zvazit také dalsi motivacni faktory. V pochvale
by se nemély délat rozdily a ucitel by si mél davat pozor na to, zda chvali vSechny
studenty stejnou meérou, i ty, které nema piimo v oblibé nebo se jich az trochu boji,
protoze pravé to zlepSuje vztahy mezi vSemi zucastnénymi a v disledku mize zménit
chovani vyrudujiciho studenta.

Pochvala by neméla byt ptili§ oficialni a vetejna, jelikoz néktefi studenti se piti
ni mohou citit trapné. V prvni fad¢ by méla byt naprosto neformélni a také absolutné
upiimna a v souladu s osobnosti ucitele. Dale by méla byt specificka, pouzita v piipadé
opravdového tspéchu nebo Usili a ne za néco pfili§ obycejného a samoziejmého a
Vv neposledni fad¢ umirnénad, aby neztratila na cené. Efektivni pochvala je tedy
konkrétni, necCekand, spontanni a riiznoroda, tak aby prokazovala vérohodnost.
Obsahuje informace o tom, co student udélal spravné a jakou to ma hodnotu a tim
Zpisobi, ze 1 student sdm si své prace vice vazi a ocekava v budoucnu dalsi uspéchy.
Naopak je neefektivni, kdyz zptisobuje soutézivost ve smyslu porovnavani se
S ostatnimi nebo napftiklad kdyz zpevinuje pocit studenta, ze by mél 1épe pracovat, aby
uspokojil u¢itele ¢i vyhral néjakou cenu. Behavioristé jsou toho nazoru, Ze pochvala by
méla byt Casta, protoze ¢im Castéji prichazi, tim vic jsou studenti motivovani. Kromé
toho Casté chvaleni také vytvaii piijemnéjsi atmosféru ve tiidé. Pochvala by také méla
prichazet spolecné s kritikou jako nezbytnou soucésti procesu hodnoceni, ktery by tak
m¢él zahrnovat to, co bylo spravné s radou, co by se mélo zlepsit a m¢l by byt zakoncen

povzbuzenim, které bude motivovat k budoucimu tuspéchu.
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Nakonec byla v teoretické ¢asti popsana specifika vékové skupiny dospélych a
jejich vliv na uceni, jelikoz vyuka je specifickd a pon¢kud odlisné od vyuky déti.
Andragogika jako véda zabyvajici se vyukou dospélych je postavena na humanistické
teorii uceni a jeji zakladatel Knowles shrnuje charakteristiky dospélého tak, ze dospély
jedinec je nezavisly a sam tidi své jednani, je orientovan na cil a dilezitost pro danou
vec, je prakticky a je tieba ho respektovat. Tyto charakteristiky je tudiz potieba brat
V tvahu pii pouzivani pochvaly.

Déle byly zminény rozdily mezi muzi a Zenami, které mohou hrat pii vyuce roli,
pricemz muzi jsou vice nezavisli a dominatni v rozhodovani a Zeny jsou citliveéjsi,
emotivnéjsi a rozvaznéjsi. Muzi uznavaji pravo a spravedlnost, zatimco Zeny davaji
ptednost lidskym vztahlim a socialni skupiné. I toto mohou byt prvky, které ovliviiuji
jejich vztah k pochvale a jeji vnimani.

Co se ty¢e vyuky dospélych samotné, je tfeba mit na paméti, ze dospéli nejsou
tabula rasa a nepotiebuji, aby je nékdo fidil. Didaktické principy pfi jejich vyuce
zdiraziuji princip individuality, ktery respektuje rozdily mezi zGi¢astnénymi, hlavné ve
smyslu jejich u¢ebnich schopnosti, riiznych ptedchozich zkusenosti a znalosti a
rozdilnych potieb.

Hlavnim cilem vyzkumné ¢asti bylo zjistit, jak pochvala ovliviiuje dospélé
v uceni a jak je mozné chvalit tak, aby byli vice motivovani. V konkrétnim vyzkumu
bylo cilem zjistit, zda je na zkoumaném vzorku studentti pochvala uzivana efektivné, do
jaké miry a co je efektivni dle individualnich potieb konkrétnich jedinct. V rdmci
ak¢niho vyzkumu bylo analyze podrobeno 20 dospélych studentl z riznych jazykovych
skupin riznych Grovni, pfevdzné z prostiedi jejich prace, at’ uz byla vyuka dobrovolna
nebo navrzena vedenim. U¢elem vyzkumu bylo piedev§im zefektivnit vyuku
vyzkumnika do budoucna, tedy rozvijet schopnosti ucitele tak, aby pochvala byla
pouzivana efektivné dle individudlnich potieb studentt a jejich osobnosti.

Vyse zminénd zkoumana skupina dospé€lych byla rozebrana na zékladé
poznamek z nestrukturovaného participacniho pozorovani po dobu 4 mésict, které
probihalo v ramci jejich 90 minutovych lekei jednou az dvakrat tydné, po vétSinou
Vv prosttedi firmy, kde pracuji, z Casti individudlng, z ¢asti ve skupinach. Takové
pozorovani umoznilo nevstupovat piimo do prubéhu udalosti a zachytit realitu tak, jak

se objektivné jevi. Z toho vyplynulo, Ze pozorované subjekty je mozné roztadit do ¢tyt
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skupin podle toho, jakou miru pochvaly dostavaji, pfi¢emz prvni skupina je tou, které se
dostava pochvaly nejvice, jsou chvaleni nej¢astéji nebo vyznamné. Ve druhé skupiné uz
je mira pochvaly omezengjsi, ve tfeti nevelkd, at’ uz z diivodii vzdjemného respektu a
partnerstvi nebo dostatku sebediivéry a ¢tvrtou skupinu tvoii studenti, ktefi maji
zanedbatelnou miru povzbuzovéani vzhledem k jejich vlastnostem, které uéiteli prozatim
znemoznovali uzivat chvaly vice.

Poté nésledovaly rozhovory se zastupci vSech Ctyt skupin, které vznikly
pozorovanim, vzhledem k tomu, Ze interview je metodou umoziujici dostate¢né odkryt
pocity a emoce studentd a umoziuje vetsi spontannost, kterd je nezbytna u tak
abstraktniho tématu, kterym pochvala je.

V zavérecné Casti, kterd méla vyvodit disledky z rozbor obou metod, bylo
zjisténo, ze v pozorovani vyplynuly ¢tyfi skupiny studenti podle miry pochvaly, ktera
se jim dostava, pti¢emz v prvni skupin€ byli studenti vétSinou citlivi a stydlivé;si,
naopak v posledni skupin¢ takovi, ktefi jsou osobnostné nejvice vzdaleni uciteli,
disponujici néjakou neoblibenou vlastnosti ¢i snizenou schopnosti. Predevs§im se daji
tito studenti charakterizovat jako pfehnané ambicidzni a egocentricti.

Zjistilo se, Zze pochvala opravdu ovlivituje kazdého uplné jinak a proto je také
potieba pouzivat rizné zptsoby chvaleni a povzbuzovéni. Hlavni hypotézou bylo, ze
pochvala je pfi vyuce dospélych dulezitd. Rozhodné se potvrdilo, Ze je nécim
pfijemnym a nezbytnym pro vétSinu studentd, ale je i skupina takovych, pro které je to
pouze néco navic. Ti jsou vétsSinou velmi zkuseni, jsou si velmi dobie védomi sami
sebe, svych silnych stranek a nedostatki a charakterové velmi vyrovnani. I ti vSak
pottebuji uréitou formu povzbuzeni a tak je opravdu potieba zaméfit se na rovhomérnou
distribuci pochvaly véetné smérem k neoblibenym studentiim, aby byla zajisténa
produktivni a podporujici atmosféra pti vyuce.

