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Abstract

In 1970s appeared so-called “~comruni cative novenent’,
whi ch has been influential in foreign |anguage teaching.
It assunmes that the goal of foreign |anguage teaching is
communi cative ability; to nmake learners comunicate
nmeani ngs rather than structures and to allow them to use
| anguage in real-life situations, to achieve certain |evel
of fluency.

According to Wendy A Scott and Lisbeth H Ytreberg
speaking is the nost demanding skill for the teacher to
teach. Consequently, speaking fluency represents one of
the main targets which teachers want to achieve with their
students at any stage of teir studies through various
techni ques and activities.



Shr nut |

Na pocatku sedmdesdtych let minulého stoleti se
rozsirilo tzv. “komunikativni hnuti”’ prosazujici
komunikativni p¥istup, které =zasadn& ovlivnilo vyuku
cizich Jazykt. Podle tohoto hnuti Je cilem dosaZeni
komunikativni  schopnosti, tzn. sdélovani a predéavani
vyznami/informaci spiSe nez uziti spravnych jazykovych
struktur, a zaroven moznost pouziti jazyka v realnych
situacich, a také dosazeni urc¢ité UGrovné plynulosti
m uveného proj evu.

Podl e Wendy A. Scott a Lisbeth H Ytreberg je muveny
projev pro ucitele tou nejzadanéjs$i Jjazykovou dovednosti.
Soucasné také dosazeni plynulosti mluveného projevu
predstavuje Jjeden ze zakladnich ¢il®i, kterého chtéji
uc¢itelé u svych studentll docilit pomoci rozliénych technik

a aktivit v jakékoli fazi studia.
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1. I ntroducti on

Speaking fluently represents one of the targets which
teachers are willing to achieve with their students at any
stage of their st udi es, using various approaches,
techni ques and activities to have nore students successful
and fluent in using English. Learners should be able to
express their ideas which can be a highly notivating
factor for themin learning foreign | anguages, in general.
A lot of Ilearners |earn |anguages because it is a
compul sory subject at school. It is teacher’ s aim to nmake
them aware of the fact that foreign |anguages, English
including, represent in today' s society certain social
status which enables to communicate with people all around
the world. It can be in the form of business transaction
or just asking for direction sonewhere abroad. The use and
i nportance of foreign | anguages is nowadays i ncreasing and
therefore nore attention should be paid to their
acqui si tion.

People use foreign |anguages at various |evels of
proficiency and in a different way, for exanple in their
witten or oral form However, npbst people use the
| anguages for communi cative purposes. It is the reason why
the necessity of speaking activities developing fluency is
stressed by nmany contenporary witers concentrating on the
subject of foreign |anguage teaching as well as the need
to conmunicate neanings in a given situation, rather than
present mastery of the |anguage structures.

The aim of this thesis is, firstly, theoretical: to
provi de bri ef t heoreti cal backgr ound about t he
communi cative approach to |anguage teaching, secondly,

practical: to help teachers to broaden their repertoire of
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activities enabling to comunicate effectively in a
foreign |anguage and achieving fluency, and their
consequent evaluation according to experience from the
research period and the results of the questionnaire. The
mai n focus is on the devel opnment of oral skills.

It is to be noted that the last part sumarizes
aut hors experience when teaching pupils and therefore the
first person singular is used. The last point to be nade
is the fact that sometines teacher, |earner, student or

pupil is here referred to as he.
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2. Theoretical Part

Language, in general, helps people to express their
opi nions, feelings and thoughts, and so represents a very
i mportant part in the lives of all people. Speaking is one
of the nobst inportant |anguage skills in all Ianguages, in
the study of nother tongue as well as in the study of
foreign |languages. The aim is to comunicate effectively
and especially in teaching foreign |anguages, and here we
are speaking about teaching English in particular, to use
the structures of the |anguages in the real situations.
Littl ewood says that the goal of foreign |anguage teaching
is the commnicative ability, conplex and nany-sided
phenonenon, which inplies ability to form correct
structures of the |anguage and their proper application in
various situations, where the latter is stressed, and
devel oping the ability to take part in the process of
“comuni cating® effectively through |anguage. It is the
assunption that underlines such w dely-used approaches as
situational |anguage teaching or the audio-Ilingual nethod.
(Littl ewood, 1981: x)

2.1 Communi cati ve novenent

In early 1970s the |anguage teaching was influenced
by so-called “conmunicative novenent”. There are two main
inmplications of this approach enphasized in Littlewod s

Communi cati ve Language Teachi ng:

A communi cati ve approach opens up a w der perspective

on language. In particular, it mnmakes us consider
| anguage not only in terns of its structure (grammar
and vocabul ary) but al so in terns of t he
communi cative functions that it perfornms. In other

12



words, we begin to look not only at |anguage forns,
but also at what people "do” with these forns when
they want to comunicate wth each other. For
exanpl e, construction: ,Wy don"t you close the
door?* mght be used for a nunber of comunicative
pur poses, such as asking a question, neking a
suggestion or issuing an order. W can therefore
conbine the newer functional view of the |anguage
with the traditional structural view, in order to
achi eve conpl ete communi cative perspective.
(Littl ewood, 1981: x)

The second inplication of this novenent Littlewood

expl ains like this:

A communi cati ve approach opens up a w der perspective
on |language learning. In particular, it nmakes us nore
strongly aware that it 1is not enough to teach
| earners how to manipulate the structures of the
foreign |anguage. They nust also develop strategies
for relating these structures to their communicative
functions in real situations and real tine.

(Littl ewood, 1981: x)

This enables us to give students fuller account of what
they are supposed to use as a neans of communication and
al so supplies basis for organizing the material we want to
teach. Learners (further on Ls) should also be provided
with appropriate nunber of opportunities to wuse the
| anguage thenselves for comunicative purposes. W ought

to be aware that |earners, in this approach, are
developing mainly their skill to comunicate through
| anguage, r at her t han usi ng perfectly i ndi vi dual

structures of the | anguage. Therefore, constant and direct
correction is not effective and it does not help to create
a good class atnosphere. It has got its place in the
| anguage-t eachi ng process, but not when you are using the

| anguage for comunication. (Scott and Ytreberg, 1990: 4)
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To sum up, conmunicative approach to |anguage teaching
pays systematic attention to functional as well as
structural aspects of |anguage and conbi nes these two into
a nmore fully comunicative view. The aim of foreign
| anguage teaching is the comunicative ability while the
structural viewpoint of the |anguage concentrates on
grammati cal system (Littlewood, 1981: 1) What is nore, it
is to be noted that |anguage does not carry only
functional and structural neaning, but also social neaning
whi ch goes hand in hand with these two, we use | anguage

according to a situation.

2.1.1 Chonsky and his communi cati ve conpetence

Li ngui sts have been discussing native speaker’s
knowl edge for many years and wondering how it is possible
that when you ask a native Englishnman about his know edge
of grammar, he will say that he does not know any. He w ||
not probably tell you the rules of grammar, but the sane
man can say: ,If | had known that | would have told him*
Harmer asks hinself a question: ,How is that possible?
(Harnmer, 1982: 12) Perhaps the nost fanmbus work in the
field of Ilearner’s knowedge is Noam Chonsky. Harnmer
summari zes his theory this way:

H s [of Chonsky] suggestion is that a native speaker
has, sonewhere in his brain, a set of grammar rules
whi ch he can use to nmake sentences wth.

(Harmer, 1983: 12)

He mani fests concrete representation of the rule governing

a sinple sentence: "“The boy kicked the ball”. According to

Har mer, Chonsky m ght present the sentence this way:
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The boy ki cked t he bal |

The rule says what the relationships of the sentence are.
However, Harmer stresses one interesting point:

If we slob bits of vocabulary into this tree, or
frame, we get a sentence. By changing the bits of
vocabul ary we get conpletely different sentence, for
exanple, "The girl loved the man". In other words the
rul e has not changed, but the sentence has. By using
the rule as a base we can select the vocabulary to
mean the things we want.
(Harmer, 1983: 12)

The exanpl e above shows us that we can make many thousands
of sentences with only one rule. It covers Chonsky s idea
that there is a finite nunber of such rules that al
native speakers know and with these rules we can create an
infinite nunber of sentences. Harner goes on: ,we wll
never say all the possible sentences in our lifetinme

and yet we wll subconsciously know the rules of our

| anguage Chonsky nmde a difference between this
know edge and the sentences that are based on them and
produced. He calls the grammtical rules as |[|anguage
conpetence and concrete realisation of these rules
performance. Harner concludes that the man who says that
he does not know any grammar is right and wong at the

same tinme. He would not be probably able to describe the
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rule as it is nentioned above, but he has |anguage
conpetence, or in other words a subconsci ous know edge of
the grammar rules of his |anguage, which allows him to
make sentences. (Harner, 1983: 13)

i . Chonsky versus Hynes

Another linguist, Dell Hynes, clains that Chonsky
m ssed out some very inportant information. He suggests
that it nmay not be sufficient to account the type of rules
Chonsky had presented for explanation of what the speaker
knows about his own |anguage. 1In other words, the
conpetence that Chonsky talked about as know edge of
granmar rules, points out Hynes, was no good to a native
speaker if he did not know how to use the |anguage which
those rul es produced. He gives another exanple: ,It is not
much help to know that “"Wuld you like to” takes the
infinitive unless you know that "Wuld you like to cone to
the cinema?” is performng an inviting function“. (Harnmer,
1983: 13) Hynmes concluded that the conpetence itself was
not enough to explain native speaker”s know edge and he
used his own concept of conmunicative conpetence. He
separated the native speaker”s know edge into four parts:
1/ Systematic potenti al

The native speaker possesses a system that has
potential for creating a |lot of |language (a lot simlar to
Chonsky” s origi nal conpetence)
2/ Appropriacy

The native speaker knows what | anguage is appropriate

in a given situation.
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3/ Cccurence

A native speaker knows how often sonething is said in
t he | anguage. He knows how conmobn a pi ece of |anguage is.
4/ Feasibility

A native speaker knows whether sonething is possible
in the |anguage or not. For exanple, there are no rules
for saying how many adjectives you can use in a sentence
before a noun, but at some point the native speaker wll
say that there are too many to nmake sense. It is no |onger
feasi bl e.

(Harmer, 1983: 13-14)

As we can see, Hynes added sone categories that differ
from those by Chonsky - by Chonmsky s original idea of
conpetence. This is only a brief summary, the original
interpretation is obviously nore conplex. It is clear that
the native speaker in sone way does know the rules which
make him possible to get the granmmar right and to say the
right thing. (Harmer, 1983: 13-14)

ii. Bachman and hi s interpretation of

communi cative — | anguage conpetence

Lyl e F. Bachman i s another personality who expl ores
the wuse of | anguage and the nature of | anguage
teaching/learning, in general, including conmunicative
proficiency and conmuni cati ve conpetence.

Bachman cl ai ns that:

Recent formul ati ons  of comruni cative conpetence
provide nmuch nore inclusive descriptions of the
knowl edge required to use Ilanguage than did the
earlier skills and conponents nodel s.

