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Abstract

This thesis focuses on frontal teaching in EFL §das The first part of the thesis describes
the specification of frontal teaching, its potehéiad limitations. The author describes the use
of frontal teaching in relation to aims, types gidhses of activities. The thesis further deals
with roles of the teacher, learner and learningemiatin relation to frontal teaching. The next
part concentrates on classroom interaction, edhetiee interaction in frontal teaching and
aspects connected with it. The last chapter ofthieeretical part concentrates on teacher’s
beliefs, especially beliefs in teaching and leagniThe practical part consists of two
researches and one interview. In the first reseaehauthor tries to find out the proportional
representation of frontal teaching and differenjamisational forms. The second research
concentrates on the use of frontal teaching witfiedint types of activities and the
functionality of frontal teaching with these types activities and effectiveness of frontal
teaching activities in relation to aims of Engllahguage teaching.



Abstrakt

Tato diplomova prace se sotesti na frontalni vy€ovani v hodinach anglického jazyka.
Prvni ¢ast diplomové prace popisuje specifika frontalnihaicovani, jeho potencial a
limitace. Autor popisuje pouZziti frontalniho Wavani ve vztahu k dim, typaim a fazim
aktivit. Tato diplomovéa prace dale pojednava octolititele, Zaka a vyEovacich material
ve vztahu k frontalnimu vyiovani. DalSicast se soustdi na interakci veride, konkrétré na
interakci ve frontalnim vy&ovani a aspekty s ni souvisejici. Posledni kaptemeetickécasti
se sousedi na ndzory arpswdéeni Witele, zejména na jeho nazory na ¥iguani a deni se.
Praktickacast obsahuje dva vyzkumy a jeden rozhovor. V prvmjizkumu se autor snazi
zZjistit proporcionalni zastoupeni frontalniho ¥guani a ostatnich organizdch forem.
Druhy vyzkum se sou®di na pouZziti frontalniho vgovani s éznymi typy aktivit a na
funkeénost frontélniho vy&ovani s &mito typy aktivit a na efektivitu frontalniho vyavani ve

vztahu k cihm vyuky anglického jazyka.
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1. Introduction

The thesis focuses on frontal teaching in Engtisisses. The reasons for writing this
paper are based on my personal experience. Whigenidad basic school and later grammar
school, the most frequently used organisationahfduring the English classes was frontal
teaching. It was not only this experience that nraéethink about this topic. Mainly, | started
to think about organisational forms during my teaghpractice observations and my own
teaching practice. | found out that frontal teaghis still widely used more than other
organisational forms such as group work and pankvamd materials used during the lessons
are sometimes more or less supporting frontal tegch

The following chapters are describing aspects eora with frontal teaching. In the
second chapter, the specification of frontal teaghs described. This chapter focuses on the
development of frontal teaching, furthermore, iegfies advantages and disadvantages of
frontal teaching. This chapter covers the use@fthl teaching, especially in relation to aims,
types and phases of activities. The third chapiscudses the roles adopted in frontal
teaching, it describes roles of the teacher, leaand also roles of teaching materials. Chapter
four deals with classroom interaction, mainly oacteer-learner interaction, which occurs
mostly during frontal teaching, but this chaptesoainentions the possible interaction among
the learners in frontal teaching, though this does usually occur. Maximization of the
interaction and, moreover, participation of leasnar frontal teaching is discussed in this
chapter. Teacher talking time and learner talkingetare other factors that this chapter deals
with. Since the teacher’s influence in frontal te@ag is crucial, this chapter also deals with
teacher questioning and teacher’s action zoneintbdut something about the subjective and
objective influence of the teacher and his asswnptiabout teaching and learning, it is
important to explore his beliefs, which are desadilon a general level in chapter five.

The main aim of the practical part is to use tieotetical background and results of
the practical research to support these hypotheses:

Frontal teaching is so far more used organisatioftam in the teaching and learning

process than pair work and group work.

The use of frontal teaching with the observed dws/functions accordingto  the

criteria described in the theoretical part and fldfthe aim of English language

teaching.
The observation sheets analyse the activities darieg the lesson, the organisational forms

used with the observed activities, the length atker talk and learner talk and the interaction



patterns. Because the observations were done ieskens of one teacher, the interview with
the teacher was done in order to find out the aptoms of the teacher about the aspects
connected with organisation of the lesson, esdgoaiafjanisational forms and the teacher’'s
beliefs connected with teaching and learning praces

To conclude with, without any prejudice, the prond‘he” is used to refer to the
teacher. It also needs to be emphasized that atiCsources used for paraphrases are

translated by myself.



2. Specification of frontal teaching as one of thpossible organisational forms

Jeremy Harmer defines frontal teaching as a gnagupihere whole class is working
together with the teacher. The teacher usuallydstan front of the class and monitors or
controls learners who work in the same pace anthmnyHarmer 1991: 205). Harmer claims
that frontal teaching “is still the most commondieer-student interaction in many cultures”
(Harmer 2001: 114). Richards and Lockhart add fitwattal teaching is the most frequently
used technique at schools (Richards, Lockhart 199@). Frontal teaching is a teacher-
controlled organisational form where the teachesallg acts as a controller or assessor
(Harmer 1991: 243). Good and Brophy in Richards aodkhart say that during frontal

teaching activities:

the teacher typically begins a lesson by reviewmgrequisite material, then

introduces and develops new concepts or skilés) teads the group in a recitation or
supervised practice or application activity, anentlassigns seatwork or homework for
students to do on their own. (Good and Brophy 1383 in Richards, Lockhart 1996: 147)
Even though the individuality of a learner shouttbken in account, still, the teacher is the
one who leads the lesson and together with it aéte the dynamics of a class. In frontal
teaching, the whole lesson is more or less direbtethe teacher (Richards, Lockhart 1996:
146).

According to Scrivener, five basic organisatiorfafms can be recognized in
learning/teaching process: “the whole class workoggther with the teacher, the whole class
mixing together as individuals; small groups (thteesight people), pairs, individual work”
(Scrivener 1998: 13). In the following chaptergnfial teaching, meaning both the whole
class working together with the teacher and whtdescmixing together as individuals, will
be described.

Byrne points out four different ways of teachihg wwhole class:

» working with students individually (T:S or S:T);
* getting the students to work with one another (S:S)
« doing the chorus work;
 doing team work.
(Byrne 1987: 15)

The first example, the teacher working with leasniadividually, given by Byrne is usually
done after some chorus work when the teacher do@e grill or a language game. The

second example, getting learners to work with amatlteer, is often called ‘open pairs’. It is



applied when the dialogues are repeated or durimgstepn-answer work and different
controlled drills. Chorus work, as Byrne suggests) be used for repetitions or controlled
drills again. Team work, the last option pointed oy Byrne, is useful with language games,
which might be the “effective way of involving lesars in whole-class activities” (Byrne
1987: 15-16).

In the following parts of chapter 2 the developimaifrontal teaching, its advantages,

disadvantages and its use in relation to aims,gshasd types of activities are described.

2.1. Development of frontal teaching

Organisational forms, in which teaching and leagnprocess is conducted, have a
long history. The changes that have happened duheglong period of time have been
caused by the changes in the function of a schubih@w tasks in the teaching process. That
was also caused by the changes of different edunadtapproach but also in the character of
teacher’s and learner’s actions (Skalkova 1999).203

The development of frontal teaching has a longohys The main development of
frontal teaching in the Czech schools dates batkhdseventeenth century to the times of Jan
Amos Komensky. With the growth of trade, manufaetand sciences there was the need to
provide new organisation of the teaching processafger population. Jan Amos Komensky
was the first pedagogist who came with the new deaiw tendencies that were further
developed by him in the book called “Velk& didaktikLearners of approximately the same
age and level were divided into classes. The sulyetter was dispersed into individual
lessons with their specific didactic goal. Evenutjo this was a big step forward in the
development of education, still, it had some misused it was not realized in the ideal form
(Skalkova 1999: 203-204).

Later J. F. Herbart, a German pedagogist, whoedeteies are based on those
expressed by Komensky (Stverédk 1988: 103), intreduts teacher-directed theory and the
system of frontal teaching became the frameworkdaching. This organisational form was
used without any consideration of learner's needd eharacter of the subject matter.
Skalkova claims that the learner was perceived gmssive receiver of the knowledge
(Skalkova 1999: 204). Herbart's theory supportirapfal teaching has become popular and
has been so far commonly used organisational formdst of the Czech schools.

At the beginning of the twentieth century, frontahching was highly criticized by

many specialists on pedagogy. This organisatioomhf where learners were only passive



participants of the learning process, needed toefmmed (Skalkova 1999: 204). With the
reformation, new organisational forms have beereldped.

2.2. Potential and limitations of frontal teaching

Although frontal teaching has many limitationgjéfinitely has a great potential
that cannot be underestimated. Among the advanfage®sed by Richards and Lockhart is
that it gives the teacher the opportunity to teadarge group of learners at the same time
(Richards, Lockhart 1996: 148). Frontal teachingjriforces a sense of belonging among the
group of members, which we as teachers need terfofiVilliams, Burden 1997: 79).
Harmer explains that it gives learners the feelimat they all work together and have the
same opportunity to react; they can share thelmig®ein the whole-class setting. Moreover,
it creates more engaging atmosphere when all leafieel the same amusement when they
work together in frontal organisational form (Ham2€01: 114). Richards and Lockhart add
that: “students can feel that they are a part ef tlainstream group” (Richards, Lockhart
1996, 148), which means that learners are nots&delsy any treatment of individuals but as a
group. Harmer indicates that, in frontal teachithgy teacher can get the general view of the
learners’ progress not only on the individual leselthe teacher is able to “ ‘gauge the mood’
of the class in general” (Harmer 2001: 114). Harolaims that the use of frontal teaching is
good for the whole-class concentration on teachalisor activity. Teacher’s talk is followed
by all learners at the same time which may becomwy wseful in terms of classroom
dynamics. Moreover, teacher is usually perceivedh agpod language model for learners
(Harmer 1991: 243).

Another advantage given by Harmer is that it i$ mme demanding when giving
explanations and instructions while in smaller goit would mean that the teacher would
have to provide the information more than once ar2001: 114). However, Richards and
Lockhart propose that frontal teaching can alsoveseas a preparation for subsequent
activities which can be completed individually orgroups” (Richards, Lockhart 1996: 148).

The use frontal teaching is useful with activitresere the role of the teacher is that of
a controller (Harmer 2001: 114). Harmer definestialers as ones who “in various other
ways exemplify the qualities of a teacher-frontssroom” (Harmer 2001: 58).

When the whole class is working together, accgrdinHarmer’s view, it supports the
feelings of security of both the teacher and le@rrend the teacher is taken as a direct

authority (Harmer 2001: 115). Skalkova suggests$ the relative stability of the teaching



process allows the teacher to enforce the individparoach to learners. It develops social
relations between learners when they are gettingntmnv each other and furthermore it
encourages emotional atmosphere for learners’ catipe (Skalkova 1999: 205).

However, frontal teaching has many disadvantageednby many pedagogists and
specialists on didactics that have to be takenceoant. Richards and Lockhart claim that:
“Whole-class teaching assumes that all studentspcaceed at the same pace” (Richards,
Lockhart 1996: 148). Harmer’s presentation of firigblem says: “Everyone is forced to do
the same thing at the same time and at the saneé @darmer 2001: 115). It is obvious that
this organisational form does not respect neediseoindividual and more or less concentrates
on the group as the whole. As the result, learméis higher-level of proficiency in English
may become bored after while and are held backth@rother hand, learners with lower -
level of proficiency may find the pace too fast ahanay be difficult for them to follow
teacher’s instructions or talk and may be lost.imprfrontal teaching, the teacher usually
tends to concentrate on the “average learners’oaedooks the rest of the class (Skalkova
1999: 207).

Harmer proposes another disadvantage. Duringdrdetaching, learners get only a
little opportunity to talk or practice, which maywuwse that they may become bored after
while. This situation may usually occur in the skes with high amount of learners (Harmer
1991: 243), where there is little time for all lears to interact.

Because of the teacher’'s concentration on leamamis group, Harmer claims that the
individuals have just a little chance to expressrtideas (Harmer 2001: 115). Richards and
Lockhart add that “teacher-dominated” (RichardscKktwrt 1996: 148) instruction gives a
learner little opportunity to participate. What ©osely connected to Richards’'s and
Lockhart’s opinion is that learners do not takepoessibility for their own learning, because
the teacher is the one who transmits the knowlgdghem. As a result, learners do not
research or discover things by themselves (Harm@d:215). On the other hand, learners
who dislike talking or are not used to talk in fraf the whole class, either because they are
shy or nervous, may feel under pressure, which mdkem feel uncomfortable in such
situation (Harmer 2001: 115).

The last disadvantage proposed by Harmer is tioaitefl teaching is not the best
organisational form for communicative tasks. Harnp@ints out that: “Communication
between individuals is more difficult in a grouptafenty or thirty than it is in groups of four
or five” (Harmer 2001: 115). Richards and Lockhsuygest that frontal teaching activities



should be adapted so that learners have more oppees for their active participation and
communicative interaction within the classroom (Rids, Lockhart 1996: 148-149).

Moreover, communication among the learner andtehaeher is usually restricted to
the formally controlling way of instructions whicloes not support any communicative aims.
Hendrich suggests that for applying communicatigpeats it is needed that the teacher
should formulate the instructions according to teenmunicative way not in the formally
controlling way, for example, ‘express disagreermémgtead of ‘make a negative form’
(Hendrich 1988: 319). Hendrich claims that whenngsirontal teaching for practising
guestion-answer exchange, it is necessary thae#tuher should talk to a concrete addressee.
As a result, there would be no time for all thehess to communicate with the teacher during
frontal teaching activities (Hendrich 1988: 319).