Tato prace se snazila zjistit, jakym zplisobem je mozné chvalit tak, aby byla
motivace studentl vétsi, ackoli je to velmi t€zké vzhledem k individudlnim potfebam
studentiim a rozdilech v jejich povahach. Je také obtizné zjistit, jak pochvala dospélé pii
vyuce ovlivituje, nicméng¢ citlivéjsi jedinci jsou k pochvale vnimavéjsi a ti, jejichz
sebejistota je vétsi, na ni tolik nereaguji. Pfi vyuce je vSak potieba brat v Uvahu fakt, Ze
i pod tvrdou slupkou se miize skryvat citliva duse touZzici po pochvale, které se ji

V bézném zivoté dospélého tolik nedostava, coz je ale uz tématem pro dalsi vyzkum:
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aplikovat zjisténi v praxi a zjistit, zda se situace a spokojenost studentii zmeénila vlivem

jiného ptistupu k pochvale.
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7. APPENDIX - INTERVIEW TRANSCRIPTIONS

Interview 1
R =researcher, J = John

R: Tak jako takové Gvodni otazka- ma$ pocit, Ze ti angliétina jde? Jak bys to charakterizoval?

J: Mam pocit, Ze mi jde lip &teni nez komunikace s ostatnima, domlouvani se a umim vyslovovat I

R: ja myslim, Ze komunikace ti jde dobfe, Ze jsi schopny fict cokoliv.. pro€ ma3 pocit, Ze ti jde vyslovovat
zrovna ,r*?

J: Jak jsi mé pochvalila poprvé, myslim, Ze jsme byli sami na hodiné a dohanéli jsme néco, co ja jsem
zameS$kal a Cetl jsem ,married” nebo tak a tys fikala..fakt jsi vypadala jakoZe..fakt jsi mé pochvalila jakoZe
to znélo..

R: pfipadalo ti, Ze jsem to fekla upfimné?

J: no, z toho j& Ziju doted

R: no urcité to tak je.. ma$ pocit, ze kdyZz té chvalim za néco takového, Ze to je upfimné?

J:jo, to jo, ale mam pocit, Ze od té doby uZ jsi mé moc nechvalila

R: aha.. a jak Casto té tedy chvalim? Nebo za co?

J: ja si pamatuju tadytu pochvalu a pak j& mam takovej hloupej pocit jsem mél z toho, kdyz ja vim, Ze v ty
anglictiné nejsem dobrej a tak mam Spatnej pocit z toho, Ze bych se mohl srovnavat s téma ostatnima a
ted jakoby chvalis vic je a toho si tak néjak v8imam a tak myslim, ze to je takovy konstantni od té doby jak
jsem fekl to ,vdany“ a jak jsem fekl, Ze z toho tak né&jak vyzivam. Né, chvalis mé i Castéji, ale jako
pochvalu si pamatuju tadyto...

R: a pro€ si ji pamatuje$? Bylo to prvni, Zes na to nebyl zvykly nebo jsi to dlouho nezaZzil, Zes dlouho nebyl
ve Skole, kde by t& chvalili nebo v praci t& nechvali...

J: no, asi jako Ze to bylo prvni.. v praci mé moc nechvalej. Pamatuiju si to protoze jsem z toho mél fakt
radost, Ze mi néco jde a kdyz ti nékdo fekne, Ze ti to jde, tak si to pamatujes. Nebo tak, kdyZ pfijdu

s né¢im novym, tak mé pochvali$ a ja z toho mam radost

R: jako tfeba?

J: tfeba vefejna popularita — public... (narézi na nedavny Uspéch, kdy odhadl dobfe vyznam)

R: kdyZ prosté pfijde$ na néjakej vyraz, ktery bych necekala, Ze bys védél..nebo ze by kdokoli védél, ale
v podstaté asi i v tu chvili sam citi§, Ze jsi védél néco, co ostatni ne.. mél bys z toho radost i bez toho, aniz
bych néco fekla?

J: no ani bys to nemusela fikat. Mé staci takovy néjaky..

R: staci ti tedy, kdyz se ti néco povede?

J: ale kdyZ té nékdo pochvali tak je to o stupinek lepsi, ale zas kdyz nékdo chvali az moc, to uz je takovy
zprofanovany

R: co by to znamenalo moc? Rikat za kazdym slovem ,yes, great, perfect’ nebo chvalit po kazdé hodiné
cos udélal dobfe?

J: to uz tak beru Ze to muze$ fikat kazdymu, Ze to je prosté styl toho, jak ty jednas s témi svymi studenty a
myslim, Ze by to souviselo s tou neupfimnosti, ze bych mél z toho ten pocit

R: mél bys pocit, kdyby to bylo ¢asto, ze to neni uplné upfimné?

J: no, Ze 1o je takovej ten, Ze zkousi$ praktikovat néjakej ucitelskej figl, abys nas podporovala, to zapaleni
pro to, nebo tak.. ale viastné myslim, Ze by se to asi mijelo G¢inkem.. nevim, myslim, Ze kdyz néco pfijde
z ni¢eho nic a jednou za Cas, tak je to lepsi nez kdyZ to mas kazdej den, protoZe pak si na to zvyknes a
pak uz to pro tebe nic neznamena

R: Rozhodné.. takze zminili jsme to, Ze jsem té pochvalila nékdy za vyslovnost, nékdy t& chvalim za néco,
co by se nedalo Cekat Ze bys védél, pamatujes si jesté néjaké véci jiné, za které t& chvalim? (pfemysili,
nevi co Fict) nebo tfeba jakyma slovama?

J: no nevim.. a nemyslis Cisté jako vylozené chvalit slovama, Ze by to bylo dobry, ale staci, Ze se$ tim
pobavena

R: cokoliv, urgité.
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J: nebo ostatni jsou tim pobaveny a neni to uplné zcestny, navaze to na to, co se feklo pred tim

R: urgité. Jestlize to pfispiva k atmosféfe hodiny nebo pro dobrou naladu, to zas motivuje ostatni tim, ze je
to bavi. Takze mas$ tfeba dobry pocit z toho, kdyz mé to bavi, usmivam se, pfikyvuju, Ze to délas dobfe...
J: no, z toho m&m dobrej pocit, protoZe jsou dny, kdy mam fakt Spatny pocit z toho, ze té zklamavame i
kdyz nam néfikas ze to je Spatny nebo tak..ale kdyz.. vétSinou je to kdyZ jsem tam s Rencou, Iva ve mné
podporuje to, ze mé tak néjak divné tlaci dopfedu, ikdyz moje védomosti jsou stejny, kdyz tam jsem

s Rencéou nebo s Ivou. Ale kdyZ tam jsem s Rencou tak si pfipadam v tom tak néjak vic ztracenej

R: v jakém smyslu?

J: no Ze nedokéazeme vhodné reagovat na to, co ty fika$. Ze mam pocit Ze t& zklamavame, protoze ty do
toho investujes ty svy védomosti a snaZi$ se nas néco naucit, ale ja vim,Ze doma na to kaslu a prosté se
na to nekoukam a kdyz tam jsem s Rencou, tak ona to ve mné jesté n&jak umociiuje, Ze se v tom ztracime
oba vic, Ze tfeba Iva, nechci fict Ze toho vi vic, ale to co vi, umi jinak pouzivat..

R: no tak Iv€a je v ur€itych vécech napied, ale tfeba se boji mluvit, kdezto Renca je zase svédomita a
pomérné se pfipravuje, vénuje se tomu, déla ukoly a ty se tfeba zase neboji§ mluvit, takZe se vlastné dost
doplfiujete..

J: no kdyZ jsme vSichni, tak je to nejlepsi

R: lva ma ty gramaticky védomosti, je troSku napfed teoreticky, Renca je svédomita a ty miize$§ pouzivat
intuici. O to je ta hodina vyrovnanéjsi, kdyZ to toho date kazdy svy schopnosti

J: no kdyz mysliS...asi bychom méli cestovat spolu (smich)

R: co se tyCe chyb, kdyz d&las chyby v mluveni nebo v néjakym cviceni, uvédomuijes si je nebo jsi radsi
kdyz t& na né upozoriiuju?