(Bachman, 1990: 83)
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According to Bachman, these fornulations also include, in
addition to the know edge of grammatical rules, the
knowl edge of how |anguage is used in order to achieve
particul ar communi cative goals. Further on, |anguage use
is perceived as a dynamic process; it is dynamc rather
than static. (1BID 83)

When speaki ng about Bachman”s theory of comrunicative
conpetence, it is necessary to nention conmunicative
| anguage ability. Bachman defines it as “both know edge
or conpetence, and the <capacity for inplenenting, or
executing the conpetence in appropriate, contextualized
“ (Bachman, 1990: 84). He points out that

communi cative |anguage ability (CLA) i ncludes three

| anguage use

conponents: | anguage conpetence, strategic conpetence and
psychophysi ol ogi cal nechani snms. The ternms Bachnman expl ai ns
in his book Fundanental Consi derations in Language
Testing: “language conpetence conprises, essentially, a
set of specific know edge conponents that are utilized in
comruni cation via | anguage® (Bachman, 1990: 84). These are
organi zati onal conpetence, which further on consists of

gramat i cal and t ext ual conpet ence, and pragmatic
conpet ence whi ch consi sts of i1l ocutionary and
sociolinguistic conpet ence. (1BID. 107) Strategic

conpetence, to conpare, is the term that Bachman uses to
“characterize the nental capacity for inplenenting the
conponents  of | anguage conpetence in contextualized
communi cative |anguage use“ (IBID. 84) Sinply said, it
refers to sociocultural know edge, “real-world know edge.
“Strategi c conpetence perfornms assessnent, planning, and
execution functions in determning the nobst effective
nmeans of achieving a comunicative goal” (IBID, 108). The

third and t he | ast component of CLA are
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psychophi si ol ogi cal nechanisns involved in |anguage use.
They characterize the channel (auditory, visual) and node
(recepti ve, producti ve) in whi ch conpet ence IS
I npl ement ed. (1BID 108) The interaction of t hese
components of CLA wth the |anguage use context and
| anguage user”s know edge structures are illustrated in a
di agram taken from the book nentioned above (see Appendi x
la).

To concl ude, communi cative conpetence and its
framewor ks, according to Bachman, have recently included
different conponents associated wth what he calls
| anguage conpetence. (Bachman, 1990: 84) In his book he

presents a tree diagram of the hierarchical relationships

anong the conponents of |anguage conpetence. These
conmponents all interact with each other. A nodel how these
conpetencies my interact in |anguage wuse is also

presented in his book (see Appendix 1b). Individual terns
presented in the diagram will not be explained here. It
woul d only be copying Bachman”s Fundanental Considerations
which is not the purpose of the thesis. For detailed
i nformati on see this book.

This chapter should have provided us wth the basic
concept of Bachman’ s interpretation of comunicative/
| anguage conpetence as one of the three main conponents of
communi cative | anguage ability.

The follow ng chapter goes back to Chonsky and his
theory of cognitivism which is conpared to Skinner’s

behavi ouri sm
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2.1.4 Chonsky”s cognitivismand Skinner’s

behavi ouri sm

The idea that students should be allowed to construct
their own sentences based on an understanding of a rule is
wi dely accepted in many classroons. Chonsky s theory of
cognitivismis a theory where students are asked to think
rather than repeat which is in opposition to Skinner's
theory of behaviourism where the learning consists of
three major stages: stinulus, response, and reinforcenent.
This nmethod used drills followed by positive or negative
reinforcenent of the l|learners by their teachers; their
m st akes wer e i medi atel y criticised and correct
structures inmmediately praised. Chonsky opposed: ,If all
the language is l|earnt behaviour, how is it that young
children can say things they have never said before?"
(Harmer, 1983: 30) Chonsky maintained that |anguage is not
a form of behaviour, but an intricate rul e-based system
and a large part of acquisition is the learning of this
system Again, there are a finite nunber of grammtica
rules and an infinite nunber of sentences that can be
performed in the | anguage. Acquisition can be explained as
a subconscious process which results in the know edge of
| anguage in contrast to learning, a conscious process
which results only in “knowi ng about” the |anguage. The
di stinction between these terns — processes has been drawn
by an Anerican witer Krashen. (1BID 31)

To conclude, whatever differences there are between
the theories of comunicative novenent and various
interpretations, the inportant idea is to acquire not only

structural aspect of the language as it was stressed
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bef ore, but also functional aspect which goes hand in hand
with the social aspect.

2.2 Accuracy versus fluency

When we discuss speaking activities it is necessary
to nmention two other terms: accuracy and fluency. The
pur pose of accuracy work is to make sure that the Ls get
something right. These activities are teacher controlled
and usually the whole class is engaged. The enphasis is
rather on the formthan on its content. The opposite kind
of activities is based on the principle where Ls "use” the
| anguage they have learnt; use it freely even if they make
m stakes. This kind of work is called fluency activities.
They are learner controlled and done in pairs or groups.
(Byrne, 1987: 7-8) Ls can use language freely to express
their own ideas. These activities show |earners that the
| anguage is useful, it is the |anguage they use outside
the classroom—- in real-life situations.

Byrne di vides speaking activities into four groups:

1/ Accuracy activities controlled by the teacher and done
with the whol e cl ass

2/ Accuracy activities directed by the learners and done
in pairs (occasionally in groups)

3/ Fluency activities controlled by the teacher and done
with the whol e cl ass

4/ Fluency activities directed by the Ls and done in
groups (or occasionally in pairs)

(Byrne, 1987: 11)
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Byrne summarizes subdivision of speaking activities and
gives concrete exanples in his book Techniques for
Cl assroom I nteraction (see Appendix 2).

Consequently, when dealing with these terns, accuracy
and fluency, another question energes: Wat is the
sui tabl e balance between then? Byrne assunes that it is
better to spend sone first one hundred | essons of |anguage
| earning on accuracy work at an elenentary |level in order
to build up L s know edge of grammar and vocabul ary as
qui ckly as possible. And after the first stage it should
be vice versa, nore time ought to be given to activities

concentrating on fluency work. (Byrne, 1987: 12)

accuracy fl uency

accuracy fl uency

Students need to feel they are able to use their |anguage
as soon as possible, it is a highly-notivating factor for
them The nunber of the |essons spent on accuracy work is
not definite, you nust take into account many aspects (age

of Ls, their progress, etc.) and adapt to them

2.3 Speaking activities

Speech is an interactive process which can be
observed. There are two parties that participate in it,
both contribute to it. Wien we comruni cate, we always seek
certain requirenents to satisfy. Both the concept of
interaction and that of comrunicative need depend for

their useful ness upon our postulating another condition
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for normal |anguage use: both require that participants

are co-operative. (Brazil, 1995: 29, 31) Halliday clains
that our “experience of speaking” is of sonmething that
begins, continues, and ends in tine: it happens, for
exanpl e in conparison with witing (Brazil, 1995 11).

Further on, Harmer says that conmmunication between hunmans
is extrenmely conplex and ever-changi ng phenonenon. There
are certain characteristics, he goes on, that the great
majority of conmunicative events share. He also stresses
their relevance to |anguage teaching and | earning.
(Harmer, 1983: 41) Wen two peopl e speak, they do so for a
reason. When one of them speaks we can probably nmeke the

foll ow ng generalisations, Harner concl udes:

1. He wants to speak: "Want”™ is used here in a
general way to suggest that a speaker nekes a
definite decision to address soneone. He may be
forced to speak in sone way, but we can still say
that he wants or intends to speak, otherw se he would
keep silent.

2. He has some communicative purpose: Speakers say
things because they want sonething to happen as a
result of what they say.

3. He selects from his |anguage store: The speaker
has an infinite capacity to create new sentences if
he is a native speaker. In order to achieve his
communi cative purpose he wll select (from the
“store” he possesses) the language he thinks is
appropriate for this purpose.

Assum ng an effective piece of communication, we can also
make sonme generalisations about a listener (or reader) of
a | anguage:

4. He wants to listen to “sonething .
5. He is interested in the comrunicative purpose of
what is being said.
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6. He processes a variety of |anguage.
(Harmer, 1983: 41-42)

Al these generalisations apply equally to all speakers
and |isteners (or readers), school teachers including.

2.3.1 Extrinsic and intrinsic notivation

It is teacher’s responsibility to notivate his
| earners to participate in a learning exercise. Penny U
says in her book G ammar Practice Activities that there
are two groups of factors that notivate Ls: extrinsic and
intrinsic. Extrinsic factors have nothing to do with the
nature of the activity itself — they may very nmuch need to
know t he | anguage, for exanple, or want to be approved of.
On the other hand, intrinsic notivation is represented by
features wthin the activity itself that arouse Ls’
interest and attention to make them want to take part in
it. (U, 1988: 19) These are:

1) Topi c
The inportance of the topic as a focus varies: if the
activity is a discussion or essay on a controversia
subject, then obviously the topic nust be one that
holds the Ls” attention; but if the activity is a
gane-li ke or creating juxtapositions then the subject
matter becones relatively uninportant, and the task
itself is what provides the interest.

2) Visual focus
It is very nmuch easier to concentrate on thinking
about sonething if you can see that sonething, or at
| east sone depicted or synbolic representation of

it.... Sight is an extrenely powerful and denmanding
sense. ...

3) Open-endedness
A task that 1is open-ended allows for Ilots of

different L responses during its performance, and is
therefore conductive to the production of varied and
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original ideas.... However, it is not true to say
that all close-ended tasks are boring.

4) I nformation gaps
. It is true that the transm ssion of new ideas
from one participant to another does occur in nost
real -1ife | anguage-based transactions; and when this
factor is built into a classroom |anguage | earning
task, the effect is to add a dealing of purpose,
chal | enge and authenticity  which I mprove L™s
interest....

5) Personalization
By personalization | [U] nmean the use of interaction
based on t he student s’ per sonal experi ences,
opi nions, ideas and feelings... However, asking
students to be very intimate or frank wth one
anot her can sonetinmes cause enbarrassnment or even
di stress...

6) Pl easurabl e tension
The reason why nobst ganmes are interesting is that
they provide their participants - and sonetines
spectators — with a feeling of pleasurable tension;
and this feature can contribute also to the interest
of | anguage practice activities...

7) Entertai nnent
Anot her source of interest is sheer entertainnent..
It can sonetines becone the main objective of student
contribution to a task, instead of a pleasing by-
product. ..

8) Play-acting
Learners often enjoy “being” soneone else, or being
thenmsel ves in an imaginary situation. And a tenporary
departure from reality, incidentally, is not only a
neans of notivating Ls to participate, it is also a
very effective way of w dening the range of [|anguage
avai |l abl e for use..

(U, 1988: 19-25)

Harnmer, on the contrary, summarizes intrinsic notivation
into four factors: physi cal noti vati on, met hod, the
teacher and success.

The factors nentioned above apply to Ls in general
It is inportant to take into consideration how Ls feel
about learning English. It is very unlikely that everyone
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will have the same notivation, |earners can be nptivated
by the m xture of the factors discussed.