2.3. Use of frontal teaching

The use of frontal teaching is mainly directedtly choice of the teacher. According
to Richards’s and Lockhart’'s view, even though nees may have some individual needs
“the interactional dynamics of a classroom aredbr@ product of choices the teacher makes
about the learning arrangements he sets up witleimetsson” (Richards, Lockhart 1996: 146).
Nevertheless the use of frontal teaching and diffeorganisational forms is guided by the
nature of the activities, their aims, types andsglsa The following chapters will discuss the
possibilities of the use of frontal teaching dihedh the English lessons especially in relation
to aims, phases and types of activities.

2.3.1. Use of frontal teaching in relation to aimsf activities

Skalkova suggests that organisational forms aee ithportant part in achieving
specific aims. In the real process of teaching,réhation of aim and subject matter is never
isolated. Moreover, this relation is connected viftl relation of aids used in the process of
teaching. Furthermore, these relations are incatpdrinto the complex interaction of teacher
and learner/learners, where both of the particpgriay an active role. The aids are
represented either by the subject matter, methodd arganisational forms in
teaching/learning process (Skalkova 1999: 111).

There may be distinguished three types of aimbénteaching and learning process:

general/complex that are usually formulated in sqradagogical documents; partial aims,



which include subject matter, grade, topic anddesspecific objectives that are usually
achieved on the basis of short-term activitieshm lessons (Skalkova 1999: 111). According
to Richards and Lockhart, general goals are théc hasts in terms of the choice of the
activities that will be used in the lesson whichynielp to attain the specific goals of the
activities (Richards, Lockhart 1996: 161).

When planning the efficient and effective lessitie, teacher should usually state the
aim of the lesson together with student’s actigitiéming, teaching aids, teaching strategies,
possible problems that may occur during the lessahlast but not least the organisational
form (Richards, Lockhart 1996: 79).

There is a wide range of activities that mighuked in English lessons. They differ in
their nature and aims (Nunan, Lamb 1996: 28). Adicgr to this, the choice of organisational
forms is necessary to be considered. The use woffairteaching in relation to aims is bound to
the limitations of frontal teaching itself.

However, the English foreign language classrooma [ace where students develop

communicative competence which is considered asevbgall aim of language teaching.

The goal of language acquisition is communicatiompetence: the ability to use the
language correctly and appropriately to accomptmmmunication goals. The desired
outcome of the language learning process is thdyats communicate competently,
not the ability to use the language exactly astav@apeaker does.
(The Essentials of Language Teaching web: Teaching
Goals and Methods — Goal: Communicative Competence
2003, 2004)

Anna Flyman-Mattsson claims that: ,Focus on formoa meaning is an important
division in communicative language teaching (Anndynfan-Mattsson 1999, web).
Communicative classroom more focuses on meanihgr#tan form.

As it has been previously mentioned in chapter, Zxdntal teaching is not the best for
activities with a communicative aim (Harmer 200ELIThe specific goal of communicative
activities is usually, stated from the point of wief learners, “to be able to use the target
language” (Nunan, Lamb 1996: 29). Such communieatactivities include group
discussions, exchanging the information, opinigmeplem solving, making arrangements or
decisions with others, role-plays, dialogues diunan, Lamb 1996: 29). It is obvious that
there must be some interaction between learnerghwiontal teaching does not support.
Frontal teaching is usually used with activitidelgiving instructions, drills, question-answer
exchanges, choral repetitions and activities fogusin form rather than content, where there



is usually no exchange of information. It meanst thiantal teaching more focuses on
grammatical structures, form and accuracy of thguage whereas communicative activities
focus on the meaning and fluency, stand on somidifeaituation and involve “students in
real or realistic communication, where the accum@tihe language they use is less important
than successful achievement of the communicatisie ttaey are performing” (Harmer 2001:
85). Anna Flyman-Mattsson suggests that group vi®rk preferred organisational form to
fulfil the needs of communicative language teachjAgna Flyman-Mattsson 1999, web).
Students are allowed to negotiate the meaning laeg do not have to concentrate on the
accuracy of the language as they have to whendheyn the charge of the teacher during
frontal teaching.

To conclude with, frontal teaching is not the besganisational form to fulfil the
communicative aims of language teaching and legrrémce it concentrates on form and
accuracy which does not support the theory of comaative competence, where it is
important to teach learners, as Hendrich suggestsynly language competence but also use
of established socio-cultural rules such as, f@angxe, when to talk, when to be silent, what

to say and how to speak.

2.3.2. Use of frontal teaching in relation to typesf activities

The use of different types of activities may ieffice whether to use frontal teaching
or not. There are many types of activities in t&agtearning process and that is why this
chapter is going to focus on types of activitiesgeneral. The typical classification of
activities proposed by Harmer is “PPP”, which stafal Presentation - Practice - Production
procedure (Harmer 2001: 80). Nunan and Lamb clait t, This procedure was based on the
psychological model that viewed learning as a lipacess of understanding, internalizing,
and activating knowledge” (Nunan, Lamb 1996: 46)tHe following lines the use of frontal
teaching in relation to these types of activitiel e discussed.

According to Richards and Lockhart, activities wehéhe new target language items
are presented are called presentation activitiesh@Rds, Lockhart 1996: 163). During the
presentation activity the teacher clarifies oradtrices a new target language item (Nunan,
Lamb 1996: 46). On this account, the teacher iotleewho presents the item/s and learners
follow his/her speech. In such activities the teaalsually acts as a controller who stands in
front of the class and gives explanations or irtstons (Harmer 2001: 114). In this case, the

use of frontal teaching is vital, since it is thesbway how to present new items and material.



Further more it is not time demanding, which methias the teacher does not necessarily have
to repeat things (Harmer 2001: 114).

The definition of practice activities given by Rards and Lockhart say that these
activities “involve performance or learning of aem that has been previously presented”
(Richards, Lockhart 1996: 163). The learners bectamaliar with the presented items by
using different types of drills (Nunan, Lamb 1996). In this case the use of frontal teaching
may be used during choral repetition tasks or indial repetition tasks, where the teacher
‘conducting’ urges learners to repeat words, plwagesentences (Harmer 2001: 80). Or it
may be used during response drills, where the &raabks questions or gives clues and
learners make the response (Harmer 2001: 80). Risteand Lockhart state that in such types
of activities the teacher controls the learner'sfggenance or stands as a model for their
performance (Richards, Lockhart 1996: 164). Harol@ims that, when learners practise the
sentences, it is good to put learners in pairsrderto check the effectiveness of learning
(Harmer 2001: 81).

During production activities learners take contmder the knowledge they have
acquired during the presentation and practice @) Lockhart 1996: 164). Nunan and
Lamb suggest that, in this type of activity, leasnshould be able to use the target items
actively in meaningful situations (Nunan, Lamb 1996). These kinds of activities are for
example role-plays or dialogues with different msgs (Richards, Lockhart 1996: 164).
These types of activities usually carry some conminative objectives that can only be done
In groups or pairs, so it is not possible to usatl teaching organisational form since its use
Is not vital with activities with communicative gpases. On the other hand, with activities
where the teacher questions and learners answaraking their own sentences without any
teacher model, frontal teaching can be used toegti@se activities. Again the teacher
controls the activity and interacts with learners.

Harmer proposes that the PPP procedure has bieized over the last few years
(Harmer 2001: 82). Nunan and Lamb point out thatdlassification of activities according to
the PPP procedure “represent a gradual movement frigh- to relative low-structure
interactions (although many production tasks ghve itlusion of student control)” (Nunan,
Lamb 1996: 46). This means that the most prefeamghnisational form such as frontal
teaching is rather preferable in these types oiviies, especially in presentation and
practice.

Frontal teaching activities may also be classifiein the viewpoint of fluency and

accuracy as suggests Byrne in her bdekhniques for Classroom Interactiorhe reason for



the use of frontal teaching with activities based axcuracy is that it requires teacher’s
control. In so far that these are activities, sashcontrolled drills, where learners have no
choice in what they say, and are not much usefidnMearners need to learn grammar or
vocabulary, but their use is vital when teachingnpinciation. In these activities, teacher
stands as a good language model (Byrne 1987: 1f).other activities used in the whole-
class work are exercises. By the term exercisawdant that these are usually textbook
activities. Byrne points out that: “They are oftenthe form of questions and answers, right-
wrong statements and sentences for completion’n@®987: 20). Byrne further adds that it
Is often quite time consuming, so it is betterl&arners to prepare the answers in advance in
pairs and then check the exercises with the whialesqByrne 1987: 21). Language games
are also used as accuracy-based activities durorgal teaching. Among language games
done in frontal teaching belong, for example, secegebuilding and guessing games. Byrne
proposes that: “...they are a very good alternatvaerills for many kinds of accuracy work”
(Byrne 1987: 21). Language games may be comparddlt® but they are not as enjoyable
for learners as classic drills, and are easieretnember. Different accuracy-based activity
done in frontal teaching is listening. Byrne rensatkat among these activities belong, for
example, picture dictations, picture descriptiodsscribe and note’ activity and word Bingo
(Byrne 1987: 25-27). As Byrne notes, the last ng activity based on accuracy is writing.
Though writing requires some kind of interactidme fpurpose of classic school written work
is usually to be read and corrected (Byrne 1987. &8cording to Byrne one more activity
based on accuracy and used together with frordahteg is controlled conversation, since it
Is important to speak to the learners (Byrne 138j:

Though, the question of use of frontal teachingy/rha quite discussible, it is still
used, especially in the way and with activities gagied by Byrne. At first, there is the
question of why to use frontal teaching with flugit@sed activities, since the most fluency-
based activities are done in groups. The use ehiy-based activities is simple. Byrne says
that sometimes it is necessary to get learnerkspeahow them, they may use the language,
too (Byrne 1987: 53). Byrne points out some oféRkamples of fluency-based activities that
can be used when working in frontal teaching orgmional form. One of them s
conversation, which is used when the teacher nedacourage learners “to join in without
worrying about mistakes” (Byrne 1987: 57). Duririgst activity, learners are exchanging
ideas, either among themselves and the teacheneBsays that: “The main advantage for
them is that theyhear a live speaker who is interacting with them” (Bgri987: 57).
Discussion is the next fluency-based activity udadng the frontal teaching. However, this



activity is usually done in groups, since the leasrhave more opportunities to join in. Byrne
claims that, still, the class discussion is verypamtant. In groups, “students exchange ideas
and come to conclusion” (Byrne 1987: 59), whereasrers as a whole class “compare ideas
and discuss them” (Byrne 1987: 59). The advantdge dass discussion for the teacher is
that he may take control of the learners’ language can get to know something about them.
Byrne suggests other type of fluency work in frorteaching, such as simulation (Byrne
1987: 62). Although, role-plays are not possibleéadone in frontal teaching, simulations are
closely connected with them. During simulationgrters play a particular part according to
the given instructions. Though not everybody caopac speaking role, all the learners are
involved in some way, either as the “main speaketsiinor speakers”, “reporters”, or
“audience” (Byrne 1987: 63-64). But still, the maspeakers “will provide most of the
interaction” (Byrne 1987: 63). However, games aeeriext fluency-based activities, as Byrne
proposes. Games are encouraging for learnershbutdrticipation of all learners is still not
wholly possible. In spite of that, learners mightdgain involved by dividing them into teams
and audience. This may increase the interest oldfmmers since ‘the audience’, possibly
knowing the answer, may look forward to who will thee winner. These games are, for
example, guessing games or memory games that &amers to use the language freely
(Byrne 1987: 65-67). According to Byrne, story4tedl may also be used as a fluency-based
activity in frontal teaching. Byrne says that Irsteg to the stories might be quite enjoyable
for the learners as the teacher tells the storyn®y987: 68-70). According to Byrne, other
skills like listening or writing may proceed as ttheéency-based activities during the frontal
teaching. Listening is connected, for example, sttiry-telling, where learners have to listen
to the teacher as a whole-class and then the lsanmey retell what they have already heard.
With writing, the whole class work is usually presehen the teacher provides learners with
the situation they will write about (Byrne 1987:-74).

This division on fluency and accuracy activitiggeg by Byrne is very interesting,
and important, since it shows which activities alline use of frontal teaching and which not.
Mainly, frontal teaching is used for accuracy wdoli its use with fluency activities cannot
be underestimated.

However, there is another classification of atyitypes built up by Littlewood, which
is taken from the perspective of communicativevéiads. According to his Communicative
Language Teaching, he divides communicative am#itinto pre-communicative and
communicative (Littlewood 1990). The setting oflass depends on the roles that the teacher

adopts during pre-communicative and communicatieéiviies. In pre-communicative



activities the teacher usually works with the whallss. He usually facilitates the
communication process between all learners (Br&amdlin 1980: 99). This may be the
reason why the use frontal teaching during strattaommunication would not be of any
harm. Since this stage of pre-communicative aawits mainly based on some drill, where
no information between learners is transformedtli@itood 1990). Richards and Lockhart
define pre-communicative activities as “accuracgdubhactivities which focus on presentation
of structures, functions, and vocabulary” (Richaiddsckhart 1996:119). This means that the
accuracy-based activities should usually have sknteof teacher-control over this stage, so,
again, the use of frontal teaching is usually usgdch has been already mentioned in the
previous lines. Working in frontal teaching orgatigsnal form usually serves as a
preparation for subsequent activities which carcdrapleted individually or in groups. This
is, for example, the case of communicative actsitiwhich are the following stage of
Communicative Language Teaching. During this stegggher usually acts as an independent
participant. Since the pre-communicative activiaes based on the form, the communicative
activities stand on some real-life situation andolwe “students in real or realistic
communication, where the accuracy of the langulagg tise is less important than successful
achievement of the communicative task they areopaihg” (Harmer 2001: 85). As a result,
the use of frontal teaching is not vital. Therg¢his need to get the information across and by
the teacher-directed frontal teaching the learneosild have just a little opportunity to
interact. These tasks involve some dialogues @a-ptdys where the teacher’s intervention
should be reduced to a minimum (Harmer 2001: 8@ynér suggests that this approach is
usually based on a group cooperation or pair wbhdeifier 2001: 86). Frontal teaching in this
case would not offer what is needed for the lea'ngarticipation even though the
information may be transformed from the teacherthie learner, where, as it has been
previously mentioned in the preceding lines, woolfer learners less opportunities to
interact. Furthermore, it does not support the gdnam of language teaching, which is
communicative competence.