J: no tak to urcité

R: Clovék kdyz formuje vétu, tak tfeba vi, Ze to fekl Spatné a nékomu to vadi, Ze ho na to upozoriuju,
protoZe vi, jak by to mélo byt. Tak jestli je lepsi nechat té povidat nebo potfebuje$ motivovat, reagovat
jako ,jo, to je ono”

J: potfebuju néjaky druh toho vedeni, myslim ze ta kostra co nastavuje$, abychom spravné kladli ty slova
za sebou nebo cokoliv, tak Ze to je jako dlleZity, o tom to je.. kdyZ bys kyvala a pochvalovala na blbosti co
bych fikal, tak k ¢emu by to bylo..?

R: no Ze bych té tolik nepferuSovala, kdyz mluvi$. bylo by to plynulejsi. M&$ pocit, Ze je lepsi, abys mluvil
nebo ti vyhovuje kdyZ opravuju ten slovosled nebo napovidam slovi¢ka?

J: ja to mam radsi kdyz to délas, protozZe lip se u¢im poslechem nez...

R: nékoho to miZe upIné roz€ilovat, kdyZ chce néco fict, vi pfiblizné jak by se mél vyjadfit, ale ja ho tfeba
pferusuju jak ho usmériuju

J: ne, ja myslim, Ze je lepSi kdyZ mé usmérfiujes, protoze kdyz chci fict vétu o péti slovech a vim z toho
dvé, tak jsem fakt rad, kdyz ty zbyvajici tfi mGzu od tebe slySet a kdyz mi je poskladas tak jak maji jit za
sebou

R: ale kolikrat se potom stane to, Ze vidim, co chces fict, ale Ze ti to nejde, tak to dofeknu za tebe a trefim
se, ze fikas ,to je ono, to jsem myslel*

J: no a nékdy taky Ze to neni ono, to jsem Fict nechtél, ne ale tohle mé uréité nevadi, neroz€iluje... a pak
pfide nékdy na tu ¢estinu, no ale ty pochopis jak jsem to myslel ... no a pak se tfeba usméjes, pokyne$
nebo tak, nemusi$ mé chvalit t&mi slovy, ale vlastné mé pochopis jak ja jsem to myslel a to stadi ze jo,
kdy?Z se lidi chapou

R: a kdyZ odchazis z hodiny, jaky mas pocit?

J: ja mam takovy pocity Stésti.. néco podobnyho jako po jéze, kdyz je fakt dobré hodina, nevim, myslim,
Ze to ve mné vyplavuje néjakej endorfin

R: a &im to je? M&S dobry pocit z toho, Zes ty sam néco fekl dobfe nebo Ze to byla dobra atmosféra,
kolikrat se hodné nasméjeme...

J: no... jednak je to kolektivem, protoZe vas mam rad, s tebou je legrace, i s Rencou, lvu mam rad, mam
pocit jakoZe jsme dobra parta a pak kdyzZ je to o angliétiné a v ty hodiné se ti dafi a nemam z toho ten
pocit, Ze t& néjak zklamavame, ale ze muze$ mit pocit, Zes nas néco naudila, kdyz mam ten pocit ,tak
tfeba dneska si Kam¢a muze fict, ze dobry, Ze ta jeji prace neni uplné zbytecna“

R: takZe neciti$ to ani tak sam za sebe, Zes udélal néco dobre, ale spis§ vuci mé, kdyz ze mé citi§, Ze jste
mi udélali radost
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J: no, Ze ty ses spokojend, tak j& jsem taky spokojenej

R: to znamena ze urcité vnimas ty moje reakce, kdy ja jsem spokojend, kdy vas néjakym zplsobem
chvalim i kdyZ ne tfeba slovné, ale tfeba gesty, prosté vidis, Ze z toho mam radost

J: ze z toho mas radost, no.. ze nemusis béhat k tabuli, otaCet listy ,to jsme brali minule® a tak, kdyZz
pouZijem ty véci, co jsme se naucili v pfedchozich hodinach a my si to pamatujem

R: a kdyZ to pouzijete a ja feknu ,jo, dobry*

J: to nemusi$ ani fict, staci to, ze nam plynule nemusi$ nic dal$iho vysvétlovat nebo vysvétiovat znovu a
navazes na to dalSi véci

R: takZe to, Ze ta hodina odsipa, Ze se nezaseknem na nééem, co jsme délali nékolikrat

J: jasny, Ze nemusime opakovat latku, ale tak my ji opakujem vzdycky zpétné, ale ze nékdy je to fakt
Spatny..

R: ne, to se prosté nékdy tak sejde, Renéa chodi rovnou z prace, je unavend a hned ma zase jit rovnou na
angli¢tinu, tak i to dlouho trva, nez se do toho Elovék dostane, ale urgité to neni pofad, neni to pravidlo, ze
bychom pofad museli délat vSechno znova.. a myslim, Ze se doplriujete at jste jakkoliv nakombinovany...
V &em jsou tvoje slaby stranky v anglicting, co bys potfeboval zlepsit?

J: tak slovni zasobu..taky docela Easto mi trva t& pochopit co chces, Ze to musim slySet vickrat nebo
rozumim jen Casti téch vét

R: ale to je urCité moje chyba, ze to fikam moc slozité, snazim se to dat o level vy$, Ze na vas mluvim
skoro tak, jak bych mluvila normalné, nemluvim vzdycky jednoduse a pomalu, abyste to méli trosku tézSi a
snazili se poslouchat jak kdyby to byl rodily mluvéi a aZ pak kdyz vidim, Ze se nechytate, tak to postupné
Zjednodusuji

J: akdyzZ to vibec nejde, tak Cesky.. no vétSinou se snazim si t& poslechnout, pak abys to zopakovala a z
téch véci, co jsem rozumél si poskladam co asi mozné chces..

R: mas$ tfeba pocit, kdyZ tomu nerozumi$, kdyZ se vam snaZim néco takhle vysvétlovat anglicky a je to
slozitéj$i, ze té to demotivuje, vadi ti to nebo je to vyzva?

J: ne, ja si spis fikam ,snad si nevSimla, Ze nevim o Eem mluvi®, ne ale nemam fakt pocit, Zze by mé to
néjak demotivovalo, i kdyz spis, ted jak jsi fekla, ze tlais ty levely nahoru, Ze ndm asi nefika$ nic, cemu
bysme uz neméli rozumeét, tak si spis fikam, ,to je tim, Ze na to kasle§"

R: vztahuje$ si to na sebe, jak kdyby to byla tvoje chyba (to Ze nerozumi$ vSemu), ale neni to uplné tak...
J: ja si myslim pravé Ze jo, protoZe kolikrat to jsou véci co nam fikas, ktery fikas ob kazdy druhy cviceni
R: no tak podle toho o ¢em mluvime, pokud je to tvofeni otazek, tak to uz samoziejmé musite umét ale
jestlize vam vysvétluju néjaky slovicko, ktery nechci fict Cesky a chci vam vysvétlit tu definici a chci abyste
sami pfi$li na to, co to znamena

J: tak to mi docela jde (smich) no, to mi fikala Iva ,no dyk ty ji rozumis§ vSechno co fika“ pfitom to tak neni,
ale nékdy mi to docvakne

R: a pak z toho mas taky radost, kdyz néco vysvétluju a pochopi$ vyznam

J: tfeba jako nafadi nebo udélej si sam (narazi na to, kdyz jsem anglicky vysvétlovala tool a DIY)

R: v tomhle je to zase pro mé Uzasna odména, kdyz vidim, Ze jste nééemu takhle rozuméli, néco sami
pochopili, sami si na to pfisli

No a tak bys to shrnul tak, Ze té pochvaly neni zas a7 tolik? Ze si vybavujes tu prvni, ktera byla takova
neCekana