2.3.2 Pre-conmuni cati ve and communi cati ve
activities

It is necessary to point out that there is a vast
nunber of other factors contributing towards an overall
communi cative approach to foreign |anguage teaching, for
exanpl e met hodol ogical framework. Littlewdod presents in
his book nethodol ogi cal distinction which 1is there
sunmmari zed as foll ows:

1) Pre-conmunicative activities

2) Conmuni cative activities
The first category includes the mpjority of activities
usually found in the textbooks, such as drills or question
and answer practice. Their aim is to provide Ls wth
fluent commad of the linguistic system w thout actually
using the system for communi cative purposes. The stress is
here on accuracy rather than fluency or comunicating
neani ngs ef fectively. Littl ewood descri bes their
characterisitics this way:

Through pre-conmuni cative activities, the teacher
I solates specific elenments of know edge or skill
whi ch conpose communi cative ability, and provides the
Ls with opportunities to practise them separately.
The Ls are thus being trained in the part-skills of
communi cation rather than practising the total skil

to be acquired. ... Whenever pre-comuni cative
activities occur, their essential function is a
subordinate one: they serve to prepare the L for
| ater communication. ...These activities wll |ead
into comuni cative work, during which the Ls can use
the new | anguage they have acquired and the teacher
can nonitor their progress. In effect, this is the
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famliar progession from “controlled practice” to
“creative | anguage use’.
(Littl ewood, 1981: 85, 87)

Pr e- communi cati ve activities coul d further be

subcat egorised as “quasi-comrunicative® or “structural

activities”. Quasi-comunicative activities take account
of communicative as well as structural facts about
| anguage, in contrast wth purely structural activities

(i.e. mechanical drills). (Littlewood, 1981: 86)

The aim of these activities, according to Littlewood,
iIs to give the Ls fluent control over linguistic forns.
There could be |inks between forns and neani ngs, but the
main criterion for success is still acceptable [|anguage
that the L should be able to produce. (Littlewood, 1983
89)

In comunicative activities, the L has to activate
and integrate his pre-communicative know edge and skills,
in order to use them for the conmunication of neanings.

Littl ewood stresses the inportance to distinguish two

subcat egories, depending on the degree of inportance
attached to social as well as functional neaning. In
“functional conmmunication activities”, the criterion for
success is practical: how effectively the task is

performed while in “social interaction activities”, the L
al so takes into account social context. (Littlewood, 1981:
87) The production of linguistic fornms becones here
subor di nat e. The stress is placed on comunicating
nmeani ngs and on conmuni cating them effectively. (IBID. 89)
We usually start with pre-communicative activities in
the learning process, Ls practise certain |anguage forns
and teacher can nonitor their progress. However, it 1is
also possible to begin a teaching unit wth a
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comruni cative activity, such as a role-play. (Littlewod,
1981: 87) Such activity perfornms two other functions: it
enabl es the teacher to diagnose the Ls” weaknesses and it
enables Ls thenselves to becone aware of their |anguage
needs. On the basis of the diagnosis of the previous
activity, the teacher then <can organise controlled
practice of |anguage fornms which represented sone probl ens
for the Ls. (IBID. 88) The teacher then noves from
“creative |anguage use” to “controlled practice . (I1BID.
87)

To sum up Littlewood s nethodol ogical franmework, it

is denonstrated in the foll ow ng di agram

Structural activities

Pre-communi cative activities <i::
Quasi

activities

-conmmuni cati ve

Functi onal comruni cati ve
activities

Communi cative activities
Soci al interaction

activities
It is to be pointed out, as Littlewod concludes, that

they represent differences of enphasis and orientation
rather than distinct divisions. (Littlewood, 1981: 86)
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2.3.3 Division of speaking activities

The object of the followng pages is to present
several exanples of subdivisions of speaking activities as
they are discussed in various books by Littlewood, Byrne,
Scott and Ytreberg and Harnmer taking into consideration
various criteria. It is to be stressed that the authors
are not dealing with strict distinctions or divisions but

with differences of enphasis.

2.3.3.1 Littlewood s division of speaking activities

Littl ewood distinguishes two main types of speaking

activities: functional comrunicative activities and soci al

i nteraction activities. Very i mport ant aspect of
communi cative skill is, according to Littlewod, to find
| anguage which wll comunicate an intended neaning

effectively in a specific situation, for exanple: there is
a problem that Ls nust solve, information which they nust
exchange wth whatever |anguage they have at their
di sposal. The purpose of these activities is to achieve
sone practical result. Learners should be able to use the
| anguage they know in order to get neanings as cross as
effectively as possible. Ls are not required to use
| anguage appropriate to any particular situation or
| anguage that would be grammatically accurate. This type
of activities represents the first group: functional
commmuni cation activities. Its principal is that teacher
structures the situation so that Ls have to overconme an
i nformati on gap or solve a problem Ls nust work towards a
definite solution or decision. Sharing and processing of

information is mainly involved here. On the basis of this
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statenment they can further be subdivided into activities
using |language to share information or activities using
| anguage to process information. (Littlewod, 1981: 20-22)
Littl ewood provides us with another distinction of
functional communicative activities that is also based on
the sharing and processing:
1/ sharing information with restricted cooperation
2/ sharing information with unrestricted cooperation
3/ sharing and processing information
4/ processing information
The first type of comunicative activities produces
the sinplest patterns of interaction. The situation is

al ways |ike this:

The first learner or a group processes information
that another L or group mnust discover. The knower is
not allowed to cooperate fully: he provides
information only in response to appropriate cues
(e.g. vyes/no questions) in order to introduce a
“gane” element and to ensure that the interaction
|l asts long enough to provide sustained practice.
Learners nust interact according to strict rules.
(Littl ewood, 1981:. 22)

One exanple of this kind of activity from Littlewood: it
is called discovering sequence or |ocation. The first L
has got a set of pictures in sequence. The second L has
got the sane set of pictures but not in sequence. Learner
B nust discover that sequence. (I1BID. 25)

The focus of these activities is on neanings to be
communi cated rather than linguistic forns to be |earnt.

The second type of these activities stresses richer
patterns of conmunication and therefore it is necessary to
reduce the conventions that restrict the cooperation
between Ls. In these activities the focus has noved to
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nmeanings to be communicated for a specific purpose. The
interaction is nore inpredictable and creative. Littlewood
states that Ls wll need to develop a wder range of
communi cative skills and strategies for getting these
meani ngs across. Again, all the forns that Ls use may not
be grammatically perfect, but the teacher may use them as
indicators of what skills need to be practised or |earnt.
(Littl ewood, 1981: 30, 32)

Here is one exanple of such activity: comunicating
patterns and pictures. Learner A has got assortnent of
shapes which he arranges into a pattern. Learner B has got
the same shapes and he nust reproduce the same pattern
(instead of pattern e.g. picture). (Littlewood, 1981: 31)
Sonme activities from the previous group can be used in
this way, too.

When speaking about the third group of activities,
sharing and processing information, we nust say that one
di mension is added here. Learners nust not only share the
i nformation, they nust also evaluate this information in
order to solve a problem and the range of conmunicative
functions is so wdened. It increases unpredictability of
the interaction, scope of disagreenent and negotiation.
(Littlewood, 1981: 32) In this kind of activities so-
called jigsaw principle is used. Each L in a pair or group
possesses information which is unique to him He nust
share it wth others.

The last type of conmunicative function activities,
according to Littlewdod, dispense copnietely with the need
to share information. Learners have access to all relevant
information or facts and they nust evaluate these facts
solve a problem or decision, for exanple: sone people are

going for a three-day trip to the nountains. Each person
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can carry only 25 kilos. The aimis to say what they would
take from the list given. The simlar activity would be
choosing a present for your friend. (Littlewod, 1981: 36)

The second group of the main subdivision of speaking
activities by Littlewood 1is represented by social
interaction activities. They add further dinmension to the
functional activities: they define nore clearly the social
context. Learners mnust pay greater attention to the soci al
as well as functional neanings. Language represents here
not only functional instrument but also a form of social
behavi our. Social and functional aspect should affect L's
choice of |anguage. The |anguage he produces wll be
evaluated in ternms of its social acceptability as well as
its functional effectiveness. Ls are aware that all
speech has social and functional inplications and that
they nust aim ultimtely for social acceptability and
functional effectiveness. (Littlewod, 1981:43) Concrete
exanple of this activity: Ls A and B have to find the
shortest way between two points. Ls can be asked to
stinmulate social roles involved in the interaction. (IBID.
43)

2.3.3.2 Byrne's division of speaking activities

The Littlewood s division of activities is based on
social and functional aspects while Byrne uses other
criteria to divide speaking activities based on fluency
and accuracy. Accuracy and fluency activities are further
devi ded i nto:

1/ accuracy work in pairs
2/ accuracy work in groups

3/ fluency work in pairs
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4/ fluency work in groups

The two terns have already been explained in previous
section, accuracy and fluency. W can conclude that in
accuracy activities we make sure that Ls get sonething
right. In fluency activities, on the other hand, Ls are
encouraged to wuse language freely even if they nmake
m st akes.

Byrne”s argunent for using accuracy work in pairs is
the statenent that you will never be able to give your Ls
enough oral practice through whole <class work. He

sumari zes its advant ages:

= chance to work independently which is good for
motivation and it is a good preparation for group
wor k

= Ls can face and talk directly to one another, so it
is much closer to the way we use |anguage outside
cl assroom

= it provides variety during the | esson

(Byrne, 1987: 31)

You can have fixed pairs and flexible pairs. In fixed
pairs Ls work with the sane partners while in flexible
pairs Ls keep changing their partners. Exanple of these
activities is interviewing others in order to find out
sonme information (nore interesting would be possibility to
choose  vyour partner). The mstakes are carefully
noni t or ed.

Specific exanple of accuracy work in groups are
drills. Byrne assunes that they help with pronunciation
which may give Ls confidence and it is inportant, in
Byrne"s opinion, at least from the Ls  point of view
(Byrne, 1987: 18) Wen you use drills you want your Ls to
use the language nore accurately and therefore you nmnust

correct them if they make mstakes. Activities in
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t ext books based on a text the students have studied (e.gqg.
right-wong statenments) represent this kind of activities.
(1BID. 20)

Fl uency activities in groups differ from those in
pairs in size and types of activities. Many of those done
in pairs can be adapted to be used with a group and vice
versa, for exanple guessing ganme. Ls are allowed to ask up
to twenty questions to find out e.g. what the object is.
It is up to you whether you will do this in pairs, groups
or as a whole class. Byrne maintains that fluency work
needs the environment of a mixed-ability group where fast
and slow Ls work together which is better for fluency
work. Ls help one another, it involves co-operation and
col aboration. The groups are controlled thenselves, they
may have a leader and a reporter. (Byrne, 1987: 75-76)
O her exanples of fluency activities are dialogues,
di scussions, interpretation activities (Ls nust decide
what they “think” something neans). (IBID. 80, 82)

2.3.3.3 Scott and Ytreberg s division of speaking

activities

Speaking, from the point of view of Scott and
Ytreberg, is probably the nost demanding skill for the
teacher to teach. They stress the inportance of balance
between controlled and guided activities and at the sane
time letting learners enjoy natural talk. Therefore the
activities can be classified as controlled, guided and
free. Wien Ls are working with controlled or guided
activities, we want them to produce correct |anguage and
if they make m stakes, we should correct them at once. In

this type of activities the Ls are only imtating or
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giving an alternative, so correcting is straightforward

However, in free activities Ls say what they want to say.
(Scott and Ytreberg, 1990: 33) Further infornmation about
controlled activities is given in Teaching English to
Children by Scott and Ytrebergqg:

Controll ed practice goes hand in hand wth
presentation since it is inmportant that pupils try
one new | anguage as soon as they have heard it. There
Is very little chance that pupils make m st akes.
(Scott and Ytreberg, 1990: 37)

Telling the tine is one of exanples representing this type
of activities.