However, this is just an illustration of in whielstivities frontal teaching may be used
and where this use is not in place. The use ofrosgdonal forms depends on the types and
nature of activities. It may be clearly said thea tise of frontal teaching with communicative
activities has been previously discussed as ureitd&rontal teaching offers just a few
opportunities for learners to interact, thus, tee af organisational forms with different kinds

of activities must be considered



2.3.3. Use of frontal teaching in relation to phaseof activities

This chapter will concentrate on the use of frot¢aching in relation to phases of
activities. Here, different stages of activitiedlwe described and, according to this, the use
of frontal teaching will be discussed.

According to Scrivener’s description, there awe fstages of activities: Lead in, set up,
run, close, and post activity (Scrivener 1994).d_eaphase of activity is usually used to raise
the learners’ motivation or interest in the acyivithe lead in phase usually contains some
pre-activities that introduce what the learners goeng to do in the next phases of the
activity. In a whole class setting, the teacheispnés what the learners are going to do and
what is the aim of the activity. It is obvious thhese actions must be done by the teacher
since he is the one who leads the lesson and kttewvsontent. In this case the use of frontal
teaching is vital, since the teacher acts as araltert and directs the activity. But when the
lead in phase is represented by some warm-up goiwiich is supposed to be done in groups
or pairs the ones who interact are learners andetleher acts as an observer or facilitator.
According to the Harmer, the most important thiagonsider is the context (Harmer 1991).
The next stage of activity is ‘set up’. This staganore about the organisation of the class,
about giving clear instructions or demonstrating #xample. The one who organises this
stage is again the teacher who decides about tiiegs®f the class that is organised
according to the aim and nature of the activitye Thacher usually gives instructions or
demonstrates the example. However, this may onlyldiee by frontal teaching, because
giving instructions to the whole-class is more@ént and time saving. The next phase of the
activities is ‘run’. The role of the teacher togathwvith the setting of a class depends on the
type of activity, which has been previously desediin chapter 2.3.2. The last but one phase
of the activities is ‘close’. Closing the activity usually done by the teacher with learners
working in the previously set arrangement. The $&gge of activities is post activity. This is
usually the feedback session or some follow-upvéigtiFeedback may be either provided by
the teacher in the whole-class setting when theheraasks questions and learners response,
assessing the class as the whole or by learndfsLaeection where it may be done by the
teacher asking in frontal teaching arrangementrd’aee many forms how feedback may be
realized. Close phase may also be realized by giraysome extra follow-up activities where
the setting of the class is not bound to any extganisational form. Again the use of frontal
teaching and different organisational forms dependthe types of activities the teacher

chooses for the lessons (Richards, Lockhart 199%).1



3. Teacher’s beliefs

As it has been mentioned in this thesis many tjrfrestal teaching is the most used
and sometimes even preferred form of a class argion. Why it is so, is the question that is
quite important. To find out something about thacteer, it is useful to explore his or her
beliefs to find out more about his or her ‘cultwwkteaching’. Every teacher has his own
assumptions about teaching and learning proce$bese are usually influenced by beliefs
the teacher has either about teaching, learningutaburriculum, about English, or about
teaching as a profession. Richards and Lockhamncthat: “Teacher’s belief systems are
built up gradually over time and consist of bothbjsative and objective dimensions”
(Richards, Lockhart 1996: 30). They add that sofnthe beliefs may be complex or simple.
Richards and Lockhart list six sources that tedsHeliefs may be derived from (Richards,
Lockhart 1996: 30):

- Teachers’ own experience as language learnalistéachers were once students and
their beliefs about teaching are often a reflectadnhow they themselves were taught”
(Richards, Lockhart 1996: 30).

- Experience of what works best: Teachers us@perience many different teaching
strategies and find out what works well and what michards and Lockhart claim that
“experience is the primary source of beliefs alieathing” (Richards, Lockhart 1996: 31).

- Established practice: Each school or institufioefers different teaching styles and
practice and together with that beliefs differ.

- Personality factors: Beliefs about teachingeatifivith different personal preferences
of the teacher.

- Educationally based or research-based princighéshards and Lockhart explain
that: “Teachers may draw on their understandingadkarning principle in psychology,
second language acquisition, or education andargpply it in the classroom. (Richards,
Lockhart 1996: 31)

- Principles derived from an approach or methogachers may prefer some method
or approach and believe in its effectiveness, anbdsequently, implement it in the classroom.

It may be said that teaching is influenced by thewdedge of the subject matter the
teacher carries and also by beliefs he develomagr his teaching experience and practice.
Brunning on Staff Matters web states that: ,Teashasld many beliefs and attitudes that

affect their attitudes and behaviour in the classrd (Brunning on Staff Matters web:



Teacher’s beliefs and classroom practice 2005)eHoin Staff Matters web divides teacher’s

beliefs about knowledge into four dimensions:

« Certainty of knowledge — Some people believe thatkedge is fixed,
while other people believe that knowledgguid.

» Simplicity of knowledge - Some people believe thkabwledge consists of an
accumulation of facts, while other people beliekattknowledge is a system of
related constructs.

« Source of knowledge - Some people believe that kedge is transmitted from
external sources while other people believe thatedge is internally constructed.

« Justification for knowing - Some people rely upotieenal authority while other
people believe that knowledge relies on personaluation and integration.
(Hofer 2000; Hofer & Pintrich 1997
on Staff Matters web: Teacher's beliefs and
classroom practice 2005)

Beliefs about knowledge are closely connected vi#liefs about teaching and
learning. Teaching intentions and strategies afleenced by the teacher, whether he is
focusing on himself or on learners. Frontal teaghsa teacher-focused organisational form,
where teacher transmits information to the learnbie means that his intentions and
strategies rely on himself rather than on studevitgere students are only inactive participants
of the teaching and learning process. Staff Mattezb says that: “Teachers’ beliefs affect
teacher-student interactions and instructional plagi (Staff Matters web: Teacher’s beliefs
and classroom practice 2005). Furthermore, theht&ac teaching conceptions might be
influenced by the teacher’s “perception of the béag environment, such as the degree of
control over what is taught and how it is taught(Prosser and Trigwell 1997 on Staff
Matters web: Teacher’s beliefs and classroom ma&005). Brunning et al. on Staff Matters
web states that beliefs about teaching are conhegtih the beliefs in “external, teacher-
directed, or student-internal knowledge-constructediels” (Brunning et al. on Staff Matters
web: Teacher’s beliefs and classroom practice 2005)

To summarize, the teacher using frontal teachinieves in the teacher-focused
classroom, teacher-directed knowledge constructediela and believes in traditional
organisation of the class. Frontal teaching beldongs traditional form of teaching which is
still often used, even though the group work and\wark have been stressed as the methods
that help to develop learners’ communicative compet. The explanation might be “that

teachers in most cases have successfully gonegth@traditional school system and benefit



from teacher-centred education” (web - Lancasteivéisity U.K.: Teacher Beliefs 2002-
2005).



4. Roles in the classroom

In the following chapters we shall look at the sotd teachers, learners, and learning
materials, especially in frontal teaching organgs®l form. Frontal teaching influences the
role of the teacher in the classroom, and that hy whis chapter is included to see the
boundaries outlined by frontal teaching. Firstlye toles of teachers in frontal teaching will
be discussed, secondly different roles of the @rmccording to frontal teaching will be
described and, lastly, there will be noted theuiafice of teaching/learning materials on the

interaction in the classroom.

4. 1. Roles of the teacher

This chapter is devoted to the roles that teacher atopt during frontal teaching.
There are many methodologies undertaking the mfl@ésachers, but according to the scope
of this thesis, this chapter will mainly concengrdirstly on the division of teacher roles
proposed by Harmer, which means that the eightroflé¢eachers (Harmer 2001: 58-62) will
be analysed considering frontal teaching and ftaence on the teacher roles. Next, the three
types of teachers suggested by Scrivener will lseudised (Scrivener 1998: 6) and, lastly,
some suggestions by Hedge and Richards and Locwllaifielp to compare the ideas and
view of the teacher roles in frontal teaching.

As it has been mentioned in the previous lines, rhain division of teacher roles
proposed by Harmer are those of controller, organisssessor, prompter, participant,
resource, tutor, and observer (Harmer 2001: 58-62).

To start with, the role of a teacher as a cordralill be analysed. Harmer notes that
teachers acting as controllers “are in charge efdass and of the activity taking place in a
way that is substantially different from a situatmhere learners are working on their own in
groups” (Harmer 2001: 58). This means that cordgrslare those who direct the lesson. They
organise activities such as drills, reading aloadd as Harmer suggests: “exemplify the
qualities of teacher-fronted classroom” (Harmer 20®B). This statement by Harmer gives
the clear proposal that this role of a teacheh& dne that is most usual when working in
frontal teaching. When acting as controllers teexhee the ones who transmit the knowledge
to learners. Though, as Harmer suggests, this tagether with frontal teaching have some
disadvantages. The teacher in this role servessmi@e of inspiration for learners which

may not necessarily be true. The teacher in tree abh controller does not support learners’



experiential learning and does not offer much opputies for learners to participate and
speak (Harmer 2001: 58), which goes together wighdVantages of frontal teaching, which
has been foreshadowed in chapter 2.2. Despitefdbts this role is the one that is most
frequent in frontal teaching, since it is teacheeated role where explanations and
instructions are given or questions are asked. damotes that: “this is the most common
teacher role” (Harmer 2001: 58). Role of a conénotbgether with frontal teaching is still the
most common situations in the classroom.

The next role of the teacher is organiser. Harpmeposes that when the teacher acts
as organiser, he usually organises activities withie lesson such as giving the learners
information, telling them the procedure of the atyi putting them into pairs or groups, and
closing the activity (Harmer 2001: 58). It may hevious that these stages of activities are
usually done frontally by the teacher who provitbesners with the necessary information for
the activity to be done. The teacher as an organiseds to be sure that learners understand
what they are supposed to do, so he organisesldlss as a whole, since it is not time
consuming and the whole class is listening to ¢aeher.

According to Harmer, the following role is onetbé important roles that teachers can
adopt, since it is the one that tells learners @l they are doing in English. It is the role of
assessor. The question is whether it may be damgallty or not. The teacher in this role
usually provides learners with feedback, offerg@cion and grades them in other different
ways (Harmer 2001: 59). The teacher may use vapoosedures to do so. This means that
the teacher can assess learners individually bingyithem marks or the teacher may assess
groups or pairs, again, on the individual basisl, aif course, frontal teaching can be used
especially when the teacher assesses the cladseawhile or provides them with the
feedback by asking questions. The use of frontdhimg together with this role of assessor
may be discussed. However, as Harmer points ceityfie of assessment and organisation of
that process is up to the teacher, who necesdaasgyto provide the learners with objective
sensitive approach (Harmer 2001: 60).

Though, the three previously discussed roles ef tdacher partly support frontal
teaching, the following roles of the teachers attedifferent in that. The first of them,
according to Harmer’s division, is the role of ampter. In this role, the teacher usually
stands as a participant of learners work, and somst'pushes’ them forward, when they feel
lost or do not know what is going on (Harmer 206Q). The teacher approaches to learners
on the individual basis, according to their neédsa result, the teacher is not able to do this

during frontal teaching. This happens during graugok, pair work or individual work. The



role of the teacher as a prompter is supposedatd when the learners have their tasks set,
and their work is in process. The participatiortted teacher is minimized, and he intervenes
only when it is needed.

When teachers act as participants, which is otber of teachers suggested by
Harmer, they act as a part of a group, they aneedgtjoined in the activity together with
learners (Harmer 2001: 60-61). The teacher takdsipaarious tasks, which is something a
bit different from the previous roles. It is ham gay which organisational form is usually
used together with this role, but frontal teachisgiot the organisational form to be used,
since, the teacher in frontal teaching is not ablparticipate in the collective work, though,
this may happen, as Byrne suggests, for examplenglsome language game based on
fluency such as simulation (Byrne 1987: 63). Innfed teaching, the teacher usually gives
instructions, organises the learners’ work or agksstions. Participant (teacher) is involved
in the procedure and does the same work as leambkish means that during participation,
the teacher does not direct the lesson, but paaties.

However, there is the next role of the teacherHaAsmer notes, it is the role when the
teacher serves as a resource. The teacher anseeners’ questions, offers them some
guidance as to where the learner may find whathkeefsquires (Harmer 2001: 61). This may
be done in various ways. Either during the indialdwork, during pair work, during group
work, but also during the frontal teaching. Esplgiavhen the teacher is explaining, the
learners may ask any questions concerning Englisi,culture facts, or different questions
concerning the topic. The teacher as a resourcekimgpin frontal teaching, may offer this
information to the whole class in order not to ghings more than once or just because the
teacher wants the whole class to know.