J: né tak protoZe byla prvni a nikdy jsem pfed tim s angliétinou nepfiSel do styku, ale tys uZ prvni hodinu
fikala ,vSichni jste do dotazniku napsali, Ze jste s angli¢tinou nikdy nepfisli do styku® i kdyz u mé to byla
pravda, i kdyZ tamta holCina ji méla na zé&kladce.. tak dobry, tak jsi nds vSechny pochvélila, ja jsem se
snazil a pak tohle bylo, kdyz jsme tam byli sami a mé pfislo, Ze jsi z toho byla takova paf nebo aspori jsem
z toho mél takovej pocit

R: to byla, ur€ité byla vidét ta upfimnost, emocionalné projevena, protoZe jsem z toho byla opravdu vedle,
Ze to bylo jak od rodilého mluvéiho

J: no a ted ta pochvala myslim, Ze je v takové mife aby spliiovala to, co by pochvala méla spliiovat, ze
kdyz Clovék na néCem déla soustavné a snazi se byt lepsi a lepsi neni to pochvala jako ,tys to hezky
udélal* a konec...ale je takova motivaéni. ale na druhou stranu, ale ¢lovék je fakt rad, Ze to nebere, Ze to
fikas Cisté z toho, abys nas motivovala, ja se asi nevyjadfuju spravné..ze jako Elovék to bere i z toho
pohledu, Ze ty z toho mas radost
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R: tak prosté pokud je to upfimné, tak je jedno jak je to ¢asto, ale musi$ z toho mit ten pocit, Ze to je
upfimné, to znamena, aby to nebylo pfehnané, aby to nebylo zas tak asto, Ze bys tomu prestal véfit

J: no pfesné tak

R: jsou takeé typy lidi, ktefi jsou z pochvaly uplné vedle, to je tfeba u Iv¢i, citi se uplné az trapné, to se ti asi
nestava, ze by ses citil trapné, Ze jsem néco pfed ostatnima vyzdvihla

J: ne, trapné asi ne, ale mam takovej pocit, ze kdyZz mame néjaké téma a nejdfiv se zeptas holek a ja
mam €as na to si to v hlavné pfipravit a pak mé pochvali§, tak nemam z toho ten...

R: musi§ mit taky dobry pocit Zes fekl néco vyjime¢ného...

J: no, ale spi$ jako Ze jsem si to pfipravil dopfedu a Ze to je tak trochu nafixlovany nebo ze ta pochvala...
R: neni za néco, zas az tak za upiné vyjimecny vykon

J: no tak asi.. jinak u Ivéi jsem si toho v8imnul, Ze ona to spiS tak jako shazuje

R: a tak se citi§ néjak hrdé, citi$ takovy zahfati u srdce, mas z toho dobry pocit nebo to nékdy i pfehlizis,
nékdy si toho tfeba nevsimne$, kdyZ t& pochvalim? Mysli§, Ze to vZdycky zaregistrujes?

J: u nééeho jsi mé tfeba chvélila a ja jsem mél takovej pocit, Ze jsem ani nefekl ,dik* néco takovyho, no..
R: za to se nemusi dékovat

J: ale radost Elovek urcité citi, ale souvisi to s tim, Ze jsem hrdy, kdyZ dok&Zu reagovat na to, co ty fika$ a
€0 po nas chces$ a obejde se to bez néjakyho dlouhyho vysvétlovani nebo objasnovani nééeho o éem uz
jsme se bavili. Nevim jestli jsem hrde;..

R: mé&s ze sebe radost..

J:Mam ze sebe radost, kdyZ ta hodina odsipa a posunem se nékam dal, kdyZz se nemusime babrat

v nécem..

R: znamenalo by to, kdyby to takhle bylo pofad, Ze bych nemusela nic chvalit, odchazel bys z kazdé
hodiny spokojeny, aniz bys slySel néjaky slova chvaly..

J: kdyZ by to kaZzdou hodinu odsypalo? no asi si vic v8imam toho, ze nepotfebuju, abys to fikala slovy, Ze
to vyjadiuje$ i tak, Ze staci jak se zatvafis, Ze ja néco feknu a ty na to pali$ dalsi otazku a Ze na to nékdo
dal3i zareaguje a ma to spad a uz tohle mi pfijde jako urCity druh ne pochvaly, ale je to néco, na co se
Clovék tési, Ze to néjak Slape

R: a kdyz pouziju ty konkrétni slova, tak se citi$ jak? Mas z toho radost nebo to zavisi na tom, ze mas ty
s&m radost ze sebe?

J: kdyZ fekne$ konkrétni slova? Jako ,yeah, great*?

R: no, kdyz feknu tfeba ,excellent, well done, that was really good*

J: ted uz mam pocit, kdyZ to ted fekne$, Ze uz mam takovej pocit, Ze uz nejsme upiné na tom zacatku...
R: na za¢atku té to motivovalo vic..ted uz to dokaze$ sam ohodnotit ten sv(j vykon

J: no, no, no. Asi tak néjak, ted uz si fikam, ze uz z toho nejsi UpIné pfekvapend, mas z toho radost, ale uz
to od nas ocekavas, ze uz néco takovyho dokazeme vyplodit, uz to neni takovy heroicky vykon, ale chci,
abys to fikala. Protoze uz oCekavam, ze uz jsme nabyli takovy védomosti a chceme ti odvadét tu zpétnou
vazbu na to, co tys nas naucila nebo..

R: takze chce$ abych to Fikala kvili tomu, abys mél pocit..

J: ne,nechci abys to fikala, ale jsem rad, Ze to fikas, protoZe vim, Ze to znamena, Ze to jede, Ze to Slape,
uZ to neberu jako, Ze to je néco extra, ale Ze to je znamka toho, Ze nevafime z vody, Ze uZ to ma néjakou
kvalitu
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Interview 2
K = Kamila, R = Renata

K: Tak zacla bych UpIné obecné — ma$ pocit, Ze ti anglictina jde? Jak se pfi tom citi§?

R: Na to, Ze se angli¢tinu u¢im asi rok, tak mam pocit, Ze uz nemam problém. Tfeba kdyZ jde nékdo po
mésté a mé tricko s ndpisem, tak si to hned zaénu prekladat, na internetu uz si umim pfeloZit néjaké
anglické slovicko. A jsem z toho hrozné piekvapena, ze jsem méla pohled na angliétinu, ze je hrozné
tézka, Ze jsem se ji ani nechtéla ucit a ted uz jsem hrozné Stastna, Ze uz si dok&Zu dat do kupy néjakou
vétu, néco kdyz vidim napsano v anglicting, tak s tim taky nemam problém. Fakt jsem si pfedstavovala, Ze
mi to vibec nepljde a jak se u¢ime, tak myslim, ze dobry, no..

K: M&S z toho prosté dobry pocit, bavi té ten jazyk jako takovy..

R: Jo, fakt jo

K: Cim mysli§, Ze to je? Ten jazyk ti pfirostl k srdci nebo Ze ses tomu hodné vénovala.. &im to je, Ze se
zménil ten postoj?

R: ja jsem pofad méla k angli¢tiné takovy odstup, jako pro¢ pravé angli¢tina ma byt celosvétovy jazyk, mé
to hrozné Stvalo, pofad jsem se tomu branila, ale pak se mi stavalo, Ze jsme potkavali turisty a vSichni
miuvili anglicky, ja jsem si pfipadala hrozné blbég, kdyz ségra s nima miuvila anglicky a ja furt Ze mluvim
jenom némecky, tak kvili tomu jsem do toho $la

K: zajimalo by mé teda ted kdyz z toho méas dobry pocit a bavi té to, tak ¢im to je? Je to tim, Ze ti to jde,
Ze té ten jazyk bavi...