GQui ded practice follows on directly from controlled
practice. It is often done in pairs or in small groups. It
gives children sone sort of choice, but the choice is
limted, for exanple: chain work. W have cards with words
put face down. Learner A picks up a card on which there
are e.g. sone bananas. LB picks up the next card wth
apples. LA asks a question: ,Do you |ike bananas?‘, LB
says: ,| do not l|ike bananas but | like apples.” LB asks
| earner C. ,Do you |like apples?* and the chain goes on and
on. (Scott and Ytreberg, 1990: 38) This type of activity
IS freer in contrast to control |l ed activities.
Nevert hel ess, Ls are not allowed to say what they w sh.

Di al ogues and role play work represent common way to
bridge the gap between guided practice and freer
activities where Ls are allowed to say what they want.
Most of these activities are based on the information gap
principle (learner A knows sonething that |earner B does
not). These activities can be done either in pairs, for
exanple: learner A has got a picture which is different

from the learner"s B picture, they are supposed to find
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the differences w thout showing them one another; or in
groups, for exanple: you have a story cut into pieces,
each group gets a card and Ls say what is in their picture
and all have to decide order of the pictures according to
a story. (Scott and Ytreberg, 1990: 39, 42-45)

2.3.3.4 Harmer” s division of speaking activities

The last division of speaking activities which is
going to be presented here is Harmer s from his book The
Practice of English Language Teaching where communicative

activities are divided into seven areas: reaching a

consesus, relaying instructions, comuni cati on ganes,
probl em sol vi ng, i nt er personal exchange, story
construction and simulation and role play. Thei r

characteristics is the object of the foll ow ng paragraphs.

1/ Reaching a consensus

Consensus activities have been very successful in
pronoting free and spontaneous use. Usually, Ls have to
agree with each other after a certain anount of
di scussion. (Harmer, 1983: 113)

Exanpl e: Going to New York

In this activity students are told that they are

going on holiday and have to decide what ten objects

to take with them They will have to reach a

consensus on these objects.

Stage 1 All the students are asked to wite down the
ten items they would choose to have in their
| uggage if they were going to stay in New
York for two weeks.

Stage 2 When all the students have conpl eted
their lists they are put into pairs.

Each pair has to negotiate a new |ist of
ten itenms. This wll involve each nunber
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of the pair changing his original list to sone
extent.

Stage 3 When the pairs have conpleted their
lists two pairs are joined together and
negotiate a new list that all four
students can agree to.

Stage 4 G oups can now be joined together and
the lists re-negoti ated.

Stage 5 When the teacher thinks the activity has
gone on for |ong enough a feedback
session is conducted with the whole
class in which each group expl ains and
justifies its choices.

(Harmer, 1983: 114)

2/ Rel aying instructions

In this type of activity a group of students has the
necessary information for the performance of a task.
Wthout showing them these instructions they have to
enabl e another group or groups of students to performthe
sanme task. (Harner, 1983: 114)

Exanpl e: Maki ng nodel s

Stage 1 A  small group of students are given
material to make nodels with (e.g. Lego)
and are told to nmake a nodel .

Stage 2 The original group now have to instruct
anot her group or groups so that they can
duplicate the original nodel. It is, of
course, necessary for the original nodel to
be hidden from the second group or other
groups at this stage.

(Harnmer, 1983: 115)

3/ Commruni cati on ganes

Communi cation ganes are based on the principle of the
informati on gap. Students are put into situations which
are “game-li ke and have to use all and any |anguage they

possess to conplete the gane. (Harnmer, 1983: 115)
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Exanpl e: Descri be and draw
One student has a picture which the other students
cannot see. The second student has to draw an
identical picture (in content, but not style) by
listening to his partner”s instructions and/or asking
questi ons.

(Harmer, 1983: 116)

4/ Probl em sol vi ng

Problem solving activities are very much |like

“consensus” activities. The difference is that students

are faced with a problemto which there is a solution

5/

Exanpl e: Desert dil emm

Students are given a considerable anount of
information and told to make a decision. Since the
information is all witten down students are |left
very much on their own for the conpletion of the
t ask.

Stage 1 Students are told that they are going to

work in small groups.

Stage 2 St udent s are gi ven t he foll ow ng
i nformati on (see Appendix 3). They are told
to st udy it and t hen follow the

instructions. They are introduced in the
situation, given instructions. Then they
have to ~choose a |Ilist of seven nost
inportant itenms to ensure survival and
agree with other nmenbers of the group what
these itens are.

Stage 3 When the groups have reached a decision the
teacher and class can conduct a feedback
sessi on.

(Harnmer, 1983: 117-118)

I nt er personal exchange

The stinmulus for conversation cones in this type of

activities fromthe students thensel ves.
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Exanpl e: Fi ndi ng out

Here the students are put in pairs and they have to

find out about the experiences that each other has

had. Here it is spoken about fil ns.

Stage 1 Students are told they will work in pairs.

Stage 2 Students in each pair are given letters A
and B.

Stage 3 The students are told that A should find
out from B about any film that B has seen,
and what it was about, what B though of
it, etc. The teacher nmay suggest that B
then asks for the sane information.

St age 4 When the pairs have finished their
conversations the teacher may | ead a
feedback session by finding out what was
interesting about the conversations each
pai r had.

(Harmer, 1983: 120)

6/ Story construction

The aim of these activities is to give students
partial information and then ask them for exanple, to use
that information as part of a story which they nust
conpl ete by asking other students (who have other bits of
information) for other parts of the story. (Harner, 1983:
123)

7/ Sinmulation and role play

The aim of these activities is to create the pretence
of a real-life situation in the classroom students
“stinmulate” the real world. Students can express Vviews
that are not necessarily their own: they can be e.g. a
travel agent. They are then asked to play roles. During
the simulation the teacher may act as a participant, that
is to say as one of the people involved. He can then help
the sinmulation along if it gets into difficulty. After the
simualtion has finished the teacher will want to conduct
feedback with the students. Harnmer stresses the necessity

39



to focus not only on the linguistic accuracy but rather
communi cative efficiency — which is the main notive for
this kind of activity. (Harmer, 1983: 123-124)

On the previous pages we can encounter various
di vi sions of speaking activities and possi bl e subdivi sions
of these divisions. It is to be enphasized that there are
many other ways of classification of comunicative
activities, but the purpose was only to introduce sone of
them and show basic strategies for devisions. The
classification varies from one author to another. Some of
them | ook at speaking activities or oral work in general
for exanple Scott and Ytreberg, others concentrate only on
communi cative activities, for exanple Harnmer. W nust bear
in mnd that we are not dealing with strict distinctions

but with differences of enphasis.
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3. Practical Part — Research

The first part of +this thesis provides general
introduction to the area of speaking activities when
teaching foreign | anguages. The aim was not to present the
whole theory which would be inpossible, but a brief
introduction to the topic. The second part is practica
and its aimis to report on various speaking activities
whi ch have been applied in practice in order to devel op
fluency and speaking skills of the learners. Therefore, |
did a research so that | could practise speaking
activities, evaluate themand report on them

The research period was divided into four parts:

1/ introduction (introduction to the |anguage)

2/ pair work (fixed and fl exible pairs)

3/ group work

4/ questionnaire (= feedback)

The aim of individual parts was to introduce the
| earners to various kinds of work in the |essons of
English, such as pair work or group work. However, the
overall aim of the research was to develop speaking
fluency with the Ls through nunber of speaking activities.
In the first part the Ls were introduced to the |anguage
with a help of activities focusing on sinple |anguage
structures. The second stage concentrated on pair work on
the contrary with the third stage where Ls worked in
groups (either small or as the whole class). Questionnaire
provi ded necessary feedback information and therefore it
constituted the last part of the research. | observed the
| earners carefully throughout the research period and
tried to nonitor their progress. | wanted to verify ny

perception and conclusions and conpare them wth Ls’
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opi ni ons. That is why the children were given a
guestionnaire.

It should be enphasized that the sequence of stages
reflects order of the types of wrk as they were
introduced to the Ls, but it does not nean that once the
Ls practised work in groups, the activities done in pairs
wer e not appli ed.

| am teaching at the Basic School in Nova Paka and |
decided to do ny research in the fourth grade, wth
conpl ete beginners. The research was done from Septenber
2001 to February 2002.

The class 4. A consists of sixteen pupils, eight boys
and eight girls. They are about ten years old and it is

the first year of learning a foreign |anguage. W neet

three days a week. From the very beginning | was aware
that they are quite skillful and willing to |learn English
at the sane time, in nost cases, as all the beginners

usually do, which | consider as an advantage. The Ls use a
book Bravo, as a result sone activities practised cone
from the source. | also had to keep to the sequence of
grammar presented here to sone extent. | would like to
stress that Ls did not know about the fact that they are
observed for the purpose of the research. The |ast point
to be made is the fact that the nunber of activities
presented in the practical part is not definite. | wll
descri be only several exanples.

1st stage: Introduction
The aim of the first stage was to introduce Ls to the

| anguage. Philips says in her book Young Learners that it

is increasingly recognized that children need to “learn
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how to learn”. It inplies that they need to be aware of
how they Ilearn, and to be able to experinent wth
different learning styles, to organize their work, and to
be open and interested in all that surrounds them
(Philips, 1993: 6) It is the very first year of learning a
foreign |anguage for the l|earners, apart from sone who
attended a course for children at this school [|ast year,
therefore | paid nore attention to consistent acquisition

of habits and various ways of work in the |essons of

Engl i sh.
First of all | concentrated on activities practising
all language skills so that Ls could get used to them to

the kind of work in the lessons of English. Secondly I
paid nore attention to speaking activities, at the very
begi nni ng accuracy ones very often teacher centred. Later
on | tried to include fluency activities and also
activities guided by the Ls thensel ves.

From the very beginning the children were eager to
| earn English because it was new for them you could see
it in their behaviour, reactions. They were always ready
for the lessons, |looking forward to new vocabulary,
granmmar, ganes, in other words everything, as well as ne

for new experience and their progress.

Al Zi p- Zap
Pr ocedur e:

- the children sit on chairs in a circle, there are no
enpty chairs

- stand in the mddle, point to a child and say either
Zi p! or Zap!