Harmer proposes that the following role of theckea is quite restricted to the
intimate relationship with the learner. It is thader of tutor. Harmer suggests that when the
teacher acts as a tutor, he/she usually works wividual learners or small groups, giving
them advice they need. It is very difficult for @tdr to work with large groups since there
must be the intimate relationship than when actisgan organiser or controller (Harmer
2001: 62). As a result, the use of frontal teachsngot suitable for tutors because the needs
of individuals or small groups differ.

In order to provide some feedback to learnerghiei® must also act as observers. An
observer, which is the role suggested by Harmenitms groups or individual learners in
order to offer them feedback (Harmer 2001: 62). Tdaeher may observe either individuals

or the whole class, therefore, it cannot be saiavimch organisational form the observer



works best, but Harmer proposes that: “when weaatiag as controllers, giving feedback or
organising students, we need to be observing atahee time too” (Harmer 2001: 62). So far,
it may be said that the role of observer is notriabto any organisational form since it is
connected with different roles of teachers and thise the situation when the role of an
observer is required.

Scrivener suggests the next division of teachksrdHe divided teachers into three
largely different kinds, such as: the explaineg thvolver, and the enabler (Scrivener 1998:
6).

The explainer is the teacher who knows the sulbjedter well, but his knowledge of
methodology is limited. As a result, the explairataches himself to “explaining” or
“lecturing” (Scrivener 1998: 6) as a way of trangmg information to learners. Scrivener
notes that the active involvement of learners isimal since they are usually asked to answer
a question or make notes or listen to what theheats saying (Scrivener 1998: 6). The
explainer may be compared to the role of a comtr¢farmer 2001: 58) since there are some
common features that may be recognized - explajnerguring, transmitting the knowledge
from the teacher to a learner, minimal participatad learners etc. As it has been already
mentioned, the role of a controller and, it maydagéd, together with the explainer are the
typical roles of the teacher in frontal teachingasisational form.

However, the involver is the second type of teeslpeoposed by Scrivener (Scrivener
1998: 6). He is familiar with the subject mattayp,t but also knows the methodology; the
involver “is able to use appropriate teaching arghnisational procedures and techniques to
help students learn about the subject matter” y8oar 1998: 6). As Scrivener suggests,
giving explanations may be one of the techniquasijths just “one option among many that
the teacher has at his disposal” (Scrivener 1988Tt&e involver is trying to involve learners
actively in the teaching/learning process but #til control over the class is up to the teacher.
It means that the involver is able to work in fr@rtteaching as well as in other organisational
forms but the teaching/learning process is moiless teacher-controlled.

The last kind of teacher proposed by Scrivendinesenabler. This teacher is familiar
with the subject matter, methodology, “but also Basawareness of how individuals and
groups are thinking and feeling within the clasStrivener 1998: 6). The enabler is not
‘afraid of sharing control over the class with hesrners, or handing the control entirely to
them. As Scrivener adds, the enabler creates thditcns to enable “the students to learn for
themselves” (Scrivener 1998: 6). Scrivener notes tine enabler usually goes together with

the roles of “prompter” or “resource” (Harmer 20@0-61) when it is needed (Scrivener



1998: 6). As it has been previously outlined, thies of prompter and resource are based on
the cooperation on the more individual level, whmsbans that the teacher organises learners
more in pairs or groups, since they have differee#ds and, moreover, in pairs or groups,
they take more responsibility for their own leamitfrrontal teaching would not be the best
organisational form for enablers, since it does s\giport cooperation among learners, not
even their participation in the learning/teachimggess. Moreover, Harmer notes that frontal
teaching does not enable learners to develop redplity for their own learning (Harmer
2001: 115).

However, Richards and Lockhart concentrate onltwader classification of the
teacher roles. They divide roles of teachers imtar fareas, where the first one is “roles
reflecting institutional factors”, the second orse“ioles reflecting a teaching approach or
method”, the next roles are those “reflecting espeal view of teaching”, and the last area of
roles is “cultural dimension of roles” (Richardspdkhart 1996: 98-109). According to this
thesis, it might be interesting to mention the avéaoles reflecting a teaching approach or
method. Some methods and approaches require teathearry out particular roles in the
classroom together with the setting of a classciwhwill be compared in the following lines.
Richards and Lockhart start with the Direct Methdbdey suggest that this method “was one
of the first oral-based methods to be used in pré@anguage teaching” (Richards, Lockhart
1996: 101). Richards and Lockhart point out soméeajunes for teachers to follow. It is for
example: “Never translate: demonstrate; never @xplact; never make a speech: ask
guestions; never imitate mistakes: correct; neymak with single words: use sentences;
never speak too much: make students speak mu(Richards, Lockhart: 1996: 102). Even
though this does not clearly tells us which orgatmismal form is usually used but still, the
Direct Method was mainly based on question-answehange between the teacher and
learners in small, intensive classes, so frontatheng was probably the one to be used.
Richards and Lockhart also take in account othksrmfluenced by Active teaching. They
propose that the primary roles of teachers inreshod are “management and monitoring of
learning” (Richards, Lockhart 1996: 102). They et specify the teacher’s ‘duties’ during
this method which are: communicate clearly by giviiirections, presenting information,
etc.; obtain and manage engagement by maintairaely tocus, pacing instruction etc.;
monitor progress by reviewing work, adjusting iastion, etc.; provide immediate feedback
by informing learners, giving information about heavachieve success (Richards, Lockhart
1996: 102). Some of the teachers ‘duties’ are aggacher-directed and require the use of

frontal teaching since the teacher is still cenimathe teaching/learning process. The next



methods, pointed out by Richards and Lockhart avep€rative Learning, Communicative
Language Teaching and Total Physical Response.aRishand Lockhart say that these
methods move away from the teacher-directed tegdtichards, Lockhart 1996: 102). They
add that the roles of the teacher in the previousigntioned methods are sharing
responsibility with learners, structuring the aitids to learners’ cooperation, facilitating the
communication, coordinating group activities, agtias an independent participant etc.
(Richards, Lockhart 1996: 103). Role in frontalct@ag is mainly that of a controller whereas
these roles mainly support group work or pair wenkce they support coordination and
participation of learners. These roles in differapproaches and methods are mentioned just
for the illustration and interesting comparisontloése methods and the roles of the teacher
together with frontal teaching. As Richards and Klwot suggest, in teaching/learning
process “there has been a movement away from tedon@nated modes of learning to more
learner-centred approaches, which has led to aaneieation of traditional teacher roles”
(Richards, Lockhart 1996: 104).

Although the discussion about the teacher roleglavtake quite a long, this thesis is
based on frontal teaching and roles connecteditviffo sum up, Hedge says that roles of the
teacher in frontal teaching are usually those sfruttor, organiser, counsellor, and helper.
The teacher is an authority with a high status whes usually initiates, asks questions and

provides learners with feedback (Hedge 2000: 29).

4. 2. Roles of learners

Different organisational forms imply different rel®f learners. According to frontal
teaching, it may be said that roles of learnershinige quite clear. In frontal teaching, the
central person in the lesson is the teacher andldhmers are less active and their
participation is minimal. As a result, the maineraf the learner in frontal teaching is the
passive receiver of the knowledge. Parrott poinis that “some models of learning and
teaching see students as sponges who soak up kigenviem teacher and textbook” (Parrott
1993: 63). Learners only absorb knowledge thativergby teachers in frontal teaching.
Nunan adds that there is a wide variety of roled ldarners can adopt. The following roles
will be analysed according to frontal teaching. Tinst role that Nunan mentions is “the
learner as the passive recipient of outside stimiNunan 1990: 80), which means that
learners are passive receivers of the knowledgeiqed by the teacher, usually in frontal

teaching. The following role is “the learner asiateractor and negotiator who is capable of



giving as well as taking” (Nunan 1990: 80). Consagly, the learner has a chance to interact
and negotiate which is not possible when workingamtal teaching. However, the next role
of the learner is “a listener and performer who kitde control over the content of learning”
(Nunan 1990: 80), which may correspond to the 8dnan frontal teaching, where teacher
controls, learners listen, and may time to timetéa teacher’'s questions. The next two roles
suggested by Nunan imply more learners’ partiogpatmoreover, learners are supposed to
take responsibility for their own learning, whicannot be provided by the teacher in frontal
teaching. In one of the roles “the learner is imedl in a social activity, and the social and
interpersonal roles of the learner cannot be dewritom psychological learning processes”
(Nunan 1990: 80). The term ‘social activity’ is tpibroad but this may be, for example, some
role-play or dialogue, which usually requires someraction among learners. Despite this
fact, this role cannot be realized in frontal teaghsince it usually requires group work or
pair work. The last role proposed by Nunan sayst thearners must take responsibility for
their own learning, developing autonomy and skildearning-how-to-learn” (Nunan 1990:
80), which does not support the idea of teachesetidd and controlled teaching. However,
most of the methodologies are more concerned \wghnew idea of learner-centred English
language teaching, where roles of the learnersnaialy far away from the roles of learners
in classical frontal teaching, rather than thosesomplied in frontal teaching. It may be
interesting to take this from the reversed perspecso there will not be mentioned which
roles do learners imply in learner-centred proceslubut which roles cannot be implied
during frontal teaching. Hedge points out that tbkes that cannot be adopted by learners
during frontal teaching are these: researchersheif heeds, content negotiators, learners
monitoring the progress of the course, explorergyeementators, planners, initiators,
organisers of their own work, learners questionitigrifying, suggesting, and commenting
(Hedge 2000: 35-36). As it may be clearly seenrties of learners in frontal teaching are
quite restricted and cannot be much varied.

4. 3. Roles of learning materials

Roles of teachers and learners closely relateh& rbles of learning materials,
especially textbook materials. Hedge suggests thaty textbook is based on assumptions
about learning, and the design of its activitieplies certain roles for teachers and learners
and assumes certain dispositions towards learnipigss (Hedge 2000: 36). Allwright
assumes that the use of textbooks leads to the amigpbn teaching process rather than



learning process which may cause the overloadaufhir’s intentions and less involvement
of the learner (Allwright 1981 in Harmer 2001: 304) may be said that textbooks may
‘push’ the teacher into some particular role ordguthe choice of organisational forms.
Littlejohn proposes that the inappropriate use eftliooks “impose learning styles and
content on classes and teachers alike appearihg taits accomplisover which they can
have little control” (Littlejohn 1998: 205 in Harm&001: 304). Harmer suggests that when
there is a course book based on Presentation, id&aand Production as the main
methodological procedure, which has been previodescribed in chapter 2.3.2, the teachers
and learners follow the strict format of the lessday which they both may become de-
motivated (Harmer 2000: 304). In case of PresanmtatPractice, and Production, the use of
frontal teaching is quite frequent, mainly with geatation and also practice activities. As a
result these course books are mainly based onafre@aching since the methodology of
Presentation, Practise, and Production supportss@ef frontal teaching, though some of the
organisational forms, usually in production actest may occur. The role of teaching
materials is very important, since it is closellated to the roles of teachers and learners and

influences the choice of learning and teaching gdoces.



5. Classroom interaction

This chapter focuses on different interactiongrat within the classroom and it also
deals with the time devoted to the teacher anché&rarduring the teaching and learning
process. Richards and Lockhart state that langlesming is full of interactions, either
between the teacher and the learners, and alsoacgtitn between learners themselves
(Richards, Lockhart 1996: 138). Ann Malamah-Thormaser bookClassroom Interaction
assumes that: “It is the interaction of the clagsrp.., which mediates between teaching and
learning” (Malamah-Thomas 1987: 1). Thereforesitmportant to mention it in this thesis.
Furthermore it is closely connected with organcsal forms, since they support different
kinds of interaction.

Mallamah-Thomas distinguishes between classrooteraction and classroom
transaction. Where classroom transaction is the noancation of information wholly
controlled by the teacher, or by the textbook wyithe owner of the information. The
information is, for example, about grammar, abbetuse of language, about linguistic skills,
about the speakers and language they adhere taed#helassroom interaction establishes
the rapport within the classroom and a sense ofhmamity, and supports the communication
for more personal purposes (Mallamah-Thomas 1987T&s would mean that classroom
transaction is mainly used when some informatiomassmitted, mainly by the teacher with
the possible use of frontal teaching. Whereas, sadasn interaction needs some
communication between participants either by trecher to learners or among learners
themselves.

Furthermore, Mallamah-Thomas describes the venh@lpedagogical interaction. The
main distinction between these two interactionshet in verbal communication, there are
usually two undefined speakers, addresser and ssibe who continually exchange the
information and their roles usually change from tmanother (Mallamah-Thomas 1987: 37).
While pedagogic interaction or communication issléed into six different interactions:

1 teacher ——» whole class

2 teacher —— group of stug
3 teacher ——» individualdsnt
4 student— teacher

5 student ——» student

6

student " group of stoid
(Mallamah-Thomas 1987: 15)



Pedagogic interaction, as it may be seen in thesidiv, is connected with learning and
teaching, therefore, the classroom interaction dn@pecific pedagogic purpose. Mallamah-
Thomas adds that: “The teacher is in command aidy lof knowledge and of skills that he or
she is required to transmit to the learners. Inlémguage classroom, the teacher knows the
language; the learners do not” (Mallamah-Thomas7198}). Mallamah-Thomas further
suggests that the classroom situation needs tordanised for the learning purposes. She
adds that: “Much classroom communication therefaentres on organisation and
administration....” (Mallamah-Thomas 1987: 15). & why it is important to mention
classroom interaction which interrelates to orgato®al forms within the language
classroom.