R: ani mé moc nebavi, ale zrovna v€era jsem fikala, ta angli¢tina je tak jednoducha a kdyz &lovék fekne,
Ze to je jednoduchy, tak to znamena, Ze uz mu to jde. Zrovna vCera jsem pfekladala néjaky vtip, tak jsem
tomu rozuméla a tak mé to té8i, mam z toho radost, kdyZ uz si umim néco preloZit nebo kolegyné mi

v praci posilala néco anglicky a i kdyz jsem to prekladala slovo po slovitku, z toho kontextu jsem si to dala
néjak dohromady, pochopila vyznam, tak jsem tam fvala na lidi ,jé, hele, ja jsem to dokazala preloZit* uz
mi to 8lo no, tak mam z toho radost. Taky je vyhoda, Ze jak mame tu knizku, ze tam neni nic ¢esky..

K: a mysli$ taky, Ze jak ja na vas mluvim, Ze se snazim nepouZzivat tu estinu tolik, aby to byla trosku
vyzva, tak je to dobfe?

R: na zaCatku jsem si fikala, Ze nic nerozumim, ale je to dobry, prosté kdyZ &lovéka hodi$ do vody, tak
plave. Pofad kdyz to fekne$ anglicky, tak to pochopime a pak ma$ z toho mnohem vétsi radost. Ja taky
chci fict néco anglicky a ne ze tam mam tu stopku, ne Ze jako se stydim, ale prosté to nefeknu, prosté si
nejsem sebou jista

K: tak ma$ nékdy pocit, Zze se boji§ nebo stydi$ nebo Ze bys to nefekla spravné?

R: j& se nestydim, protoZe uz se zname, ale chci néco Ffict a udélas to ,uh* — neumim to tak spravné,
nejsem si jista, pfitom by to tfeba mohlo byt spravné

K: mas pocit, Ze t& o hodinach chvalim? V jakych tfeba situacich?

R: hm, jo. KdyZ néco udélame dobre, tak se ti to libi, fekne$, Ze jo, Ze to je dobry, Ze ndm to jde a to je
dalezity. Nechvali§ nas celou hodinu, protoZe nékdy neni za co. Ale tfeba jak dneska, jak jsme napsali
spravné tu zpravu, tak si fekla Ze jo, dobry, Ze nam to Slo, tak to je dobry, to je taky duleZity

K: mysli$, Ze to délam Easto nebo dostatecné?

R: délas to tak, Ze kdyzZ si to zaslouzime, tak to fekne$. Zas by bylo blby, kdybych Fekla, ja nevim, pulku
véty spravné a uz mé za to chvalis... prosté tak, kdyz fakt néco udélame dobfe, tak nas za to pochvalis
K: a jakym zpusobem to délam? Co tfeba fikam?

R: Ze feknes ,jo, skvély, dobry“ j& nevim, Ze to bylo dobry, napfiklad domaci Ukol

K: a co citi§, kdyZ takovato slova pouZiju? Mas z toho radost, Ze jsem to fekla, ze jsem to néjak vyzdvihla
nebo je to v pfipadech, kdy sama vis, Zes to fekla spravné

R: mam z toho radost, Ze jsem udélala krok dopfedu, Ze uz mi to jde a tak. To je taky dllezity, ta
pochvala, jo, mam z toho radost

K: je to dulezity kdyz to Feknu nebo bys i sama citila, Zes to fekla spravné?

R: no nékdy bych to citila, kdybych si byla stoprocentné jista, ale j& nejsem zvykla..ne¢ekam za nic
pochvalu, taky se mi to nestane. Je to automaticky, Ze ¢lovék to nedéla kvili pochvale, déla to kvili sobé,
ale je dulezity, kdyz dostane pochvalu, je to lepsi

K: motivuje té to..
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R: taky mé to motivuje, Ze vim, Ze jo, Ze jsem to udélala dobfe a taky jsem hrozné rada, kdyZ Honza taky
néco udéla dobre, kdyz i jeho pochvali§. Nékdy se uéim z Honzovych chyb, taky rdda posloucham co
fekne on, tfeba kdyz se splete, fekne néco jinak, vim, Ze se to tak nem4, tak si to zapamatuiju, jsem rada,
Ze posloucham i ostatni, no.. a on vi nékdy véci, co nevim ja, nékdy koukam, jak to vi, prosté je jiny. Ja
nékdy se u€im vic automaticky, Ze co probirame, tak se u¢im a on nékdy vi tak jako dopfedu takové slovo,
Ze j& jsem ho nékdy slySela, ale nevim co znamena

K: jak jsi mluvila o téch chybach, kdyZ té upozoruiji na chybu, tak jsi za to rada nebo nékdy bys byla radsi
kdybych ti dala vic prostoru, kdyZ se snazi§ mluvit, vyjadfit se

R: ja jsem takovy typ, Ze ja bych byla rada, kdybys mé opravovala pofad. Ja bych se t& pofad ptala ,jak to
ma byt, jak se to vyslovuje® ja bych se té ptala na kazdé slovo, prosté pofad, ale uZ vim podle zkuSenosti,
Ze to nem0Zzu to bréat tak, Ze jsem na hodiné jenom ja a pofad se ptat, jak se to fekne..

K: takze bys byla radSi kdyby ta zpétna vazba byla pofad, pofad fikat ,ano, je to tak® pofad to néjak
komentovat

R: ale vim, Ze to je otravny, Ze by to bylo vyCerpavajici, ze bych pofad ,a jak se to Cte, mam to spravné?*
Abych si byla fakt jista, Ze to je tak

K: potfebuje$ dodavat tu jistotu néjakym zplsobem dodavat..

R: jo, protoZe j& nékdy napfiklad mluvime spolu a j& si néco napisu do sesitu, tu vétu, ale nékdy to nemam
napsané spravné

K: a kdyZ mluvis tak chce$ taky tu podporu? ProtoZe nemUzu ti do té véty skakat porad..

R: no, pak mi to fekne$ na konci, to je dobfe

K: protoze myslim, Ze nékdy by to bylo na Skodu

R: a ja se nékdy zeptam ,Kamco, je to spravné?* a ty ,jo, jo, je to spravné*

K: dneska to tieba bylo zrovna nékolikrat, Ze jsem na to UpIné nechtéla reagovat, abys méla ten pocit, Ze
je to samozfejmé, Ze to bylo spravné, protoZe tohle uz pfece davno umis

R: to jo, pfesné tak. A ja pofad...

K: aby ses neptala pofad na ty zakladni véci, jestli je to spravné, protoze v tom uZ by sis méla byt jista a ja
to vim, Ze to umis a ty to asi vnitiné vi$ taky, Ze uz ta konkrétni véc zrovna neni problém, ale ptas se

R: to uz mam asi v povaze to ujiStovani

K: takZe ti vyhovuje, kdyz mluvi$, kdyZ u toho aspon néjak kyvam, usmivam se

R: no mé pfijde, Ze to déla$ dobfe. Taky by to nebylo dobry kdybych to méla pofad. Kdyz udélam chybu,
tak mi to prosté pak feknes$ a tak

K: takZe na jednu stranu bys ode mé pofad vyZadovala néjakou reakci jestli je to spravné, ale kdybych to
délala, tak mozna by to bylo az neupfimné

R: to nejde no... a taky nechci otravovat, Ze oni to uz umi vyslovit nebo védi co to znamena, tak si napisu
to slovi¢ko a podivam se doma. A kdybys Fikala ,skvély“ za kazdym slovickem, to uz bych musela tu
angli¢tinu znat fakt dobfe.. nebylo by to dobry, protoZe nékdy bych si myslela, ze jsem to fakt nefekla
dobfe a ty bys to pfes to délala, to uz bych védéla a to taky neni dobry. Ted méme fakt pochvalu kdyZ fakt
fekneme néco dobre, tak ji dostaneme a kdyz ne, tak ne a my taky vime sami, kdyz nam to nejde, tak si
feknem ,co to mame za den?*

K: takZe mas pocit, ze kdyz vam to jde, tak vas pochvalim a kdyZz vam to nejde, tak to nedélam.
Nevyzdvihnu tfeba néjakou malickost, ktera se vdm povedla na té hodiné, kdyz je ten Spatny den jak
fikas?