- when you say Zip! the child you are pointing to says
the nanme of the child sitting to his left, for exanple,
Her nane is Jane., when you say Zap! the child you are
pointing to says the nanme of the child sitting on his
right
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- once the children get used to the gane, keep the pace
fast, after a while, instead of pointing to a child,
call Zip-Zap!, now all the children stand up and run to
a different chair

- the children quickly find out the nanes of their new
nei ghbours, check that the children ask each other in
English, allow only a short time for this, then point
agai n and say Zip! or Zap!

- after three or four rounds, call Z p-Zap! and sit down
on a free chair too, this leaves one child without a
chair, he or she takes over your role by pointing and
saying Zip!, Zap! or Zip-Zap!

(Lewi s and Bedson, 1999: 23)

Comment s:

Lewis and Bedson call this type of activity
“rousing”. “Rousers” wake a class up. They get the
adrenal i ne going. Typical “rousers”, in Lewis and Bedson's

opi ni on, are novenent ganmes where there is an elenent of
conpetition. (Lewis and Bedson, 1990: 7) Both elenents are
present in Zip-Zap. Children, in this activity, nove from
one seat to another. Moreover, they have to conpete to
find sone free chair, otherwi se they stay in the m ddl e of
the circle and take over teacher’s role.

Lewis and Bedson warn that this type of activity can
get excess energy out of one group and actually settle
them However, it could excite another group so nuch that
they go wild and | ose control. (Lewis and Bedson, 1990: 7)
Taking into consideration the nature of the class, | was
not afraid to do the activity at any phase of the |esson,
but it is true that Zip-Zap was usually perfornmed at the
end of the lesson before break. It was very anusing for
the children and they did not know when to stop, but when
the bell rang, Ls were |ooking forward the break and ot her
ganmes or snack, so it was weasier to interrupt the

activity.
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This activity focuses on practice of vari ous
structures with the elenment of a gane. Lewis and Bedson
claim that ,with beginners some ganes can resenble “fun’
drills, with the decision nmaking reduced to substitution
of a single word in a phrase* (Lewis and Bedson, 1999: 6).
., However®, the authors continue, ,even in such classes,
children are required to make individual choices based on
specific | anguage criteria which form part of the rules of
the gane* (IBID. 6).

| did this activity several times during the course.
The sentences kept changing according to the structure |
wanted to practise, for exanple: She"s/He"s a girl/boy. or
There is Luckal Petr.

Zip-Zap made the Ls famliar minly with possible
ways of introducing their neighbours/friends using various

structures.

B/ Drills — teacher centred

Especially at the very beginning of the course | used
oral drills to practise mainly question forns. Harner
assunmes that drills are usually very controlled and have a
fairly limted potential and it is not suggested that they
should be wused either too frequently or for too |I|ong.
However, he continues, they provide a controlled way of
getting practice of certain |anguage fornms. (Harnmer, 1983:
88) | tried to encourage ny Ls to practise various
| anguage forns, usually question-answer drills. | am aware
that this is rather type of activity focusing on accuracy,
but later during the course | changed the activity into

student centred and nore free.

45



Pr ocedur e:

- | told my students to bring in cards with pictures, on
the cards there were drawn words we had al ready |earnt
(e.g. desk, pen, pencil)

- | used the pictures to practise various |anguage forns,
| usually used so-called “four-phase drills”, according
to Harner, where there are four phases-stages, i.e. @
A-Q A, for exanple:

» Qls it apen? A No, it isn't.
Q Wiat s this? A It s a pencil.

Comment s:

Some people think that drills, in general, are
boring, but the pupils cooperated, wanted to answer ny
gquestions, they were happy that they could speak Engli sh.
These drills provide |earners with opportunity to use the
| anguage, even though limted to sonme extent, to speak.
Therefore certain period of tine was spent on these
exercises, especially at the very beginning of the
course. However, Harner suggests that they should not be
used too often, as it has already been said, because they
are usually very controlled and have a fairly limted
potential. (Harmer, 1983: 88)

I think pupils liked this kind of activity. They had
no problems with |earning various structures, even the
weakest | earners which was a highly notivating factor for
them to experience success in the form of saying a

correct sentence.

C Drills — learner centred
This kind of drill is based on the previous activity,
the procedure is, in fact, the same, but the crucial
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thing is that the person who asks the questions are
pupils thenselves. The teacher is than only an observer
who nonitors the activity. So he can easily explore the
weak points and practise themlater.

Pr ocedur e:

- T chooses a volunteer with question: Wo wants to be a
t eacher ?

- L gets a folder with the pictures and asks others
guestions, he also chooses the one who answers t hem

- other Ls have a chance to take over the role of a

t eacher

Comment s:

| used this type of activity, usually at the very
begi nning of the lessons to warm up or as feedback from
previous |lesson to practise new structures. The activity
is free to sone extent because the Ls can ask any
guestion they know and are able to answer. O course, as
the course went on, the nunber of questions and answers
increased and the Ls could feel nore confident to choose
the structures they knew fromthe larger “stock”™ of their
know edge.

Harmer says that drill work, if used sparingly and
for short periods of time, can be very effective in the
| anguage classroom (Harmer, 1983: 90) It is true that Ls
acquired or learned quite a l|large nunber of |anguage
structures and achieved certain level of fluency wth
these structures as the course went on. They |earned
answers to yes/no questions (wth verb to be) and answers
to question "What is it? . They also achieved the ability
to describe a picture with help of instructing questions
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which fornmed basis for description of pictures or any
things w thout these questions. It |eads to subsequent
fluency in oral English and therefore | find drills
useful and effective if they are used properly.

Speaking activities practised in the first part/stage
of the research can be classified as accuracy activities.
They provided learners with first experience of spoken
English. Therefore, |1 wanted the Ls to nmake correct
sent ences because at the very beginning of the course it
is necessary, in my opinion, to build up Ls” know edge of
some granmmar and vocabulary. | think that the activities
| used were very effective because the Ls |earned nany
structures which they used later in nore free activities
focusing on fluency. Byrne also assunmes that it is better
to spend some first one hundred |essons of |anguage

| earning on accuracy at an elenentary |level (Byrne, 1987:

12). In ny view, the nunber of [|essons does not
necessarily need to be so high; it depends nuch on
characteristics of the class. | introduced both teacher

and | earner centred types of activities which were nostly
done with the whole class. The aimof the first stage was
to notivate the Ls to participate, to speak, to be open
and interested in the subject and in |earning sonething
new. Learners” interest in English was apparent in their
behavi our .
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2nd stage: Pair work

Pair work is a kind of activity which was quite new
for my Ls. Therefore, we had to practise it and |earn
for exanple, how to make pairs.

We can choose between fixed pairs, where the nenbers
of the pair are given (usually the L hinmself chooses his
partner, the partner does not change), or flexible pairs,
where your partner results on the basis of sonme activity,
you often cannot choose him your partner is different
every tine.

| tried to introduce pair work very soon because al
the Ls have opportunity to speak at the sanme tine and |

tried to spend as nuch tine as possible to practise this

| anguage skill. In the activities in previous stage only
one L was speaking and others listening. | started pair
work with fixed pairs and later on | also included

fl exi bl e ones.
| anticipated sonme problens with the use of English
| thought Ls would cheat and speak Czech, not English. As
it proved, | apprehended these problens needlessly in
nost cases.
I will now describe how | arranged flexible pairs in
nmy | essons.
1/
- | choose adequate nunber of Pexeso cards where always
two cards correspond
- each L chooses one card
- Ls wal k around the room and ask questions to find their
partner, i.e. Wo are you? or Are you a dog?
- when they find their partners they sit down and wait

for others to finish the activity
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2/

- I wite down nanes of fanobus couples on separate stripes
of paper, i.e. on one stripe there is Kiata and on
the corresponding one there is Skubanek, these two
make a coupl e

- Ls choose the stripes, one per each

- they wal k around the roomand find their partners, they
ask What “s your nane?

- when they find their partners they sit down and wait

for others to finish the activity

Al Locating objects

Pr ocedur e:

- close your eyes, then ask the class to tell you where
sonething is, for exanple: T. Wuere s ny bag? L: It’s
under the table.

- wWith your eyes still closed, get Ls to ask you where
one or two things in the classroomare, for exanple: L
Where are the flowers? T: They re on the wi ndowsill.

- tell the Ls each to prepare certain nunber of questions
about the location of objects in the classroom

- then get themto work in pairs, one in each pair should
close his eyes and the other should ask the questions
he has prepared, the L with closed eyes should try to
reply fromthe nenory

- then the other L should ask his questions
(Hadfield J. and Ch. Hadfield, 1999: 26-27)

Comment s:

In this activity both teacher-learner and | earner-
| ear ner i nteraction t ake pl ace. Teacher - | ear ner
interaction provides learners with concrete manifestation
of the procedure followed. Especially with young |earners
teachers should be aware of the necessity to pay attention
to Ls, whether they know exactly what to do. If they are

confused, nuch valuable speaking tine wll be wasted.
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Regarding this, <clear denonstration of things |earners
will do later in pairs (or groups) is beneficial. In this
activity, teacher hinself denonstrates what to do.

Locating objects focuses on practice of description
of location or position of objects, and overall ability to
express “where” sonething is.

Wien | did this exercise with my pupils, the choice
of language was limted by the vocabulary stock the Ls
possessed. However, pupils were able to describe position
of many things in the classroom

The funny elenent of closed eyes evoked hunour wth

the | earners which is always encouraging for them

B/ Descri be and arrange

Pr ocedur e:

- students are told they are going to work in pairs (you
can have themin fixed pairs or make fl exible pairs)

- one L gets a picture which he is told not to show to
his partner until the end of the gane

- the other student from the pair is given an envel ope
contai ning a nunber of separate itenms, he is told not
to show themto his partner

- student with the separate itens nust order themin the
sane way as his partner by discussing the itens wth
hi m

- at the end they may | ook and check if they are right

(Harmer, 1983: 117)

Comment s:

This is so-called information gap activity where
| earner A possesses information that |earner B does not.
By discussing the itens, learner B should order them in
the sane way. This is free activity, Ls use any | anguage
t hey possess, they are not guided by the teacher.

For the very first time Ls tried to cheat a little

bit (they |ooked around to see how the pictures were
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arranged), but other tinmes | enphasized the reason and
purpose for doing it and stressed the necessity not to
cheat. | told themto hide their pictures as well as they
coul d.