It must be said that classroom interaction isamy about organisation, but also about
participation of the teacher and learners. Ur digssinteraction patterns according to a
different level of participation of the teacher ath@ learners. The participation is ordered
from the most teacher-dominated to the most leac&ve, using the following code:

TT = Teacher very active, students only receptive

T = Teacher active, students mainly receptive

TS = Teacher and students fairly equally active

S = Students active, teacher mainly receptive

SS = Students very active, teacher only receptive

(Ur 1996:227)

If we want to label the participation accordingai@anisational forms, particularly to frontal
teaching, it may be said that the participatiorth&f teacher in frontal teaching is dominant
and the learners are less active as they act nmikeeréceivers of the information, or
participate on the same level as the teacher,¥amele, by answering his or her questions.
This means that, according to Ur TT, T, TS are leewd participation which occur during
frontal teaching. The rest of the examples of pgudition given by Ur, such as S, SS is only
possible in different organisational forms, suchpas work or group work, since they require
active participation of the learners which is nataim possible during frontal teaching.

The important part of the interaction within tHassroom is the question of the control
the teacher may have over the learners duringetssoh. Byrne suggests different kinds of
interaction according to the teacher’s control ower class. There are six different kinds of
classroom interaction described by Byrne (Byrne7138. The first one is connected with
frontal teaching, since the teacher usually givesda or sentences and wants the learners to

repeat them. By this action, teacher takes thercbower the class and learners do not have to



‘think’ at the same time, because they are onlgagipg the given words. The second kind of
interaction described by Byrne is also happeninmignduhe whole class work, but the teacher
is trying to ‘make the learners think’. They migh¢ asked to form some sentences or
questions, but still the control over the contemdl @accuracy is quite high (Byrne 1987: 4).
The third situation moves away from frontal teaghend concentrates more on learners’
individual practice, which he or she does by pairiine learners, but still the control is ‘fail-
safe’ by giving them a model (Byrne 1987: 4-5). Ttnerth kind of interaction is based on the
learners’ own work, since they are asked to do sactigity, usually a real-life activity where
the teacher first goes over the possible answetls the learners, but they are not further
controlled during their own work (Byrne 1987: 5heTfifth case gets back to frontal teaching
again. But, here, the teacher behaves more likeobtiee learners by giving them ideas and
trying to get them speak, consequently, the teaokight do some part of the speaking in
order to encourage them to speak. This is usub#yetxample of a class discussion. As a
result, the control of the class might seem atkainge, though, it is not always vital to correct
one’s opinions (Byrne 1987: 5). The sixth and th& kind of interaction is done in groups.
Although, the teacher has no control over the k@ rhe hopes them to produce as much as
they know. The role of the teacher in this situati® to observe and monitor learners’ work
(Byrne 1987: 5-6). Byrne concludes her ideas bymarzing the important points connected
with different classroom interaction and its choi@me of them is the use of organisational
forms, the next one is teacher’s control, and,lliip# is the question of a goal, which may be
based either on accuracy or fluency. It may be ,s#et the use of frontal teaching and
different organisational forms is also connectedhvithe activities that require teacher’s
control, especially the accuracy activities (seaptér 2.3.2) where the correction of mistakes
and errors is necessary.

5. 1. Teacher-learner/learners interaction

Teacher-learner/learners interaction is a chanatte interaction particularly for
frontal teaching. However, teacher-learner intéoactmay also occur during the individual
work. Richards and Lockhart classify some pattafeacher-learner interaction during the

frontal teaching, describing verbal exchanges altogrto Brown’s classification:

TL  Teacher lecturesdescribes, explains, narrates, directs
TQ  Teacher questionsbout content or procedure, which pupils are uhéen
to answer.



TR  Teacher respondsaccepts feelings of the class; describes pabhs
in a non-threatening way.
Praises, encourages, jokes with pupils.
Accepts or uses pupils’ ideas. Builds upon prgsponses. Uses mild
criticism such as “no, not quite.”
(Brown 1975: 67 in Richards, Lockhart 19967)
As it is shown, the most teacher-learner/learnatsraction is done by lecturing, where
teacher explains, gives instructions, or does scolassroom talk intended to reflect the
learners. Then, the teacher responds by reactigaoners’ actions, and, finally, teacher asks
different kinds of questions which will be furthemalysed in chapter 4.3.1.
Of course, there is not only teacher-learner atgon during frontal teaching, but also

learner-teacher interaction, which is described@®town in Richards and Lockhart:

PR Pupils respond directly and predictably to heagquestions and
directions.
PV  Pupils volunteer information, comments, or ques.
(Brown 1975: 67 in Richards, Lockhart 1996: 147
It is obvious that learners must respond to thehteraor answer his questions, and they may

also interact with the teacher by providing sonfermation, comments or asking questions.

5. 2. Learner-learner interaction

The interaction among learners in frontal teachsnginimal; however, there might be
some interaction between the learners. Byrne resndnit during frontal teaching, the
interaction between the learners “is often calleden pairs’. It is a useful technique for
dialogue repetition, question and answer work armshyrkinds of controlled drill” (Byrne
1987:15).

5. 2. 1. Maximizing learner’s interaction in fronta teaching

This chapter focuses on learners’ interaction amthermore their participation in
frontal teaching and how it can be maximized. Sarer points out some useful tips how to
maximize learners’ interaction, which may be usednd) frontal teaching, either to decrease
the teacher talk and increase the participationirstedaction of the learners.

Scrivener assumes that, to achieve it, the teattarld at first establish a positive and

relaxed classroom environment, since when thera ositive rapport either among the



learners, and among the teacher and the learriersay increase the interaction in the
classroom. He suggests that the teacher shoulanmzimigiving explanations and, instead, ask
questions, especially open-ended questions (sgeech¥h3.1.). Scrivener says that the teacher
should allow learners more time for them to thimkl apeak without interrupting them. The
teacher should also allow learners opportunitietalio, replace unnecessary teacher talk by
gestures, and let the learners finish their idews sentences. Furthermore, the setting of the
classroom may also influence the learner’s intesactThe seating may be changed so that
the learners can “see each other and talk to e#ur”’p furthermore, the typical frontal
position of the teacher may be changed so thatetidher stops to be central to the class, but
the whole class becomes to be the focus. Scrivsaerthat to encourage learners’ interaction
in frontal teaching, the learners should also axtewith each other not only with the teacher.
He adds that the teacher should “get studentskig@aesstions, give explanations, etc. to each

other rather than always to you” (Scrivener 1999: 1

5. 3. Teacher talking time

During frontal teaching and not only, the teaath@es a lot of talking in the classroom.
Moon says that teachers are often criticized fat,tbecause they are not offering learners
many opportunities to talk. She further suggestt the purposes for their talk must be
considered, since, through the teacher’s talk,l¢heners learn (Moon 2000: 60). Richards
and Lockhart claim that: “...effective teacher taflay provide essential support to facilitate
both language comprehension and learner product{®ithards, Lockhart 1996: 184).
Krashen proposes that: “...this is how teachersigeolearners with ‘comprehensible input’
(input which is finely tuned to the learner’s lexadl comprehension), which he sees as ‘the
essential ingredient for second language acquiditiirashen in Richards, Lockhart 1996:
184). Harmer adds that the teacher is the one whamffer learners language comprehensible
to them, since he is familiar with their level aidwledge and is able to use the appropriate
language that the learners will understand, whimhict not be offered by the outside world

(Harmer 2001: 66). However, Harmer proposes thatriecessary:

...to be aware of how much we ourselves are spgaki we talk all the time,
however ‘comprehensible’ our language is, the estigl are denied their own
chance to practise production, or get exposureutiitr other means (from
reading or listening to tapes, for example). Thepy also become bored by
listening to the teacher all the time. (Harmed2066)



Moon points out the purposes of teacher talk ia thassroom, such as giving
instructions, controlling, providing feedback, piag, asking for information, giving
information, providing examples of the target laage, giving models of procedures or
strategies, checking or testing learners’ undedstay) joking, maintaining a good atmosphere
(Moon 2000: 61). Other purposes of teacher talk fareshadowed by Nunan and Lamb.
These are error correction and feedback, teachjgestions and the use of the first language
(Nunan, Lamb 1996: 60). Some of the teacher talisisal when working in frontal teaching
organisational form, which is for example givingtiuctions, controlling, teacher questions,
sometimes even error correction and feedback.

Mallamah-Thomas divides teacher talk accordingt$oinfluence on the learners.
Among the kinds of teacher talk with indirect irdhce proposed by Mallamah-Thomas
belong dealing with learners’ feelings, praisingd aencouraging learners, joking, using
learners’ ideas such as “clarifying, using, intetprg, summarizing the ideas of students”
(Mallamah-Thomas 1987: 23-24), repeating learneparse verbatim (especially during
drills), asking questions (either with the expectstswer, cultural questions or personal
questions). Subsequently, among the kinds of teaallewith direct influence belong giving
information, correcting, discussing culture and gleoof the target language, modelling,
helping learners to orientate in the task, telliegrners about self, routine work (everyday
instructions), giving directions, drills, and ceitiing (either the behaviour of the learners or
their responses) (Mallamah-Thomas 1987: 24). Adl pnoposed kinds of teacher talk occur
during frontal teaching, though some of them maguoduring group work or pair work.

5. 3. 1. Questioning

Most of the time, during frontal teaching, is tak&p by teacher questioning. Nunan
and Lamb remark that “questions fulfil numerouschions in the classroom” (Nunan, Lamb
1996: 80). Teachers may use questions in ordezlicit‘information, to check understanding,
and also to control behaviour” (Nunan, Lamb 1998). Richards and Lockhart point out

several reasons why questions are used so commonly:

* They stimulate and maintain students’ interest.

* They encourage students to think and focus ocdhé&ent of the lesson.
* They enable a teacher to clarify what a studestsaal.

* They enable a teacher to elicit particular strregwor vocabulary items.
» They enable teachers to check students’ undeistand



» They encourage student participation in a lesson.
(Richards, Lockhart 1996: 185)

Ur adds some more reasons for questioning such as:

» To find out something from the learners (facteais, opinions).
» To direct attention to the topic being learned.
» To inform the class via the answers of the strofggrners rather than
through the teacher’s input.
* To encourage self-expression
* To communicate to learners that the teacher isigehluinterested in what they

think.
(Ur 1996: 229)

Richards and Lockhart also claim that teachersstjans may be classified in many
different ways. However, Richards and Lockhart diviquestions into three kinds -
“procedural, convergent, and divergent” (Richara&l d.ockhart 1996: 186). Procedural
guestions are guestions about classroom managepreagdures and routines. Richards and

Lockhart provides some examples of such questions:

Did everyone bring their homework?

Do you all understand what | want you to do?

How much more time do you need?

Can you all read what I've written on the blackiutya

(Richards, Lockhart 1996: 186)
According to Richards and Lockhart, convergent jaes usually expect short answers
which focus on the central topic. These questioosndt need higher level of learners’
thinking, since the answer is usually “yes” or “ndRichards and Lockhart assume that
teachers often ask convergent questions in a gséduence. Furthermore, it “helps to
develop aural skills and vocabulary and to encaeiralgole-class participation before moving
on to some other teaching technique” (Richardskhaa 1996: 186).

On the other hand, divergent questions requireerdey learners’ responses and
encourage higher-level thinking. By divergent giees, teachers expect learners to provide
their own information.

Nunan and Lamb as well as Ur describe differepésyof questions in a more general
manner. They divide questions into closed-ended @meh-ended. Ur suggests that the
difference between open and closed questions tsdpan questions have many possible
answers, whereas closed questions support onlyigimeanswer (Ur 1996: 229). Nunan and
Lamb remark that open-ended and closed-ended qonssdire different in their nature and



differ with various kinds of activities, the answeof learners and their language used
according to each type of a question (Nunan, Lag86184).

Although, questions play an important role in taching/learning process, they have
been of the interest of many specialists on didacsince there are many aspects that have to
be taken in account. Nunan and Lamb claim that sointlee specialists on didactics such as,
for example, Good and Brophy has been arguing athmutypical question-answer “Ping-
Pong” where the teacher asks question, learnepomds the teacher evaluates this respond
and asks another question (Nunan, Lamb 1996: 81ylescribes that as “IRF” (Initiation -
Response - Feedback), which is usually used irtdtdeaching. Ur believes that this type of
questions are used most often during the teachiogeps in the classroom, though it is not
always a suitable pattern for achieving the aimtha activity, since it does not support
communicative aims and there is often one rightvensvhich the teacher already knows (Ur
1996: 228, 237). That is why Nunan and Lamb comeaémton the aspects connected with
guestioning so that it is effective.

The important aspect connected with teacher quesf] is a ‘wait time’, which is not
often as long as it should be. Nunan and Lamb asdbat the “wait time” is important for
the learners “to have sufficient time to think abquestions before being required to answer
them” (Nunan, Lamb 1996: 84-85). Many specialigtsdadactics argue about the length of
the “wait time”, since, sometimes it is importaatgdrolong the time, especially with “high-
structure situations”, but on the other hand, itynsametimes break the dynamics of the
classroom interaction (Nunan, Lamb 1996: 87). Havewt is important to consider this
aspect in order not to distract the pace of thescteom dynamics.

The next important aspect of teacher questiorortgetconsidered is the distribution of
the questions among the learners so that theyaak the chance to participate. Nunan and
Lamb suggest that this is often connected withtiéheher’s action zone (which will further be
described in the following chapter) where teachensl to call some learners more often and
may ‘neglect’ those that are not in his action z(enan, Lamb 1996: 87-88).