R: nékdy jo, kdyZ vidi§, Ze jsme z toho uz zniCeni, tak nam fekne$ ,jo, dobry* i tak. No nékdy ani to
nepomUze, kdyz mame takovej den. Ja uz to pak ani nevnimam, jsem na té hoding, ale uz jsem nékde
uplne mimo a i kdybys mé pochvalila, tak si to nevezmu uplné tak, jak kdybych byla v pohodé..

K: jak bys to shrnula, kdyZ t& pochvalim, tak z toho ma$ radost nebo jaky mas pocity? Nékdo se pfi tom
citi trapné, nékdo hrdé, je na sebe pysny

R: 1o je tak, ty to fekne$ v anlictiné a ja to beru jako Ze jsi nas pochvalila, ale bylo by to jiny, kdybys mi to
fekla v Cestiné ,Renato, ted to bylo super, je to perfektni, fekla jsi to spravné®, tak by to bylo taky jiné, ale
nevim proC. Ja nékdy si myslim, ze kdyz to feknes v anglicting, ze ne tfeba tomu nerozumi ostatni, nékdy
rozumi.. ja nevim, je pravda, Ze nékdy by to bylo pro ¢lovéka trapné

K: takze nékdy kdyz to fikam v anglictiné to nema zas az takovou hodnotu?
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R: j& jako chci byt pochvélend, to je fakt super, kdyz té nékdo pochvali, ja nevim jak to fict.. kdyby nas
bylo hodné a kdybys pofad chvalila jenom mé, tak uz bych nechtéla byt ta nejlepsi a pak i kdybych néco
védéla, tak bych byla zticha. Pochvala je super, ale je fakt, ze kdyZ jsem byla ve Skole a ucitelka mé
pochvalila, tak jsem se za to nékdy stydéla, protoZe spoluZaci ,jé, ty umi$ vSechno® a kdyZz mé pochvali
vedouci v praci, tak to je jiné, ona to nefekne prfiede viema, ale osobné.. oboji ma néco do sebe. Ale
pochvala je super, Ze s ¢lovékem déla divy. Jako v détstvi, kdyZ t& rodiCe malo chvali, tak je Clovék
takovej usedlej a kdyZ té rodi€e chvali vic, uci té lyZovat a chvali té u toho.. i kdyz se ti to nepovede,
Clovék vic ziska sebevédomi, ze jsi si sebou vic jista

K: no a kde je ta hranice, kdy uz je té pochvaly moc?

R: ¢lovék si zaslouzi pochvalu, kdyz fakt udéla néco dobfe, ale kdyz tfeba jen napdl.. jednou za ¢as
pochvalit, ale ne pofad, to uz by si ¢lovék ani nevaZil, kdyz uz toho mas fakt hodné. Do urcitého véku je to
dobry, kdyZ Elovék ma pochvalu, Ze je si pak sebou vic jisty

K: a v dospélosti, Clovék uz je vyrovnangjsi, sebejistéjsi. Je to dulezité pro dospélého Elovéka, ktery by
mél byt uz vyformovany? MlZze to byt Clovék, ktery nebyl v détstvi chvalen, ani dnes ho nikdo nepochvali a
pak se mu stane jen na angli¢ting, Ze mu fekne$ ,to bylo skvély

R: no, to je rad, jestli udélal néco dobre..nékdy se snazis jak chces, uz jen kvuli tomu délat néco dobfe,
ale jsi rad, ze to slysiS. Déla to s Clovékem divy, no..to je jasny. Ja taky kdyZ jsem v praci a nékdo néco
udéla.. jednou mi holky Fekly, Ze je malo chvalim, nékdy na to ¢lovék opravdu zapomina. Ted kdyz si na to
vzpomenu, tak uz feknu, ,jo, super, dékuji vam, bylo to dobry, zvladli jste to* a oni uz si z toho délaji
srandu, ze ,no jo, uvidime* Clovék na to zapoming, bud to je tim, Ze tebe nékdo malo chvali nebo nevim..
zapomene$ pochvalit jiného, vétinou protoZe to beres automaticky, ale kdyZz nékoho pochvalis a vidi§, Ze
z toho ma radost, tak to déla radost i tobé

K: tak mysli§, ze to ¢lovéka motivuje k lepSim vykondm, kdyz to slySi? Ma$ pocit, Ze se bude$ snaZzit vic
R: ono je to hrozné pfijemny, ale nékoho to mize motivovat, nékoho ne. Mé vic motivuje to, ze se fakt
chci naucit, abych rozuméla aspor zakladni véci, to mam ted na prvnim stupinku tuhletu motivaci, ale
tohleto mi to hrozné zpfijemni a mam pocit, ze jsem na dobré cesté k tomu, co chci. Pfeci jsem nesla na
anglictinu jen kvdli tomu aby mé nékdo chvalil, ale je to dobré, mélo by to k tomu byt

K: a mysli§, kdyz vas chvalim, Ze to je upfimny? Ze to je v situacich kdy to myslim vazng&?

R: jo, protoZe kdyZ feknu néco Spatné, tak ja to taky vim, Ze jsem fekla blbost, Ze si to uvédomim a kdyz
udélame néco dobre, tak to fekne$ a ja uz taky vim, ze to bylo dobré a kdyZ si myslim, ze byla jen pllka
spravné to taky nechci byt chvalena

K: a kdyZ jsem nékdy shrnula celou hodinu nebo i delSi ¢asovy usek a ohodnotila jako tfeba ,to je skvélé,
Ze mUzeme tak pfirozené konverzovat® jako Ze jste udélali za posledni dobu velky pokrok, jaky mas z toho
pocit?

R: no dobry. ono je hlavné vidét, Ze ti to déla velkou radost, kdyz my udélame néjaky pokrok. Mé jednou
Honza fekl, Ze ty, kdyZz my udéldme néco dobfe, ze mas z toho hroznou radost, ja fikam ,mé je ji nékdy
lito, co s nama musi vSechno vydrZet celou hodinu“ a on ze jsi hrozné rada, Ze je to hezky.. tobé déla
radost to, Ze jdeme dopfedu. Ja si nékdy fikam, ze je mi fakt lito, Ze jsem néco nevédéla a nékdy to chci
udélat i kvali tobé, Ze nas ucis, vénujes tomu své volné chvile, ty bys mohla délat i néco jinyho a my to
takhle nechame plavat, nékdy fakt se nesnazime, je to pravda.. oba chodime do prace.. ale taky bychom
mohli doma se vic uit

K: a takova posledni otazka, v &em myslis, Ze jsou tvoje slabé stranky? Co bys tak mohla zlepsit?

R: asi vyslovnost a kdybych se tomu vénovala denné aspon pul hodiny a zopakovala si to, co jsme méli,
tak bych po uréitou lekci aspori to uméla perfektné, ale nechce se ti, néco mas..

K: tak to je asi vSechno nebo té jesté k tomu néco napada?

R: Prosté je to dobry, ¢lovéka to motivuje a Clovék, ktery ma malo pochvaly, tak ho to hrozné nadchne,
nékoho vic, nékoho mif, ale je to pofad pozitivni véc. Ale nékdo je takovej blazen, ja si dokazu predstavit,
Ze bychom méli rodilého mluv€iho, pfijde Angli¢an a pofad by fikal ,yes, great* u nich je to takove, my
jsme uzavfengjsi. Ale jsem rada s kazdym novym sloviékem co se naucim, tak mi to dava hodné a €lovék
vic nabere sebevédomi, kdyz si fekne ,uz vim tohle, tohle” ale pochvala je dulezita pro vSechny lidi a je
dulezita i v Zivoté

K: tak moc dékuju..
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Interview 3
R =researcher, C = Mrs. Cupakova

R: Nejdfiv bych se zeptala, zda mate pocit, Ze vdm angli¢tina jde nebo jak vam jde?