Learners were confused a little bit at the beginning
even though they had the necessary know edge to practise
it, however, they did not know how They could use the
structures but in other situations, not the one like this.
| had to spend sone time on denonstration and only then
pupils were able to solve the activity and succeed. |
think that the problens appeared because Ls were not
famliar with this type of activity. They were allowed to
use any |anguage, it was free activity, but suddenly they
did not know how | should have anticipated these
probl enms. When the exerci se was done second or third tine,
Ls knew how to deal with it and the problens gradually
di sappear ed.

| practised this activity in fixed and flexible

pairs. | used the activity with fanous couples to get them
into pairs. The names thensel ves, such as Emanuel - Makova
panenka, Ja — Hele, etc.) -evoked so nuch fun and

amusenent. Children at this age have no serious problens
to accept their new partner, they are flexible. (For the
mat eri al used see Appendi x 4)

C/ Descri be and draw
Pr ocedur e:
One student (A) has a picture which the other student

cannot see. The second student (B) has to draw identical
picture (in content, but not style) by listening to his

partner” s instructions and/or aski ng questions.
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-Ls are told that they are going to work in pairs
-L Ais given a picture which he is going to descri be,
he is told not to show it to student B until the end
of the gane
- B nust draw the sanme picture as A: A shoul d give
i nstructions and B shoul d ask questions where
necessary
-when B thinks he has conpleted the picture he should
conpare his work with the original to see how
successful the activity was
(Harmer, 1983: 116)

Comment s:

Harmer calls this type of activity “comunication
ganmes’. They are based on the principle of the information
gap. Ls are put into situation which is game-like, and try
to use any |anguage they possess to conplete the gane.
This activity and activity Describe and arrange are two
concrete exanpl es.

| also tried this activity in both types of pairs
fixed and flexible. |1 wused very sinple pictures wth
colours. | anticipated the problens of cheating (the
pictures were carefully hidden in Ls” exercise books). To
sum up, there were no serious problens except with sonme Ls
who did not know the needed vocabulary (e.g. colours),
which was vital for conpletion of the activity, but these
were rare exceptions. In ny opinion, the problens did not
ari se because the Ls learned from previous experience

(Descri be and arrange).

D/ O assroominventory

Pr ocedur e:

- students are put into pairs, they are given cards (see
Appendi x 5), but they cannot show t hem one anot her

- students then ask questions using How nuch/ many? and
wite down the mssing information on their cards
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- the gane finishes when both students have ful
i nventories, then they check their cards to nake sure
the information is right
(Harmer, 1983: 91)

Comment s:

This is considered as the sinplest version of an
i nformation gap activity and is very nmuch like a drill

I kept on changing the topic, for exanple ZOO
i nventory, according to the subject | wanted to practise
or concentrate on. The activity was perforned in pairs as
well as in groups (see 3rd stage).

I think that the inventories nade no difficulty to
| earners, they were successful to fill in the mssing
i nformation. Again, there was one girl who did not know
nunbers and therefore her inventory differed with her
partner’s a lot, but the inportant point is that she tried
to use the language in real-life situation, to speak
Engl i sh.

This kind of speaking activities, where the principle
of information gap is applied, gives nmuch space to devel op
fluency wwth the |learners. What is nore, according to Ur
the transmssion of new ideas from one participant to
another does occur in nost real-life |anguage-based
transactions and when this factor 1is built into a
cl assroom | anguage learning task, then it mght inprove
interest of the learners (U, 1988: 25).

Most activities perfornmed in the second stage
represent so-called information gap activities. Here we
nove from accuracy work to fluency work. Learners do not

foll ow any patterns, they use any |anguage they possess to
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conplete the task. Wiat is nore, these activities are
gane- | i ke. Harmer calls them “communication ganmes’ .
Element of a game or hunour is encouraging for children
and represents one of the factors of intrinsic notivation
which notivates Ls to take part in the exercise, arouses
their interest and attention. That is to say that pupils
| earned and experienced work in pairs, either flexible or
fixed. Especially teachers appreciate work in pairs
because nore pupils have opportunity to speak at the sane

tinme.
3rd stage: G oup work
This kind of work, group work, we also practised in

advance on accuracy activity which | call Al phabet.

Pr ocedur e:

- Ls make from three to four groups (according to the
nunber of Ls in the class)

- they are given envelopes with letters of the al phabet
cut into pieces

- teacher tells themto make a word consisting of certain
nunmber of letters, belonging to certain group of words,
for exapm e: make a word consisting of 4 letters, it
nmust be an ani nal

- the first group with its word raises hands in the air

- T stops the gane, the first group nust spell the word,
if they succeed, they get a point, if they do not, the
group which was second has a chance to spell the word
and get a point (the Ls in each group nust take turns
to spell the word, the sane L cannot spell the word
until all the Ls try to spell)
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Ls got used to work in groups, which can again be fixed
or flexible. | wused a very sinple procedure to get them
into flexible groups:

- T prepares an envelope with colourful pieces of paper
(1f you have 16 Ls and you want 4 groups, you wll need
four sheets of paper in different colours, each of
which you will cut into four stripes)

- each L chooses a stripe

- Ls nmeke groups according to the colours of their
stripes
Group activities, in general, can be perforned in smal

and |large groups (usually the whole class). Mst of those
activities done in small groups can be adapted to the

whol e cl ass.

1/ Smal |l groups

A Personal information

Pr ocedur e:

- students are told to work in groups of four (flexible
or fixed)

- there are four types of charts where sone information
is mssing (it is about personal information of four
alliens — A, B, C, D, student A has got, for exanple, a
chart where he has information about allien A and he
has to find out the mssing information about alliens
B, C, D) (see Appendix 6)

- students ask one another (in the group) questions |ike
What is your nane/surnane?, How old are you?, etc. and
wite down the answers

- then they all conpare their answers
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Comment s:

In this activity the Ls ask one another questions
about personal information (of <course, the topic may
differ according to the know edge of vocabulary and the
| evel of English). It is an activity useful for
practising a variety of information questions and has an
advantage that the information is interesting (i.e.
alliens for small children). Another advantage of this
exercise is that it can easily be changed and done in
pairs (there would only be two alliens — A B) or wth
t he whol e cl ass.

In U’ s opinion, there are several factors of
intrinsic and extrinsic notivation (see theoretical part)
which notivate learners to participate in the activity.
One of themis play-acting. U says that children like to
be soneone else. (U, 1988: 25) This factor can apply to
Personal information activity. Ls becane soneone else,
they were alliens with funny nanes. In their behaviour I
could see how much they enjoyed it. The questions they
used had been practised several |essons ago and pupils
did not have nuch difficulty in asking questions and
filling their inventories.

Personal information enables to practise asking for
basic personal information and develop fluency, Ls can
use any |anguage they possess. They do not have to use
correct sentences. They have to conmuni cate neani ngs and
get them across so that others understand what they are
asking for.
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B/ C assroominventory

Pr ocedur e:

The procedure is alnost the sane as in 2nd stage
activity D, but the Ls work in groups, not in pairs:

- students are put into groups, they are given cards (see
Appendi x 5), but they cannot show t hem one anot her, the
nunber of cards is the sane as the nunber of Ls in each
group, each L has got different information

- students then ask questions using How nuch/ many? and
wite down the mssing infornmation on their cards

- the gane finishes when all students have ful
inventories, then they check their cards to nake sure

the information is right

Comment s:

I was inspired by the activity Cdassroom inventory
done in pairs and tried to do it in small groups of four.
It could easily be perfornmed with the whole class, but it
woul d take nore tinmne.

For this activity, not many structures were needed
and Ls easily found the mssing information. They
uncounsciously practised nunbers and becane fluent in
asking for anmount of things, of course, wth the
vocabul ary relevant to their |level of English.

C/ Ask up to twenty questions

Pr ocedur e:

- Ls are divided into groups

- each group chooses a speaker, the speaker thinks of
sone object (to nmake it easier, he can give the rest of
the group choice, i.e. It can be a lion, a cat or a

tiger.)
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- the rest of the group asks himup to twenty questions
to find out what the object is
- then the Ls change their roles, soneone el se becones a
speaker (usually the one who guesses the object)
(the idea cones fromByrne, 1987: 66)

Comment s:

This activity provided learners with opportunity to
communi cate with each other as all speaking activities
done in groups usually do. Harner stresses the fact that
in this type of work students will be comrmunicating with
each other and nore inportantly co-operating anong
t hemsel ves (Harmer, 1983: 207). Moreover, ,students”
according to Harner, ,will be teaching and learning in the
group exhibiting a degree of self-reliance that sinply is
not possi ble when the teacher is acting as a controller.”
(1BID. 207)

Learners liked this guessing gane. It was dynam c and
they were eager to solve the problem what the object is.
This activity is very flexible, it can be adapted to pairs
as well as whole class. "Wo am |?° is variety of this
activity where learners are |looking for a person, not an
obj ect .

2/ Large groups — whol e cl ass
Al Ask up to twenty questions

Pr ocedur e:

Procedure is the sane as in work in small groups,
activity C The only difference is that the class is not
divided into groups, but the activity is done with the
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whol e class. There is always one |earner who answers the
guestions of his classnates.

Comment s:

Activities done wth the whole class have sone
advantages described in Harmer’ s book The Practice of
Engl i sh Language Teaching. It wusually neans that all the
class are concentrating, and the teacher can usually be
sure that everyone can hear what is being said. Teacher
usually represents a good |anguage nodel for the Ls. This
cl ass grouping Harmer |abels as |ockstep. Al the students
are working with the teacher (or a |learner who takes over
teacher”s role), all students are “locked into” the sane
rhythm and pace, the sane activity. (Harmer, 1983: 207)
Lockst ep, on t he ot her si de, cont ai ns severa
di sadvantages such as a teacher acting as a controller
which is not ideal for conmmunicative work, a little chance
to practise or talk at all, wong speed (either the
teacher is too slow for the good Ls and they can get
bored, or he is too fast for the weak Ls and they may
panic). (Harnmer, 1983: 207)

Taking into consideration all the information given
above, | decided to use various |ockstep activities as
pre-communi cative activities where all the necessary
structures were practised so that Ls could feel nore
confident when working in small groups or pairs. This
activity, locating objects done with the whole class, also
preceded guessing activities done in snmall groups.
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B/ Personal information

Pr ocedur e:

This is the same activity as in small-group
activities, activity A The only difference is that the
activity is performed with the whole class, so that nore
Ls can answer your questions because there are nore
alliens A, B, C, D. The feedback, checking the results, is
then done with the whole class, not in groups. However, it
is nore tinme- and space-consuming. My coments have
al ready been expressed in section 3-1/A

Personal information performed with the whole class
al so belongs to so-called |ockstep activities which have
been di scussed in details in the previous activity “~Ask up
to twenty questions’.

The last point |1 wuld Ilike to nmeke, is ny
recommendation to perform this activity in small groups,
not with the whole class, when there is not nuch space
available in the classroom Pupils sit around tables in
groups of four and they do not have to walk around the
room It is easier for them to question three people in
the group and be sure that they have all information
needed than wal ki ng around the class and | ooking for three
peopl e choosing out of fifteen other Ls. Wrk in a snall
group will definitely take less tine.

At the very beginning, it was difficult for nme to
find activities suitable for group work, small groups in
particul ar, because the |earners” know edge of English was
not sufficient for nobst activities presented in various
sources. Therefore, |1 decided to change npbst pair-work

activities into group-wrk activities. So they also nostly
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belong to “~communicative ganmes” based on information gap
and have all the advantages nentioned at the end of the
second stage. As | have experienced, work in small groups
took wusually less tinme (and space) than work wth the

whol e cl ass.