Elicitation is also a common aspect of teacherstjoeing that have to be taken in
account. “Elicitation methods are designed to extfeom students information that might
otherwise have been provided by the teacher” (Nubamb 1996: 93). Although, the teacher
wants to be sure that learners know the rule, tbetext can be disturbed and the
communicative function of the questions and answexg be totally distracted.

Ur provides some criteria for effective questiapisuch as clarity of the question,

“learning value” (whether it evokes learners thimkiand responses related to the topic or if it



is time-filling question etc.), learners’ intereatailability, extension, teacher reactions (they
should not be afraid of the teacher’s negativeti@as) (Ur 1996: 230).

Questions play a crucial role in frontal teachany that is why they should not be
underestimated and all the criteria and aspectsffettive questioning should be taken in

account.

5. 3. 2. Teacher’s action zone

When teaching the whole class, even the large ibng,sometimes difficult for the
teacher to concentrate on all the learners in flassmom. Despite the teacher’'s best
intentions he often tends to interact with somenes more often than others, which is
sometimes quite difficult to avoid. Richards ancckleart claim that this situation creates so

called teacher’s action zone, which may be inditate

those students with whom the teacher regularlgrennto eye contact;

those students to whom the teacher addressesansestind

those students who are nominated to take an gudintan the lesson.

(Richards, Lockhart 1996: 139)

These learners occur in teacher’s action zoneuaundlly participate more often than learners
outside the action zone. Richards and Lockhartgseghat: “this zone includes the middle
front row seats and the seats up the middle a{8&hards, Lockhart 1996: 139). Richards
and Lockhart further remark that not only thesecgdaindicate the teacher’'s action zone,
since every teacher may have his or her persotiahazones, such as, for example, the right
hand side, girls rather than boys, or brighterriees. In spite of that, during frontal teaching
and choral repetitions, all learners may interagt When asking questions to individual
learners only a half of them participate.

However, this is very difficult to avoid and, teéore, the learners outside the action
zone are in disadvantage, and their interactiorhtrbg minimal.

5. 4. Student talking time

Student talking time is obviously the time devotedhe learners to talk. Even though
there is not much student talk in frontal teachsiggce this has not necessarily been true, it is
important to mention it. However, there is not muatitten on student talking time, and thus

it is quite difficult to analyse the situations whthe learners are supposed to talk and when



not, as it is in case of teacher talk. Most of #pecialists on didactics agreed on that the
learners should be given as many opportunitiesatk &s possible. However, Harmer
concludes that: “on the whole we want to see mdré han TTT, since, ..You don’'t need
the language practice, they dgdarmer 2001: 66).

Scrivener suggests that the best way how to iserstudent speaking time is to put

them in pairs and groups (Scrivener 1998: 14).



6. Criteria for assessment of the use of frontal &£hing activities
For the purposes of the practical part, it is neggsto state the criteria for assessment
of the use frontal teaching activities. The follagiresearch concentrates on the effectivity of
use of frontal teaching activities; therefore,stimportant to assess them according to the
following criteria.
Frontal teaching is used with:
- accuracy-based activities requiring the errorexiron
- activities focusing on form
- activities that require control over their corttedrills, question-answer activities,
doing/checking textbook activities, translationsl @horal repetitions
- activities where the teacher talk is necessgiying instructions, controlling,
providing feedback, praising, asking for informatiayiving information, providing
examples of the target language, giving modelsrotgdures or strategies, checking
or testing learners’ understanding, joking, mamtagy a good atmosphere (Moon
2000: 61)
Frontal teaching is usually not used with:
- activities focusing on fluency
- activities focusing on meaning
- activities with communicative aims: group disdass, exchanging the information,
opinions, problem solving, making arrangementsemigions with others, role-plays,

dialogues etc. (Nunan, Lamb 1996: 29) and commtinegames



7. Practical part

The practical part concentrates on frontal teaglaind its representation in learning
and teaching process. The practical part considismresearches. The first one concentrates
on proportional representation of frontal teachamgl different organisational forms, such as
individual work, pair work and group work. The sadcsection of practical part concentrates
on the use of frontal teaching with different typésactivities and its typical features and the
functionality of frontal teaching with these actigs. Furthermore, it concentrates on the aim
of English language teaching in relation to thediff/eness of frontal teaching. The main aim
of the practical research is to use criteria dbscriin the theoretical part and results of the
research to support these hypotheses:

Frontal teaching is so far more used organisatioftam in the teaching and learning

process than pair work and group work.

The use of frontal teaching with the observed dws/functions according to  the

criteria described in the theoretical part and fldfthe aim of English language

teaching.

The main focus of the first research is to find the proportional representation of
frontal teaching and different organisational formke question of the quantitative research
is: ‘Is frontal teaching the most frequently usedjamisational form in the teaching and
learning process than pair work and group worksTbpic has been chosen in order to find
out whether frontal teaching is still the most pre¢d organisational form used in the lessons,
even though the Communicative approach has beeplywaccepted all over the world
(Richards, Rodgers 1993: 157).

The main focus of the second research conceniatéise use of frontal teaching with
different types of activities and the functionality frontal teaching with these types of
activities, furthermore it concentrates on mainea$p of frontal teaching with these types of
activities, such as the length of teacher talkinget student talking time, interaction patterns
and roles of the teacher, which will be analysecbeting to the theoretical part. The main
questions of this research is: ‘Is frontal teachaffgctive with the observed activities and
what are the main aspects of frontal teaching wh#se activities?’, ‘Is the use of frontal
teaching effective in relation to the aim of Englilanguage teaching?’ Although, it is
difficult to find out whether the use of frontalathing is effective, however, this will be

analysed according to the criteria described irthieeretical part.



The data for analysis were collected by the stimect observation, which includes
description of the activities, especially what teacher and learners do during these activities,
the use of organisational forms and time devotedatth organisational form, the length of
teacher talking time and student talking time artdraction patterns (appendix 1). | observed
twenty-six lessons of one teacher. The observatiere held during February and March. |
observed various English lessons of different éassuch as sixth graders, seventh graders,
eight graders and ninth graders. It is importantntion that these were classes with not
more than twelve learners.

Since, the observations were done in the classesateacher, it was necessary to
interview the teacher in order to find out what &er assumptions about teaching and
learning, and, especially, what organisational ®and for what purposes the teacher usually
uses them.

The six observation sheets in the appendix weosaih in order to show the most
frequently used activities that will be analysedha second research

7. 1. Proportional representation of frontal teaching and different organisational

forms

The aim of this research was to find out whathis proportional representation of
frontal teaching and different organisational fonmd€nglish classes. This research has been
done in order to find out whether the frontal teaghis the most used and preferred
organisational form in teaching and learning prec&fhe Communicative approach has been
discussed and described all over the world, andusieeof frontal teaching is slowly moving
behind the two organisational forms such as pankwand group work. Those two forms are,
without any discussions, the best organisationah$oto support communication among the
learners. But still, even though communication aghdhne learners is stressed by many
specialists on didactics, frontal teaching is ¢k most used organisational form (Richards,
Lockhart 1996: 147), as it can also be seen infoéHewing research. The results of this
research should support these hypotheses:

Frontal teaching is so far more used organisatioftam in the teaching and learning
process than pair work and group work.

During the observations, the attention was paidtiie time devoted to each
organisational form. This was done by measuringehgth of each organisational form used

in the observed lessons. Twenty-six lessons wesergbd in order to find out the results of



this research. The time is noted down in minutdge final amount of time devoted to the
organisational forms together was one thousandhandred and seventy-three minutes. The

graph below displays the amount of time in minudesoted to each of the organisational
forms:

Proportional re presentation of frontal teaching
and different organisational forms
26 lessons/1173 min.

B Frontal teaching - 75%
B Pair work - 14%
Individual work - 10%
O Group work - 1%

As it can be seen, most of the time was devotedotdal teaching, which is eight hundred
and sixty-seven minutes which makes seventy-fivegre of the total observed time. The
second is pair work, which has one hundred ang-sixtminutes, which is much less than in
case of frontal teaching, it makes fourteen percéhé third in the rank is individual work
which is represented by one hundred and twentyethmautes, which makes ten percent, and
the last organisational form observed is group warkich has only seventeen minutes and
one percent from the whole amount of one thousamedhmindred and seventy-three minutes.
If this is transformed into 45-minutes lessonsnfab teaching would take about nineteen
lessons, pair work would take about three and falésdons, individual work would take two
and a half lessons and group work would not takenea lesson out of the twenty-six
observed lessons. See the chart below:

Organisational Time in Lessons Percentage
form minutes
Frontal 867 19 75%
teaching
Pair work 166 3,5 14%
Individual 123 2,5 10%
work
Group work 17 0,4 1%




This clearly shows that the teacher prefers fio@ching from other organisational
forms which support the above stated hypothesmalf also support the opinions of Harmer,
Richards and Lockhart who claim that frontal teaghis still the most used and preferred
organisational form (Harmer 2001: 114), (Richardgckhart 1996: 147). To find out the
reliable results of the research that would supploet statement that frontal teaching is
preferred and most used organisational form, tlseations of teachers all around the world
would have to be done.

7.2. Analyses of the observation sheets

For the researches, the structured observation wgasl. The main part of the
observation sheets concentrates on the descripfidhe activity. The description of the
activity is divided into two parts in order to debe the actions of the teacher and, separately,
actions of the learners. One of the main parts thas concentration on the choice of
organisational forms and the time devoted to eddhemn. The next parts of the observation
sheets are student talking time and teacher taliking, where there was written the time of
the teacher’s talk and students’ talk. The next iganteraction patterns which were meant to
analyse the interaction during each organisatiforah (appendix 1). All these aspects have
been chosen in order to define the activities atiogrto the criteria of use of frontal teaching
and aspects connected with it.

Before the research, it may be interesting to menwhich organisational forms are
used with different kinds of activities. There weliferent kinds of activities observed in the
lessons. At first, let’s state which activities wersed during the individual work. These were:
- completing tasks in the textbook: grammar exessisocabulary exercises, reading

comprehension tasks
- reading aloud with the headphones
- Bingo
- writing tasks - tests, forming questions for gagtner
- drawing out the unknown words from the text
Next, there are activities done in pairs, which are
- comparisons

- dialogues: question-answer, reading dialogugmirs, making dialogues according to



the example, practising of the dialogues
- role-play
- communicative activities
- preparations for the subsequent activities darfeontal teaching
In case of group work, these are activities wheegrlers organise the activity like building a
town from boxes on the carpet and games that aedoan teams, such as:
- cooperative work when organising the activity
- game - Word Scramble
In the following lines, the attention is paid teetactivities used in frontal teaching,
which is the focus of the following research. lincentrates on the use of frontal teaching
with different types of activities and the functadity of frontal teaching with these types of
activities. Furthermore, it concentrates on theeai¥eness of use of frontal teaching
according to the aim of English language teachirgs will be analysed with the support of
the theoretical background described in the theaepart of this thesis. The aim of the
research should support this hypothesis:
The use of frontal teaching with the observed dms/functions accordingto  the
criteria described in the theoretical part and fldfthe aim of English language
teaching.
The observed activities are divided into categongsich will be further analysed according
to the criteria described in the theoretical pArhong the activities observed in the lessons
belong:
- instructions
- explanations
- organising the lesson
- providing feedback
- doing/checking textbook exercises
- question-answer activities
- jokes, riddles, tongue twisters and other warnactpvities
- games
- songs
- translations
- choral repetitions
- drills

- discussions



- listening

- reading

- providing information and culture facts

In the following lines, each category will be arssdg and provided by the examples from the
observation sheets. The activities will be analy§esn various aspects connected with
frontal teaching and organisational forms. Somehef aspects may be observed, such as
description of the activities with the actions @etteacher, the actions of the learner, the
length of teacher talking time, the length of learmalking time, and interaction patterns.
More of the aspects will be analysed from the dpBons of the activity, which will be more

or less deduction, since it is sometimes diffitalbbserve the roles of the teacher and roles of
the learners.

The first is category is instructions. In thisdiear’s activity, teacher gives instructions
for the learners’ work, which can only be donernontal teaching, since if the teacher would
have to provide each learner or group or pair wilructions, this would be time consuming
as Harmer proposes (Harmer 2001: 114). When thehéeagave instructions, the learners
were silent and followed what the teacher saidthepe was no learner talk observed only
when the teacher asked if the instructions arer chea learners replied. As a result, the
interaction patterns are mainly teacher (T) torees (Ls), occasionally T-L. The role of the
teacher when giving instructions is controller &exl in chapter 2.3.2., and organiser, since
he tells the learners how they are going to doatitvity and makes decisions about the
organisational forms (Harmer 2001: 58). In thisecdbe use of frontal teaching is vital, since
it is the best way how to organise the activity @nepares learners for the following stage of
an activity, which is usually done in frontal team)) since the teacher is the one who directs
the lesson. The use of frontal teaching when giwirggructions is off hand, since only the
teacher was familiar with what was going to be doloeing the lesson. Furthermore, it
coincides with the criteria of the use of frontd¢hing.