C: Sla by mi lip, kdybych se tomu vic vénovala

R:a¢im to je, ze se tomu nevénujete?

C: ¢as

R: a myslite, Ze by se uciteli mohlo podafit vic vas motivovat, abyste se tomu vénovala vic?

C: tady nejde o motivaci, tady jde o ¢asovou moznost

R: takZe je to prosté pracovnim vytizenim

C: nejen pracovnim, i Zivotnim, celkové

R: takZe motivaci méte, chtéla byste se ucit, jenom ten ¢as neni

C: no a taky uz to neni takovy jako za mlada, je to horSi, uz si mifi pamatuju

R: a co se tyCe pochvaly, méte pocit, Ze vas chvalim o hodinach?

C: méla jsem, obCas jsi mé pochvalila

R: za co to vétSinou bylo?

C: kdyZ se mi podafilo spravné sestavit vétu

R: jesté v jinych pfipadech?

C: kdyz jsem dobre.. naslech kdyZ byl v pofadku, dobfe jsem néco vyslechla, ty pisnicky jak jsme délaly,
kdyZ jsem to tam doplrovala. No, tos mé chvalila hodné

R: a co jsem tfeba fikala?

C: ,great” (smich) no takovy ty obvykly poznamky

R: takze i slovné, nebylo to tfeba jen ze byste vidéla, ze z toho mam radost

C: ne, ne, slovné

R: a kdyz jsem néco takového fekla, jaky jste z toho méla pocit? Byla jste na sebe hrda...

C: uspokojeni

R: myslite, Ze kdyZ jsem vas takhle pochvalila, ze vas to néjakym zpusobem motivovalo k lepSimu
vykonu? Ze jste se tfeba o to vic snaZila, Ze vés to n&jak hnalo dopfedu?

C: urcité jo, je to povzbuzeni

R: a myslite, Ze kdyz jsem vas chvalila, ze to bylo upfimné, Ze jsem to myslela vaZné

C: no to doufam

R: neméla jste nékdy takovy pocit, ze bych vas chvalila a vy byste si tfeba fikala, ze nebylo za co, méla
jste pocit, ze to je opravnény..

C: no tak kdyz uz se mi to povedlo, tak mi to pfislo v pofadku

R: protoZe jsou situace, kdy je potfeba chvalit i pfestoze se Clovéku nedafi, je potfeba vyzdvihnout
néjakou maliCkost. Takze prosté bylo za co vas chvalit a kdyz bylo tak to pfislo. Nebo myslite, Ze bych vas
nékdy mohla chvalit vic?

C: ne, spi$ opacné. Ja jsem se méla vic snazit, aby bylo vic divodl k pochvale

R: co se tyCe chyb, vy si je uvédomujete, kdyZ je délate, Ze jste sama schopna ohodnotit svoji praci nebo
je potfeba, abych vas upozoriiovala na to, Ze néco bylo Spatné

C: je potieba upozorfiovat, pa¢ malokdy jsem si védoma, Ze... spi$ kdyZ byla jako konverzace, tak potom
si Clovék uvédomi, co ekl za blbost, ale vétSinou v z&palu toho vybavovani a sestavovani si to ¢lovék
neuvédomi

R: a kdyZ jsem vas takhle na néco upozornila, jaky jste z toho méla pocit? Jako ,to jsem pfece védéla“...
C: néé, vzdyt ja jsem se i kolikrat ptala na takovy obycejny véci, ktery bych méla védét

R: takze jste si nékdy tieba fekla ,to bych pfece méla védét, jasné, je to takhle*

C: ja jsem si kolikrat fekla ,tohle pfece vim“ale nevzpoméla jsem si

R: ale jste za to obecné rada, prosté je to potieba..

C: no samozfejmé, vZdyt kolikrat jsem té poZadala, abys mé pomohla

R: pfi tom mluveni, kdyZ jste se snaZila néco slovné vyjadfit, potfebovala jste v tom né&jak hodné
podporovat jako i pokyvovat hlavou, usmivat se, Ze to je v pofadku nebo mate radsi vic prostoru

C: ne, j& rada vidim reakci, kdyZ k nékomu mluvim, jestli je to dobfe nebo ne

R: je dobré do toho vstupovat i néjak slovné jako ,fine, yes*?
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C: jako pochvalou nebo pomoc?

R: jako takovy slovni pozvbuzovani

C: tak to ne

R: je to lepSi aby to bylo pfirozené

C: normalné nechat spi§ mluvit, pomoci tfeba s tou gramatikou a nebo slovni zasobou a kdyZ tak nakonec
pochvalit, kdyZ se to povede

R: v &em byste fekla Ze jsou vaSe slabé stranky v angli¢tiné?

C: (smich) vSechno

R: no, tak to ne urcité..

C: tak: slovni zasoba, nepravidelna slovesa.. to je pravé vsechno to, co ja jsem dfiv uméla a zapoméla a
to mé na tom nejvic Stve

R: a jak si myslite, Ze by se to dalo zlepsit?

C: no jak jsem mluvila na zac¢atku, opakovanim...

R: zase jenom pracovat, mit ¢as.. a myslite, kdyby tfeba té pochvaly bylo vic, Ze byste z toho méla lep3i
pocit, z anglictiny celkové nebo kdybych vas chvalila jesté vic, byla byste po té hodiné spokojenéjsi?

C: ne, vechno ma svou miru, to pak bych si mohla myslet, Ze se pfetvaiujes, ze to nemyslis vazné

R: tak a mohly bychom se dostat k tomu, Ze by to opravdu nebylo upfimné... takZe myslite, ze ta mira, jak
jsem pochvalu pouZivala byla

C: pfiméfena

R: odpovidajici..

C:ano

R: kdyz bylo co chvalit, tak pfisla. Neméla jste nékdy pocit, Ze bych vas mohla pochvalit za néco troSku vic
C:ne

R: dala by se pochvala pfi vyuce anglictiny néjak shrnout? Je duleZita, hraje velkou roli nebo je to spis jen
takovy vedlej§i povzbuzujici faktor? Pusobi na vas hodné? Mate radost z toho nebo z téch vykonu

C: hraje roli, urcité. Neni to tedy to zasadni, zakladni, to ne, ale je to dllezity, urcité jo — védét, ze se néco
podafilo, Ze to bylo spravng, ze se ti to libilo (lehky smich)

R: jaké& podpora vam vyhovuije nejvic? Je opravdu potfeba to slySet slovy nebo je dobré tfeba i shrnout
néjaké deldi Casové obdobi jako ,ted jsme se velmi posunuly,” ze uz vam néco opravdu jde nebo spis za
konkrétni malickosti v té dané hodiné. Délala jsem tfeba i to, Ze bych vdm po néjakym delSim ¢asovym
Useku fekla..

C: to si nepamatuju, to bylo spi$ vzdycky takovyto okamzZity..

R: vétSinou za ty konkrétni Gspésny kroky..

C:no..

R: a je duleZzité to opravdu Fict nebo se tak usmivat a kyvat hlavou, Ze to je dobfe?

C: je, protoZe ten Usmév a pokyvovani nemusi byt pochvala, ani povzbuzovani to nemusi byt, mize to byt
tvij vyraz tvafe

R: jako ze se muzu usmivat protoze o nééem pfemyslim, ze by to nebylo jasné, ze to je pro vas za ten
vykon

C: presné tak

R: tak to je asi véechno a moc dékuji
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Interview 4
R =researcher, P = Mr. Prokop

R: Tak takova uvodni otazka, zacla bych tim, jak vam jde angli¢tina? Mate pocit, Ze vadm jde?

P: j& mam pocit, Ze mi jesté pofad nejde, Ze je co zlepSovat

R:a ¢im to je? Jak to zlepSovat?