Summary

During the research period | tried to apply various
communi cative activities focusing on devel opnent of
speaking skills in practice, speaking fluency in
particular. Sone activities, especially at the beginning
of the course, paid nore attention to structural aspect of
| anguage. Later on, | focused on activities devel oping
functi onal aspect and on conbination of these two. The
stress fell not only on the know edge of grammatical
rul es, which Chonsky calls conmunicative conpetence, but
also on their wuse in order to achieve particular
comuni cative goals (conmuni cative performnce).

Byrne assunes that sone first one hundred |essons
should be spent on accuracy activities. The very first
activities | wused were nostly accuracy ones where Ls
mastered various |anguage structures. Aft er war ds, I
applied nore and nore activities where |anguage was used
freely even if Ls nade m stakes. This type of activities
all ows to achieve fluency.

| tried to apply several factors contributing to the
increase of Ls” interest in practice of English, to
notivate them such as interesting topics, variety, visua
objects, entertainment, play-acting, personalization or
so-called information gaps which are factors of intrinsic

notivation, features within the activity.
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I nformati on gaps were used nost frequently during the
research period. They have got several advantages, first
of all high probability of developing fluency with the
| earners through activities not guided by the teacher,
very often including elenment of a gane, using English for
communi cative purposes — conmmunicating effectively. The
| ast point to be nade, they can be perfornmed in pairs,
smal|l groups and as | ockstep (with the whole class).

To sum up, children have built working habits in the
| essons of English, they learned to work in pairs, small
groups or a large group, they have acquired |anguage
structures t hr ough vari ous activities, t hey al |
experi enced usef ul ness of speaki ng skills when
comuni cati ng neani ngs effectively, they devel oped fluency
in several situations and what is nore, they still feel
notivated and wlling to learn English in order to
communi cate and beconme successful and fluent speakers of
the |anguage. Briefly, we can consider the research as
successful and the results of the Ls as satisfactory.

4t h stage: Questionnaire

At the end of ny research period | wanted ny |earners
to answer a questionnaire that would provide nme with sone
informati on about their relationship to speaking in the
| essons of English, feedback of ny research.

They were given this questionnaire (see Appendix 7
and 8) on February 19, 2002. Fifteen pupils took part in
it, eight girls and seven boys. The questionnaire was
answered in Czech according to the level of English of the

respondents.
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QUESTION 1

First question tried to find out how much children
like English (as a subject), how anusing it is for them
66, 7% of the Ls said that they like English a lot. The
rest answered that English anmuses them (33,3%.

The results confirnmed ny assunptions about their
relationship to English. There was nobody who would say
that he does not like English. It is probably due to fact
that they are studying English for the first year, it is
new for them and therefore anusing. English, at this
stage, is not very difficult because the aimof the first
stage is to notivate Ls rather than concentrate on
acquisition of too nmany structures or vocabulary which
woul d be unnmanageable especially for weaker Ls and
therefore discouraging. Also the variety of activities and

ganmes presented was wide and it could raise Ls” interest.

QUESTI ON 2

Here | tried to seek answer to a question whether
children are scared or ashaned to speak in the |essons of
English or not. Most Ls said that they were scared/ ashaned
a little (53,3%. 33,3% concluded that they were not
scared at all. The rest is ashanmed/scared (13,3%. As the
reason why Ls are scared or ashaned they nentioned fear of
i ncorrect answer. Two children said that they were ashaned
because other children were |looking at them One child is
afraid of a bad mark.

| expected a bit different results. | thought nore
| earners would not be ashanmed to speak in the |essons.
However, nost Ls are ashaned a little which is

satisfactory.
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There are many people, in ny opinion, who are scared
to speak in front of others, they are afraid of being
ridiculous or enbarrassed. T think that this is natural
Especially small children are very sincere and say what
they think which mght hurt others.

QUESTI ON 3

The third question concentrated on activities done in
the lessons. Mdst Ls like to do exercises where they can
add sonmething (66,7%. 26,7% like to be creative, they
like to add as nmuch as possible in the activity. The rest
prefers to work strictly according to sone pattern/exanple
(6,7% . The results confirmthe fact that some Ls are nore
creative than others. It has also nmuch to do with their
self confidence and the level of English. Ls wth higher
| evel of English can feel nore confident to use new

structures or vocabulary, bring in their own ideas.

QUESTI ON 4

This question focuses on types of work/activities,
such as pair work or group work; Ls” preference for sone
type of work. Mst children chose nore than one answer.
40% like to work in pairs. The sanme nunber of pupils
prefer work in groups. Only 6,7% like to work alone and
the rest (33,3% prefers working as a whol e cl ass.

I think that one possible reason for Ls chose nostly
work in groups and pairs is the fact that they like to
communi cate with their classmates, they like to interact,
they can feel nore free since the teacher as a controller
is no longer present, students can help each other to use

and | earn | anguage.
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QUESTION 5

This question relates to the previous one, to what
extent the Ls wuse English when they work in pairs or
groups. Mst children confess that they use Czech words
fromtime to tinme, very rarely (86,7%. The rest tries to
speak English only (26,7%.

| find the results very good. The fact that Ls use
Engl i sh so nuch even though they are not controlled by the
teacher is very encouraging for me in further application
of activities perfornmed in pairs or groups. | tried to
nmonitor their work during these activities, but it was
very difficult, therefore | was rather pleased by the
nunbers. It could nmean that Ls are notivated enough to use

t he | anguage.

QUESTI ON 6

This question should have explored what activities
like the children best in the |essons of English. As | had
expected, ganmes reached the first position (86,7%. Songs
are favoured by 33,3% Sone children like witing into
exercise books and comunicating English wth their
partners (13,3% . Activities such as draw ng, |earning new
vocabul ary, wor ki ng in gr oups ment i oned 6, 7% of
respondents.

Ganes are fun and children like them That in itself
Is a strong argunent for incorporating games in EFL
classroom It is probably the key notivational factor for
children at this age. Ganes represent a vital and natura
part of grow ng up and | earning, too.

66



QUESTI ON 7

This question, on the other hand, ained to find what
children mss in the |[|essons. 60% mss work wth
conmputers. 20% of children asked do not |[|ack anything.
Some pupils mss crosswords, drawing and sonetines
novenent (6, 7% .

Question  nunber 7 provided ne wth valuable
information what to include in the |essons. Conputers are
favoured by all Ls at this school. If there is a good
programme, it is a useful way of practising English. It is
true that for four-graders the programmes are not very

effective and that is why | do not use them so frequently.

QUESTI ON 8

Question nunber 8 asked Ls whether they have had
opportunity to use English outside school. 60% have not
had this experience, 40% have. They used it nostly abroad
when doi ng shopping, or in the streets (they probably net
someone speaking English) or wth their relatives who
practised English with them One child realized that he
has experienced English in songs (probably nost Ls have
had this experience, but they did not renmenber it when
answering the questionnaire).

The results confirm nmy assunption that nost Ls wll
have opportunity to use oral English which stresses the
need to devel op communicative ability and speaking skills
of the Ls. Communicative efficiency is therefore vitally
i nportant.

The questionnaire given to Ls proved their positive

attitude to English. | consider very inportant that Ls are
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not scared to use English in the | essons of English and if
they do, they are ashaned only a little. The questionnaire
shows that nost learners like to work in groups or pairs
and what is nore, they try to speak nostly English in
these activities. The nost favoured exercises are ganes

Especially children at this age are very playful and
therefore ganmes should constitute a vital part of a
| earni ng process. Most children have not used English yet,
but those who have, wused it minly for comrunicative
purpose, in its spoken form This fact wunderlines the
necessity to devel op speaking skills with the Ls fromthe
very begi nning of EFL.

It is to be enphasized that this was the firts tine
the Ls were given a questionnaire. However, it seens that
they have had no difficulty in answering the questions.

To conclude, for nore objective evaluation of the
research, consideration of individual results of the

respondents woul d be inevitable.
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4. Concl usi on

The thesis focuses on speaking, its devel opnent
t hrough conmuni cative approach, as speaking represents one
of the four skills teachers are willing to achieve wth
their | earners when teaching foreign | anguages.

The aim of this thesis was, firstly, to introduce
readers to the theory of speaking, secondly, to evaluate
vari ous speaking activities, practise them and report on
them 1t nust be enphasized that nore tine would be needed
to practise nore activities with higher frequency which
woul d make the results nore reliable.

The results pupils achieved were satisfactory.
Learners acquired various learning habits which were
necessary because it is their first experience wth
| earning English. At the end of the research period they
were able to use the language in many situations, to use
appropriate vocabul ary.

It can be concluded that nost of the activities
presented helped to develop fluency with the |earners,
especially information gaps which were therefore applied
nost frequently. They provided mnuch space to develop
fluency. They were based on transm ssion of ideas from one
L to another in real-life situations which mght have
improved Ls” interest. Information gaps allowed Ls to use
any | anguage they possessed to conplete the task, and they
often inplied ganme-like elenments which were encouraging
for the | earners.

Drills represented another source of activities
practised mainly at the beginning of the course, even

t hough they focused nore on accuracy than fluency. It is
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to be noted that they should be performed sparingly and
for short periods of tine.

Drills provided controlled way of getting practice of
certain | anguage forns and according to the results pupils
achi eved, they were very effective. The structures
acquired through drills fornmed basis for further practice
of the | anguage.

That is to say that pupils enjoyed the activities
very much and it is probable that they helped them to
develop fluency and therefore they should constitute a
vital part of the teaching process when devel oping
speaki ng skills.

In order to evaluate Ls” attitude to English, Ls were
given a questionnaire. The questionnaire proved their
interest in the subject and favour in activities perforned
in pairs and groups. The nunber of |earners who tried to
speak English or rarely used sone Czech words in these
activities, can be considered as positive and demanding
findings of the research. Consequent |y, prevailing
experience of oral English outside school supported the
argunment for the enphasis upon the devel opnent of speaking
skills fromthe very begi nning of EFL

To conclude, according to the results pupils have
achieved, it is apparent that communicative activities are
very effective in developing fluency in EFL and it is
teacher”s responsibility to apply them in the |essons.
Many books have been witten discussing the area of
speaki ng, conmmunicative activities including, so teachers
have possibility to choose from many sources taking into

consi deration nature of the class and Ls" needs.
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5. Resung

Tato préace se vénuje zejména komunikativnimu pristupu
ve vyuce cizich Jazykl, ktery se roz$iril hlavné koncem
m nul ého stoleti.

Uvodni teoretickd &ast se soustfeduje na vysvétleni
nékterych =zédkladnich pojmt, které se neodmyslitelné poji
S problematikou komunikativniho ptistupu. Prvnim z nich je
tzv. komunikativni hnuti, které =zacalo ovliviiovat vyuku
jazyka v sedndesatych |etech mnul ého stoleti. Littlewood
shrnuje =zé&kladni implikace tohoto pristupu ve své knize
Communi cati ve Language Teachi ng. Jazyk neni chapan pouze z
hl edi ska struktury, ale také z hlediska komunikativnich
funkci, které vykonava. Jinym slovy, nejde pouze o
konkrétni formy a tvary 7jazyka, ale také o jejich wuziti
pfi procesu komunikace v danych situacich. Konunikativni
pristup cilené kombinuje dva =zéakladni aspekty Jjazyka:
funkéni a strukturalni, které Jjsou dale doprovazeny
aspektem socidlnim; uziti jazyka podle situace.