The following category is explanations. This isiagthe activity of the teacher, since
he provides learners with the explanations of gramrappendix 3), vocabulary and
pronunciation (appendix 5). This is similar as @mse of instructions, where the teacher
explains it to the whole-class, which is not asetioonsuming as individual explanations.
Again, there was no learner talking time during thelanations. The only action of the
learners was to make notes and listen to whatetheher says. The interaction patterns were
T-Ls because the teacher provided the learnerstiwthunits they were not familiar with and

where their participation was not acceptable. Adicwy to Brown’s classification of T-L



interaction (chapter 4.1.), the teacher lectureBickv means that he, for example, gives
explanations (Brown 1975: 67 in Richards, LockH&96: 147). According to Ur's code of
participation (chapter 4), it is TT, which meanattkthe teacher is dominant and very active
and learners are only receptive (Ur 1996: 227). Tdmcher acted as a controller and
transmitted the knowledge to the learners. If thases of activities are taken in account, this
would fall in the ‘run’ phase (Scrivener 1994), whehe choice of organisational forms
depends on the aim of the activity. In the casexplanations, the aim was to provide learners
with the necessary information about the new taayeguage (in the observed explanations, it
was grammar, vocabulary, or pronunciation). Expiana belong to the category of
presentation activities where the teacher presesitems, which is usually done in frontal
teaching, where the teacher explains and provigss information concerning the target
language (Nunan, Lamb 1996: 46). As it has beewiqusly discussed in the chapter
concerning types of activities, presentation atiigiare usually done in frontal teaching and
explanations are one of them, since they preparades for the subsequent phase - practise.
It may be said that the use of frontal teaching whesing explanations works, since it
discharges the criteria of the use of frontal t@agtdescribed in the theoretical part and
foreshadowed in the few preceding lines.

As the previous two activities are teacher-diréctbe next activity is more or less
again up to the teacher. It is organising the les8y the organising the lesson, it is meant
that the observed teacher announced what is thegléhe lesson (appendix 3). This may
only be done in frontal teaching, since the teadhehe one to organise the lesson and the
learners did not know the intentions of the teacfhibe interaction patterns are therefore T-
Ls. The role of the teacher was organiser, whislolired giving learners information about
the lesson and together with it, motivating themganising the lesson belong to the lead-in
phase where the teacher organises and motivategtedor the subsequent activities. The
use of frontal teaching is vital to use becausg tm teacher knows the content of the lesson.

The next activities were doing/checking textboolereises (appendix 3, 4). It is
necessary to say that the textbook, the obsenasthée used in the lessons was Time To Talk
| (the role of the textbooks has been discussedcchapter 3.3.), which is based on
Presentation, Practice and Production, which ha® loescribed in chapter 2.3.2. Checking
exercises was either the activity following indivad work, where the learners at first filled in
the exercise (grammar, vocabulary, or reading cehmarsion check), or the learners were
immediately called one by one to say the answelgesé@ tasks were always based on

accuracy, so the immediate correction of the teaslas needed. That was why the teacher



always checked the exercise with the whole clagméfurther adds that it is often quite time
consuming, so it is better for learners to pregheeanswers in advance in pairs and then
check the exercises with the whole class (Byrner128). The purposes of teacher talking
time with these activities were to correct the aksts, ask another learner to correct and to
call the learner to say the answer. Nunan and Ljarapose some of the reasons of teacher’s
talk and one of them is to correct errors and rkestgNunan, Lamb 1996: 60). The learner
talking time was intended to start when the leansgere asked to say the answer. The
interaction patterns observed during these aawitire T-Ls, T-L, and L-T. The role of the
teacher is controlling. If we talk about the tymdésactivities, these activities would belong to
the category of practice, where the learners |¢laenpreviously presented items, or revise.
However, doing or checking textbook activities, ethiwere based on accuracy and needed
the immediate error correction, which is usuallypean frontal teaching.

The next category of activities observed in thest®m was providing feedback
(appendix 4, 2). The feedback was usually provioedhe teacher by asking some questions
about the grammar or immediately after the actiafy asking about the main features,
especially after the activity, and where the teacblel the learners how well they have done
in the task or checked their understanding or ctecbthe main mistakes that appeared during
the task and assessed their performance by gitierg tmarks. To this category also belongs
praising, which was also provided by the teachdre interaction patterns observed were
usually T-Ls, T-L, L-T, and Ls-T. It was usuallyethteacher herself who assessed the
learners’ performance. Therefore, the role of techer was assessor who provides learners
with feedback, corrects and gives marks. This Ugdmlongs to the close activity when the
task is finished and there is the time to provide teedback (chapter 2.3.3.). The teacher
talking time was maximized since the teacher asskeshe learners, but the learners
themselves, if asked, answered teacher’s questiuth feedback is usually provided by the
teacher in whole-class setting, as it was donkerobserved lessons.

The following category of observed activities isegtion-answer activities. This was
usually done at the beginning of the lesson to divdhe topic (appendix 5) or when asking
procedural questions (appendix 2). This is a typasivity done in frontal teaching. The
interaction patterns are T-Ls, T-L, L-T, and LsThe teacher asked questions almost every
lesson, mostly at the beginning of the lesson tardhe tasks. The teacher asked different
types of the questions, it depended on the actoritgn the phase of the activity. She usually
asked procedural questions at the beginning ollesson, convergent and divergent questions

before or during some topical activities. The teadialking time in this case was usually as



long as learner talking time. Although, the teack@mmetimes had to help learners with their
answers, the wait time devoted to the learnersvarswas quite long. The role of the teacher
was controlling, although the focus was on fluermrayher than accuracy, but still, it required
some control of the teacher. Frontal teaching wjtiestion-answer activities was used in
order to elicit information from the learners andind out something about them. In the case
of eliciting information from the learners or fimdj something out about them is usually done
in frontal teaching, but these kinds of activités not usually support the communicative
aims. In the case of the observed activities, daeltier usually asked questions to find out
something about the learners or to check their kedge, so the use of frontal teaching was
one of the ways how to do this.

The following category is a mixed category of waum activities. Among the
observed warm-up activities belongs joke, tonguestes, or riddles. All these warm-up
activities were always done in frontal teachingcése of jokes, the teacher used joke once
during the all observed lessons and simply toldjoke and the learners listened. In case of
tongue twisters, the teacher wrote the tongue éwish the board and asked the whole class to
read it. Then she called one learner after andthiy to say it as quickly as possible. In case
of riddles, the teacher asked questions and thmdesa guessed. All these activities have
similar features, such as the role of the teackbich was usually controlling, since all the
activities were under the teacher’s control. Exdbptjokes, where the interaction was T-Ls,
the interaction in the two other activities was §-0-L, Ls-T, and L-T. The teacher talking
time was shorter than learner talking time. In ttase it is very difficult to analyse whether
the use of frontal teaching is off hand. In casgokés, the use of frontal teaching is possible
when the teacher wants to encourage the learnettseabeginning of the lesson. Frontal
teaching used with riddles may also be off handhbse the teacher provides the learners with
the clues and they guess, which requires teacbensol. To use frontal teaching with tongue
twisters may be discussed, but in the case ofdbserved activity, the aim was to practice
learners’ pronunciation abilities, where the teadwntrol was there to help learners with the
pronunciation. The use of frontal teaching withsehectivities was good for the learners to
cooperate as a class in solving the riddles arthte fun during the tongue twister. The aim
of the activities was to make the atmosphere ircthss relaxed, which worked well.

Games are quite a broad category, but again #tarés are similar. The teacher used
games like Gallows (appendix 4), Noughts and Csoasel Suitcase (appendix 7). The clues
or words were always provided by the teacher. beaad Gallows, the teacher provided the

learners with the length of the word and asked¢aeners to guess. The game Noughts and



Crosses is based on the similar principle as Setoahere the teacher provides learners with
clues and they must guess the word. As Byrne pespdshapter 2.3.2.), guessing games
belong to the language games done in frontal teg¢since they are a very good alternative
to various drills based on accuracy (Byrne 1987%: Zhe role of the teacher is a controller,
who was in charge of the procedures and knew theadoanswers. The teacher talking time
was longer than the talk of the learners, sincagdheher gave clues and learners only guessed
by shouting or writing down the words. The intelaatwas T-Ls, L-T because the teacher
asked questions to the whole class and the learherknew had the opportunity to guess.
These games were based on accuracy and requirgltetsacontrol, so the use of frontal
teaching was used effectively though the particgmadf ‘slower’ learners was minimal.

Songs belong to the separate category of acsvilibe teacher used songs again to
encourage the classroom atmosphere and to acthetearners. If the teacher used the tape
recorder, she usually only announced what songherdearners going to sing or when the
class sang without the tape recorder, the teadi@dawhat the learners want to sing today.
That means that the decision was sometimes oretehér and sometimes on the learners.
The role of the teacher was the organiser, sineeosly told them that they are going to sing
a song, both the teacher and the learners agafirsied on the song and sang. The teacher then
praised the learners or asked whether they likestmg. The songs were not new for the
learners. The interaction patterns used duringsorege T-Ls, Ls-T. The teacher talking time
was minimal and used for the purposes of organiiegactivity, and most of the talking (or
maybe better singing) was done by the learners. fEaeher used songs either at the
beginning of the lesson or at the end, when shetbatvthe learners are tired or nervous.
Since singing is a choral activity, it is usuallgne in frontal teaching. Additionally, the aim
was to encourage learners and maintain a goodratassatmosphere, which was always
achieved.

Before some activity that required the knowleddevacabulary, the teacher used
translations (appendix 4). By the term translatisnseant that the teacher said the word in
Czech and the learners translated it. This wasyaquack way of how to practice vocabulary,
which saved time and the class might have movdatdmext activity. With these activities,
the teacher used Czech in order to make the actagtquick as possible. The role of the
teacher was that of a controller. This activitynitolled and directed by the teacher, was
based on accuracy so the teacher provided feedigdtkon the spot. The interaction was T-
Ls, T-L, Ls-T, and L-T, where the teacher gavewued and the learners or the whole-class

translated it. The teacher talking time was as lasaghe learner talking time, since it was



word-word exchange. The use of frontal teaching m@yiscussed, since the same may be
done in pairs where one learner gives the wordzeci and another translates and vice versa.
The aim of this activity is probably that the lear® will practice and revise vocabulary
needed in the following task, which was finally ested, so the use of frontal teaching was
not useless.

Choral repetition is a typical activity done irofital teaching. This was done by
having learners to repeat the words in order totenathe pronunciation of the words
(appendix 6). In this case, the teacher stands gmod language model who provides the
learners with the correct pronunciation and difi@s connected with it. The teacher acted as
a controller who is in charge of the activity. Tieacher talking time was longer than learner
talking time, since the teacher at first presetivedword, usually from the list of the words on
the blackboard, then pronounced the word and thieatlass simply repeated it. As a result,
the interaction patterns were T-Ls, Ls-T. In cha@s3.2., Byrne suggests that in case of
choral repetitions practising pronunciation, whéte teacher stands a good language model,
the use of frontal teaching is off hand (Byrne 1983).

The following category of the observed activitigas drills. Especially, the teacher
used drill for practising colours (appendix 6). ¢Hd it by asking questions like: “What colour
is this?” and the learners replied by telling tbéar. Therefore, the interaction was T-L, L-T.

It was a controlled drill where the teacher actec @ontroller, since the activity was teacher-
directed. The teacher talk was restricted to onestijpn many times repeated. The learner
talking time was therefore as long as the teadiking time since the answer was required in
a full sentence. Byrne proposes that the use t$ evhen learners need to learn vocabulary is
not useful, since the learners have no choice iatwhiey say (Byrne 1987: 18). Although the
learners did not have many opportunities to tabks drill was just a revision of acquired
vocabulary, though this drill was used as an aoldito the previous activity based on talking
about St. Patrick’s Day. That is why frontal teachiwas used, mainly for the purposes of
utilizing the time left at the end of the lesson.

Discussions were also used during the lessonsefa 7). These were usually
introducing new unit, where the teacher propounatesl question and started the discussion.
It cannot be said that it always worked, becausentetimes dissembled into question-answer
work. This was once saved by the teacher callieddhrners, so they were at the end ‘forced’
to join in the discussion and then it went well. iABas been said, the teacher sometimes had
to support the learners’ talk by suggesting soneasdso that the discussion proceeded. The

learners reacted on the answers of the others whedm that the discussion was controlled



by the learners with just a little help of the teac The teacher controlled the procedure of
the discussion so her role was a controller whosdu# correct the learners, although she
sometimes repeated the learner’s answer by satyoagrectly, but did not directly correct it.
As a result, the activity was mainly based on flyyermThe aim from the teacher’s perspective
was to let the learners talk and to find out sometlabout them. The interaction patterns
were T-Ls, T-L, L-T, and L-L. Byrne says that exoga of opinions of the learners is an ideal
situation of discussions done in frontal teachiBgrge 1987: 59).

However, in the observed lessons occurred alschrofithe listening, though it was
mostly listening to the introductory text, which svthe pre-phase for some comprehension
checks done in the textbook (appendix 5). The whlass was listening to the tape and then
did the exercises. It is difficult to analyse thaimaspects of this activity, since there is no
activity of the learners and the only activity bétteacher was to turn on the tape recorder. All
the actions that followed, where described in thiapter - exercises.

The least but not last category of activitiesdading. The teacher usually asked the
learners to read the text so that the learnersahathnce to practise their pronunciation. The
teacher acted as a controller who subsequentlyec®d the mistakes and assessed the
learners. This was done with the help of the lagguaboratory, where each learner had
headphones with a microphone and the teacher mmeditbe pronunciation of some of them
and if previously announced, gave them marks aodiged the feedback (appendix 2). The
teacher acted as a monitor, assessor and, of cansioller, who is in charge of the class.
The teacher talking time appeared after the readingn providing learners with feedback,
which has been previously discussed. Reading ptirposes of pronunciation is effective
to be done in frontal teaching, since the teaches & control over the class, and may
immediately correct the errors and mistakes. It lbobe different with reading for
understanding, but this did not appear during theeovations.