P: no, zlepSovat.. je to tim, Zze je malo ¢asu

R: myslite, Ze by vas ucitel mohl vic motivat néjakym zptsobem? Abyste tomu vénoval vic ¢asu nebo aby
vam to Slo |épe

P: myslim, Ze bych se mél motivovat sam, ale ... motivace je pro mé tfeba kdyZ je ¢lovék zahlcen
domécimi Ukoly

R: takze neni moc prostiedk, jak vas vic motivovat..

P: asi spi§ u mé je vic prostfedkd v organizaci ¢asu

R: takZe byste si to musel sam uvédomit a sdm vic chtit, vic se do toho poloZit..

P: je to tak

R: co se tyCe pochvaly, mate pocit, Ze vas teda chvalim malo?

P: ne, ja myslim, Ze hodné chvalite

R: a za co tfeba? V jakych situacich?

P: tak kdyZ se néco povedlo, tfeba domaci ukol kdyZ byl dobfe, tak jsem dostal pochvalu, kdyZ jsme néco
pfelozili, bohuzel tfeba ty poslechy, tam asi nebylo moc co chvalit..

R: je fakt, ze doméci Ukoly byly vétinou v pofadku, Ze jste tomu vénoval ten ¢as, soustredil jste se, takze
tam bylo co chvalit.. takZe ta pochvala za to pfisla?

P:jo

R:a co jsem tfeba fekla?

P: no je to dobfe, dobry, pékny

R: a kdyz jsem to fekla, tak jste z toho mél radost?

P: tak jsem z toho mél uréité dobrej pocit, Ze to je v pofadku

R: myslite, Ze vdm to pomohlo v tom, abyste pfisté ten Ukol udélal stejné dobfe nebo Iépe?

P: tak spi§ mé to pomohlo v tom, Ze si Elovék utvrdi, Ze tu latku pochopil, Ze tomu rozumi a ze tomu
nevénoval ten Cas zbytené

R: co se tyCe pochvaly v hodinach ta byla za co, teda jestli byla.. ?

P: tak j& myslim, ze néjaka snad i pfilezitost byla mé pochvalit, ze urcité byla pochvala. Tak to asi bylo za
to, kdyz se ndm néco povedlo doplnit dobfe, Ze jsme mohli konstatovat, ze ta latka je zvladnuta, tak jste
fekla, Ze to je dobry, Ze jsme to pochopili nebo ja ze jsem to pochopil

R: a myslite, Ze to bylo dostate¢né Casto?

P: tak to nemam uplne asi...

R: méte tfeba nékdy pocit, Ze jste nékdy udélal néco dobre a ta pochvala mohla pfijit a nepfisla?

P: (sméje se, kr€i rameny, krouti hlavou)

R: nevite..

P: ted opravdu nevim UpIné pfesné, ale ja si myslim, Ze ...

R: méate pocit, Ze byste byl radi, kdybych vas chvalila vic?

P: ja si myslim, Ze to je dostateCny, protoZe ty vysledky zase tomu tolik nenasvédcovaly, abysme mohli
chvalit

R: ale stejné, vZzdycky se da najit néjak& malickost a pochvalit aspori to...

P: tak to vy jste chvalila si myslim..

R: to jsem délala.. a kdyz jsem vas chvalila, myslite, ze to bylo upfimné, Ze jsem to myslela vazné, nebo
to nékdy mohlo byt i tak, abyste z toho mél radost

P: tak to jsem asi nemél ten pocit

R: nemél jste nékdy ten pocit, Ze bych to fikala jen tak

P: to asi ne, ten pocit jsem nemél

R: a kdyZ jsem véas chvélila, mél jste pocit, Ze by vas to motivovalo k lepSimu vykonu?

P: tak kazda pochvala motivuje k lepSimu vykonu

R: méate z toho obecné radost nebo si toho nékdy ani nevSimnete?
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P: Clovék takhle o tom asi nepfemysli v tu chvili, ale myslim, Ze to ¢lovéka motivuje k tomu, aby se tomu
tfeba vénoval dél, rozhodné mé to motivuje

R: kdyZ jste délal chyby, upozoriiovala jsem vas na né? Byl jste za to rad?

P: tak rad jsem nebyl Ze délam chyby, j& myslim, Ze jste mé né&jak netrestala, ale Ze jste mé na né
upozorfiovala

R: a bylo to dobfe nebo nékdy jste si je uvédomoval i sam?

P: asi bych fekl, Ze je dobfe, ze jste mé na né upozorfiovala

R: a co jste si pfi tom Fikal? Jako ,uz zase, to jsem prece védél“..

P: mozna ta odpovéd ,to pfece vim, Ze to takhle je* by mohla pfijit a nebo Ze jsem to nevédél vibec..

R: takovy ,no jo, vlastné..vzdyt to pfeci uz vim*

P: ,a]o, vlastné,“ no... to je hlavné u téch slovicek

R: kdyZ uz je to po nékolikaté, ze vam to tfeba feknu i vickrat za tu hodinu..

P: tak, tak. Urcité

R: co se ty¢e mluveni, potfebujete n&jakym zptsobem podporovat nebo mate radsi kdyz mate vic
prostoru?

P: j& asi moc vyfe€ny nejsem, mluvim spi$ k véci nebo fakticky, takZe toho mluveni je asi vzdycky malo...
ja nerozumim té otazce

R: kdyz se snazite néco vyjadfit a vy tfeba nevite Upiné jak to fict, potfebujete vidét, ze se usmivam, kyvu
hlavou

P: tak urcité mi pomaha naznaceni toho, ze to jde spravnym smérem ta véta

R: potfebujete to i néjak slovné hodnotit, Ze to bylo fajn, je to skvély a tak?

P: tfeba, no uréité

R: v éem jsou vaSe slabé stranky v angliétiné?

P: slabé stranky? Tak nebudu fikat, Ze uZ jsem na to asi starej.. slabé stranka je ta organizace ¢asu, to
znamena donutit se k tomu, tfeba kazdej den na pll hodiny se na to podivat

R: takZe to souvisi s vasim pracovnim vytizenim

P: a nebo se zorganizovanim toho dne samotnyho a vibec i zivota mozna, ale .. protoze vzdycky kdyz
jsem se néco ucil, tak jsem se to ucil jakoby vSechno najednou, pfecetl jsem skripta vecer pied zkouskou,
rano jsem to umél, to u anglictiny bohuZel takhle nefunguje

R: to nejde no, to musi byt postupny

P: to nejde no.. i kdyZ ta intenzita je dllezita, protoZe nejvic jsem se toho nejvic naucil kdyz jsem chodil
dvakrat, tfikrat tydné a mé to donutilo se pfipravovat kazdy den

R: a co mate tedy pocit, Ze vdm nejvic nejde v angli¢tiné a da se s tim néco délat?

P: mé nejde se nabiflovat ty slovicka, ta slovni zasoba je nejhorsi a pak ty poslechy asi

R: a mohl byste to néjak shrnout, kdyZ se Fekne pochvala v hodinach angli¢tiny, co vas napadne? Je to
duleZita slozka nebo vedlejsi?

P: ja myslim, Ze to je urgité dllezitd motivacni slozka. Kdyby Elovék byl jenom kritizovan, tak si fekne ,ja to
délat nebudu*

R: a myslite, Ze je lepsi, kdyz je té pochvaly obecné vic? Byl byste rad?

P: to zaleZi jestli je co chvalit

R: a kdyby té pochvaly bylo vic i pfestoze by nebylo co chvalit, odchazel byste z hodiny Stastnési?

P: to asi ne, protoZe by to toho ¢lovéka nemotivovalo k tomu, aby se uéil dal

R: takZe musite mit pocit, Ze to bylo za néco, co bylo opravdu spravné a Ze to tudiz mohlo byt upfimné
P: souhlasim, fikate to dobfe
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