Dal Sim pojnmem ktery je v této praci vysvétlen, IJe
komunikativni kompetence, poji se se znalostmi Zzaka.
Pravdépodobné nejznamé&jsi osobnosti v tomo oboru je Noam
Chomsky. Zakladem jeho teorie je tvrzeni, Ze rodily mluvci
ma ve svém nozku zaznamenana zakl adni gramati ckd pravidl a,
pomoci kterych tvori véty. Rodili mluvéi Jsou schopni
nevédomé tvorit wvelice slozité véty. Pravé tato nevédoma
znal ost gramati ckych  pravi del je Chonskym nazyvéana
konmuni kat i vni konpet ence (communi cati ve conpet ence).
Konkrétni realizace téchto pravidel Jje pak oznacovéana
term nem komuni kat i vni per f or mance (communi cati ve

per f or mance).
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Hymes rozsSitfuje komunikativni kompetenci Chomského a
rozdéluje Jji na ¢&tyri slozky: systematicky potencial
(systematic potential) - rodily mluvéi vlastni systém,
ktery obsahuje potencial Kk vytvorfeni velkého mnozZstvi
j azykovych struktur, vhodnost (appropriacy) — rodily
mluveéi vi, kterd Jazykovd forma Je vhodnd v urcité
situaci, vyskyt (occurence) — rodily mluvéi vi, jak casto
se dana jazykova forma v jazyce objevuje, proveditel nost
(feasibility) — rodily mluvéi si Jje védom toho, zda Je
néco v jazyce mozné tici nebo ne, napf¥r. pocet pridavnych
jmen pred podstatnym jménem.

Dal Si autoritou v této oblasti je bezpochyby Lyle F.
Bachman. | on se zabyval problematikou komunikativni
kompetence. Tento termin se neodmyslitelné poji
s komuni kat i vni j azykovou schopnost i (communi cati ve
| anguage ability - CLA). Pravé podle Bachmana je tato
schopnost tvofena tfemi =z&kladnimi sloZzkami (j azykova
konpet ence, strategicka konpetence a psychofyziol ogické
mechanismy), které se dale déli. Naptiklad Jjazykovéa
kompetence se muZe délit na kompetenci organizac¢ni a
pragmatickou. Podrobné ¢lenéni  komunikativni  jazykové
schopnosti a jazykové konpetence najdenme v priloze la, b.

Na =zékladé nékterych vyzkumd Dbyla komunikativni
kompetence obohacena o nékteré komponenty, které Bachman
nazyva prave Jazykovou kompetenci (language competence).
Bachman zdlraznuje mySlenku, ze vSechny komponenty
vstupuji pri uzivani Jjazyka do interakce a vzadjemné se
ovlivrniuji. Jde v zasadé o interakci rlGznych kompetenci a
uziti Jjazyka v kontextu, které jsou charakteristické pro
komunikativni uziti jazyka.

Muvinme-1i o ustnim projevu ve vyuce cizich jazyku,

nemé&li bychom opomenout dva dalsi terminy: plynulost
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(fluency) a pfresnost (accuracy). Aktivity zaméfené na
presnost zdlraznuji formu sdéleni nad jeho obsahem. Zcela
opac¢ny typ mluvnich aktivit prfedstavuji aktivity zamérené
na pl ynul ost m uveného projevu. V t&chto aktivitach
Vyuzivaji Zzéaci svych =znalosti, wuzivaji Je zcela volné
K vyjadreni svych my3lenek, 1 kdyZz se dopou3té&ji chyb.
Jazyk Jje tak pouzit v redlnych situacich a Zaci maji
moznost se presvédéit o Jjeho uzitecnosti. Ve vyuce cizich
jazykl by se mé&ly vystridat oba typy aktivit s tim, Ze na
pocatku by mély prevléddat aktivity zamé¥ené na presnost,
aby doSlo k osvojeni relevantni gramati ky a slovni zasoby,
postupem c¢asu by mél byt pomér opacny.

Re¢ je interaktivnim procesem, do kterého vstupuji
nejméné dvé strany a obé do ni zasahuji a ptrispivaji.
Podle Harmera predstavuje komunikace mezi 1lidmi velmi
slozity a neustédle se vyvijejici proces. Podle Harmera se
kazda komunikativni udalost vyznacuje urc¢itou
charakteristikou a dochazi k ni =za predpokladu, zZe
Guc¢astnici chtéji komunikovat, maji néjaky komunikativni
cil, voli ze svych znalosti Jjazyka, chtéji nécemu
naslouchat, =zajimd Jje cil/utcel sdéleni a Jsou schopni
rozlic¢nost sdéleni zpracovat.

Nékdy je velmi tézké motivovat 2zaky, aby se aktivné
Guc¢astnili vyucovaciho procesu, konkrétni ¢innosti. Je
tukolem uc¢itele zaky motivovat a primét je k aktivni Ucasti
v hodi nach. Podle Penny U existuji dva zakladni druhy
motivace: vnéjsi (extrinsic) a vnit¥ni (intrinsic). Vnéjsi
faktory nemaji nic spole¢ného s aktivitou jako takovou,
zatinto wvnitfni motivace Jje =zastoupena znaky obsazenymi
V konkrétni cinnosti, které podnécuji Zaky k ucasti (téma,

zadbava, prvky hry, napéti, vizualni podnéty, atd.).
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Je nutné zddraznit dulezitost samotné metodické
struktury pri vyuce Jazykl. Littlewood rozdéluje
komuni kativni aktivity do dvou hlavnich skupin: pre-
komuni kativni a komuni kativni. Pre-komunikativni aktivity
nam umoznuiji procvicit pottebné formy, vazby.
V komunikativnich ¢innostech vyuzivaiji zaci znalosti
Z pre-komunikativnich aktivit a pouzivaji je ke sdéleni
mySlenek. Potradi téchto aktivit mlZe byt 1 opacné: ucitel

uz

3
0

zacit s ¢innosti komunikativni, kdy monitoruje praci

a muze tak odhalit slaba& mista v jejich znal ostech.

Co

ak

NK

Aktivity zamé¥ené na rozvoj] mluveného projevu se
mohou délit do rtznych kategorii, které se pak dale cleni
na mozné podkategorie. Déleni se velmi ¢asto méni od
j ednoho autora k druhému. Neni moZné konstatovat, Ze jedno
déleni je spravné a druhé ne, kaZdé zdaraznuje odlisné
aspekty. Je dulezité *fici, Ze nejde o striktni déleni,
rizni autori kladou odlisny dGraz na jednotlivé aspekty.
Nékterd déleni pojednavaji o mluveném projevu obecné
(Scott and Ytreberg), Jjina se =zaméfruji napf¥. pouze na
komunikativni aktivity (Harmer). RlGzné interpretace déleni
m uveného projevu najdene v teoretické casti této prace.

Druhd ¢ast Jje =zaméF¥ena =zcela prakticky. Zahrnuje
vyzkum ktery byl proveden na Zakl adni Skole v Nové Pace
ve c¢tvrté trideé mezi Uplnymi zacatecéniky. Jeho cilem bylo
ovérit rozlic¢né aktivity =zaméf¥ené na plynulost mluveného
proj evu, jejich ové&reni v praxi. Wysledky byly zhodnoceny
na zékladé mych posttehtl a dotaznikl, které vyplnili sami
zaci.

Od samého pocatku bylo patrné, ze zaci maji o vyuku
anglického jazyka zajem. Byli vzdy vzorné pripraveni na
hodinu a z jejich vyrazl se dalo vycist, Ze Jje anglictina

bavi. Z&ci si nejd¥ive museli osvojit rozli&né techniky
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pro préaci v hodinach ciziho jazyka (préace ve dvojicich, ve
skupinach atd.). Postupem c¢asu se seznamovali s ¢innosti
rozvijejicim jejich komuni kativni dovednosti a plynul ost
m uveného proj evu.

Vysledky, které dosadhli, 1lze povazovat =za velmi
uspokojivé. zadci jsou schopni pouzit Jazyk v mmoha
situacich, wvolit vhodnou slovni =z&sobu. Nékteri Zaci
dosahovali slabsich vysledkll, ale Jje dalezité =zduraznit,
ze si vS8ichni osvojili urc¢ity potencidl védomosti, ktery
miZe byt dale rozvinut, a také fakt, Ze Zaci Jsou
noti vovani k dosaZeni velmi dobré uUrovné& anglického jazyka
véetné plynulosti mluveného projevu.

Z dotaznikového Setteni vyplyva, ze zaci maji
pozitivni vztah k anglickénmu jazyku. 7Zaci se neboji
v hodinach muvit, a pokud ano, tak spiSe z obav, Zze se
pred svymi spoluzaky zesmésSni. Dale Jje patrnd obliba
V aktivitdch ve dvojicich a skupindch ptrevladdajici nad
sanpstatnou praci a praci S celou tfidou. Za velmi
uspokojivé 1lze povazovat =zjisténi, Ze 2zaci se snazi co
nejvice pouzivat anglickly Jjazyk pf¥fi praci ve skupiné
(nebo ve dvojicich). Skutecnost, zZe vétsSina 2z&akt, ktera
Jjiz méla moznost pouzit Jjazyk mimo Skolu, Jjej pouzila

ravé v jeho mluvené formé, podtrhuje nutnost rozvoje

§e)

fecCovych dovednosti od samého pocatku vyuky jazykua.
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Nazev prace

Speaking Activities Aimed at Developing Fluency in EFL Classes
Rozvoj plynulosti mluveného projevu v hodindch anglického jazyka

Autor prace Marcela Timova
Obor metodika
Rok obhajoby | 2002

Vedouci prace

Monika Cerna

Anotace

Tato diplomova prace poskytuje zakladni informace o omunikativnim
hnuti

z pocatku sedmdesatych let minulého stoleti, které do zna¢né miry
ovlivnilo vyuku cizich jazykl. Zdaraznuje dilezitost piedavani
vyznamu nad pouzitou stavbou/strukturou sdéleni. Cilem je dosazeni
urcitého stupné plynulosti v mluveném projevu zaku a jeho spravného
uziti v danych situacich. V préci jsou definovany nékteré zasadni
treminy s touto problematikou spojené napt. komunikativni
kompetence, komunikativni pfistup., a také tu najdeme mozny zplisob
dé€leni téchto aktivit podle riznych autort (Littlewood, Harmer) a
hledisek. Druha ¢ast této prace je prakticka a je zamétena na ovéteni
rozli¢nych aktivit zaméfenych na plynulost mluveného projevu a
jejich nasledné zhodnoceni na zaklad€ vyzkumu a dotazniku, coz je i
cilem této prace.

Klicéova slova

mluveny projev

komunikativni ptistup/hnuti

komunikativni kompetence

zamgéieni na presnost a plynulost mluveného projevu
mluveny projev — aktivity — déleni
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