The last category was providing information antlure facts. Since the textbook does
not offer much information about the target culfuhe teacher had to provide it herself. She
did it by telling the learners interesting infornoat and the learners were mainly listening and
taking notes (appendix 6). The teacher acted a®wader of the information/resource and
time to time asked questions about the learnerdérgtanding. The teacher talking time took
the whole length of the activity while the learnamsre listening. Although this may be done
differently, the teacher’s talk was interestingd dhe learners seemed interested in the topic.
Frontal teaching used with providing informatiorofé hand, since the teacher was the one to

be familiar with the facts.



The preceding paragraphs were simply describind analysing the categories
observed during the lesson. In the following péne use of frontal teaching with these
activities will be compared to the criteria desedbn the theoretical part.

At first, let's summarize the specification of ftal teaching (chapter 2.2) and
compare it with the main features of the observettviies. With the preceding activities,
especially games, jokes, the teacher in frontathi®ég organisational form was trying to
engage the atmosphere in the classroom, tried wsarthe learners, which was achieved
(chapter 2.2.). The whole-class was concentratimthe teacher’s talk, which stood as a good
language model, mainly with the activities like clorepetitions and drills. The next
activities that were done in frontal teaching wiergructions and explanations, which is not
time consuming, as Harmer proposes (Harmer 2004). Ihe work in frontal teaching
supports the relation between the learners, whiely be realised in the activities such as
discussions, where the learners accept or refues opinions and form their roles in the
classroom. Even though the learners may becomedldweng the long work in frontal
teaching, the teacher may encourage them by playanges or joking, which was also done
in the observed lessons.

The next criterion is the use of frontal teachimgelation to aims, which is described
in chapter 2.3.1. The general aim of language iegrns to develop communicative
competence. As suggested in chapter 2.3.1, thefusental teaching is effective only when
practising form of the language, but it is not effee when the meaning of the language
needs to be taken in account. The best organisdtfiorm to fulfil communicative aims is
group work and pair work. It must be said that ngrihe observations, only one hundred and
eighty-three minutes out of one thousand one huhdned seventy-three minutes were
devoted to the group work and pair work. Furtheemdinere were only two communicative
activities observed from the whole amount of twesiy observed lessons. This statistics
shows that most of the activities do not have theemtial to support the development of
communicative competence, since most of the aes/ivere based on form and accuracy
rather than on meaning.

If types of activities are taken in account, teadher used presentation and production
activities as it is also stated to be the only tpassible activities, since the production
activities should be done in other organisatiormaims. Among the observed presentation
activities belong instructions and explanationsgkehthe teacher is the one who presents,
therefore the use of frontal teaching is off hdndcase of practice activities, the teacher used

activities like drills, choral repetitions, respendrills. As Richards and Lockhart state, in



such types of activities the teacher controls gaerer’s performance or stands as a model for
their performance (chapter 2.3.2). No productiotivaies were done during frontal teaching,
these were always done in pairs. In case of acgumatiuency based tasks, the teacher used
mainly accuracy tasks such as controlled drillreises and language games, where the
teacher controls and is in charge of the procedtine.only fluency activity done in frontal
teaching was the discussion, which was again cledirby the teacher, but the mistakes and
errors were not immediately corrected. As Byrnegests, the use of frontal teaching with
these activities is not useless, since they usuatiyire the control of the teacher (chapter
2.3.2).

The use of frontal teaching is also connected wiififierent phases of activities.
According to Scrivener’s division of activities,réshadowed in chapter 2.3.3., the teacher
used frontal teaching in lead-in activities, sustgaestions to introduce a new topic, which is
usually done in frontal teaching, since the tea¢merwvs what the class is going to do or talk
about. In set-up phase, the teacher usually gatristions, provided examples and organised
the lesson and activities which is in accordandé B8crivener’s description of this phase. In
close phase, the teacher is supposed to providedek, assess, provide self-correction of the
learners by asking questions and correct, which al&s used during the observed activities,
especially in close phase of the activities.

The next criterion or more specific feature oifia teaching is the role of the teacher,
which is usually that of a controller, organisess@ssor, resource and observer. The teacher
acted as a controller almost in most of the adtiwzibased on accuracy, where the control over
the content of the activity, learners’ actions andtakes was necessary. The teacher acted
also as an organiser who checked learners’ undelisth and provided them with the
organisation of the activities. The teacher assaurce was active when providing learners
with information about the culture of the targetdaage or information concerning the topic.
Learners were mainly passive receivers of the kedge. Concerning the role of the
textbook, it was based on the Presentation PraPticduction, which is described in chapter
3.3., but the teacher usually inserted differetivdies, so the learners did not become bored.

The patrticipation of the learners was less actiseUr describes, the learners were
mainly receptive or only receptive and the teaat&s active, as it was with the explanations
and instructions. Or the learners were on the daned of participation as the teacher, as it
was especially with question-answer activities. Titteraction was mainly T-Ls, T-L, L-T,
and Ls-T. Byrne describes the interaction from ploet of view of the control the teacher

may have over the class. The teacher had gratérotaoluring choral repetitions and drills. It



may be said that the teacher had control overhal dbserved activities done in frontal
teaching, sometimes she let the learners thinkstillicontrolled their answers. As it can be
seen the interaction is bound to the exchange arttengeacher and the learners, since the
control of the content of the activity was necegsdihe teacher did not try to maximize the
interaction of the learners, since the amount efldarners in the class was not bigger than
twelve, so all of the learners had opportunitiesteract with the teacher.

The next criterion is the purpose of use of teadhlk. The teacher usually talked
when lecturing, questioning, or responding (chag@tér), correcting, assessing and, simply,
providing feedback. There was no unnecessary teadlle during the observed lessons.
Learners were usually allowed to talk when the hea@asked questions, or sometimes they
had opportunities for comments or questions. Thacher's questions, as described by
Richards and Lockhart and Ur in chapter 4.3.1. wesed to elicit vocabulary items and
structures, to raise the learner’s interest, td bat something about the learners, to direct the
attention to the topic and for learners’ self-egien. These are the most frequent reasons for
teacher’s questions in frontal teaching.

To conclude with, as all the criteria from chapéehas been mentioned, the use of
frontal teaching with the observed activities fumes. Finally, the aim of English language
teaching and learning cannot be fulfilled sinca¢h@ere only two communicative activities
during the twenty-six observed lessons. The a@witised frontally were mostly based on
accuracy not the meaning. The learners were taamghtpractised the form of the language,
and the meaning and purpose of the use of the émgghas never been explained to them or
even practised. Although the research supportsslaibthe criteria from the theoretical part
stated above, the results of the research canppbsithe following hypothesis:

The use of frontal teaching with the observed dms/functions accordingto  the

criteria described in the theoretical part and fldfthe aim of English language

teaching.

7.3. Analysis of the interview with the observed tcher

The purpose of the interview of the observed lesss simple. The observations were
made in the lessons of one teacher, thereforenecgssary to find out something about the
assumptions of the teacher and especially aboutusee of organisational forms. The
interviewed teacher is a female teacher who hageuoin the education for thirty years, she

is kind and friendly, therefore the interview wasenand she answered all the questions with



enthusiasm. As it can be seen in the previous reses, the teacher used frontal teaching
almost all the time and the use of other orgarosati forms is minimal. The interview was
done after all the observed lessons and was nettdet to be based exactly on the observed
activities but rather on the assumptions of thelteanabout teaching and learning.

Some of the questions used in the interview aspiiad by the questions proposed by
Richards and Lockhart, who noted them in their bdvdflective Teaching in Second
Language Classroom®ichards, Lockhart 1996: 34, 36, 37).

The interview (I=interviewer, T=teacher):

I: What organisational forms do you usually uséia lessons?

T: | usually use frontal teaching, pair work, grouprk, and, individual work.

I: Which activities do you prefer doing in frontalaching organisational form and

which in pair work and group work?

T: | use frontal teaching when | am explaining gnaan, when doing question-
answer exchange, when doing textbook exercises, tfanslations, during
discussions and for instructions. | use pair wehlen | need the learners to
practise dialogues, and when practising vocabuiaingre one learner gives the word

in Czech and another translates and vice verse group work with  dialogues where

there are more than two speakers and with variougpg projects.

I: How often do you use pair work and group work?

T: | usually use it when doing dialogues or wheactising language. Because |

am working with the textbook where there are nohynactivities supporting

dialogues, | use pair work quite rarely. | oftervé# make some extra activities done in pair

work myself or use different resources.

I: How do you see your role in the classroom?

T: My role as a teacher in the classroom is in cabes irretrievable. My role is
directive, controlling, praising, and, of coursgemplary.

I: What roles are learners expected to assumeungtassroom?

T: | expect my learners to be active, to parti@padnd to cooperate with me.
Furthermore, | expect them be interested in thgestiand that is why | make my

lessons as interesting as possible.



The interview shows that the teacher uses alh®farganisational forms. Still, the use
of frontal teaching seems to be more preferrechbytéacher than other organisational forms.
The second and the third question may serve asetidence. The teacher uses frontal
teaching for activities, such as grammar explanafiguestion-answer activities, textbook
exercises based on filling in, translations, foassl discussions and for instructions. The
teacher uses pair work mainly for dialogues, armmigmnwork with ‘dialogues’ requiring more
than two participants and with project work. Furthere, she does pair work and group work
rarely, because the textbook she uses is basedandrental teaching and does not support
pair work or group work. In the observed lessonhmay be seen that the teacher uses frontal
teaching most of the time, mainly with previouslyemioned activities. During the
observations, the teacher used pair work for digdsgand group work for organising the
activity based on the decisions of the learnerer&lare no textbook activities that would
support pair work or group work during the obseaorst. The explanation of her use of
frontal teaching may be also seen in the answethenfourth question where the teacher
stated that her role in the classroom is contrg|ldirective, praising and being a model for
the learners. All these roles are typical for fedrieaching, where the teacher directs, controls
and finally praises or provides feedback. The tedshexpectations from the learners are
mainly their interest in the subject, in this cdSaglish, their activity, participation in the
activities and cooperation with the teacher. It nessaid that during the lessons, the teacher
always tried to involve learners by asking themstjoas or playing games with them, which
may have raised their interest in the subject.

To conclude with the interview shows that the begis use of frontal teaching is
influenced by her assumptions of her role in tressloom and by the use of the textbook

based more on frontal teaching and rarely suppmppair work and group work.



8. Conclusion

This thesis was focusing on frontal teaching as of the possible organisational
forms. The main aspects connected with frontalhiegchave been described and used as the
background for the research. As it has been statdte introduction, frontal teaching is still
the most preferred organisational form in the tesgland learning process all around the
world. That is why the first research has been donerder to find out the proportional
representation of frontal teaching and differergamisational forms and the functionality of
frontal teaching according to the criteria in thedretical part described and its effectiveness
in relation to aims of English language teaching.

The quantitative research on the proportional esgntation of the observed
organisational forms showed that frontal teachirag wsed in seventy- five percent which is
eight hundred and sixty seven minutes. If this wassformed into forty-five minutes long
lessons, this would finally take nineteen lessamsad the final twenty-six observed lessons,
which is more than half of it. The other organisasl forms when summarized would take
only 25 percent from the amount of one thousandhumalred and seventy-three minutes/26
lessons. The results of the research showed thatiafrteaching was used most of the time,
therefore the results of the research supporhypethesis:

Frontal teaching is so far more used organisatioftam in the teaching and learning

process than pair work and group work.

The next phase of the practical part was the wiaie research based on the main
aspects of frontal teaching and the functionalifyfrontal teaching with the observed
activities. The aim was to find out whether the w$drontal teaching with the observed
activities was functional according to the critestated in the theoretical part and whether the
use of frontal teaching was effective in relatioratms of English language teaching. At first,
the activities were divided into categories acamgdio their nature and type. Then each
category of observed activities has been analysedrding to the observations to point out
the typical features, such as interaction pattaéeagher talking time, learner talking time, role
of the teacher, use of frontal teaching in relationypes of activities, their aim or phases of
the activities. Consequently, the main featuresevoempared to the criteria described in the
theoretical part. Finally, it was found that theimaspects of frontal teaching with the
observed activities and the criteria were mainlgdcordance, and the use of frontal teaching

with the observed activities was mainly foolprodflowever, during the observations, only



two communicative activities appeared and minooitghe activities focused on form rather
than meaning. Therefore, the results of the rebezannot finally support this hypothesis:

The use of frontal teaching with the observed dms/functions accordingto  the

criteria described in the theoretical part and fldfthe aim of English language

teaching.

The last part of the research was the interviewn wie observed teacher. It was done
to find out her assumptions about teaching andiegr The aim of the interview was to find
out why the teacher used frontal teaching so offédns was done by asking previously
prepared questions. The results of the interviewvallif showed that the teacher's use of
frontal teaching is influenced by her assumptiohkes role in the classroom and by the use
of the textbook based more on frontal teaching mmely supporting pair work and group
work. Furthermore, she uses mainly pair work anaugrwork for dialogues and project
work, and therefore, it means that for differerpey of activities, the teacher uses frontal

teaching, as it has been seen in her lessons.



Resumé

Tato diplomova prace se zabyva frontalnim douénim jako jednou z moznych
organizanich forem. V dnesni deébje stale vice ugdnosiovan komunikativni fistup k
vyucéovani a deni, coz bylo @vodem vykru tématu organizmich forem. Stale vice je
zdiraziovan vyznam pouziti skupinové prace a prace ve idebj akoliv frontalni
vyucéovani je stale ugdnostiovano witeli anglickeého jazyka po celém &v. Proto se tato
diplomova prace za#iuje na frontalni vytovani a jeho specifika a pouziti. Ve vyzkumu se
autor zamifuje na proporcionalni zastoupeni frontalniho douéni a jinych organizaich
forem ve vyuce anglického jazyka. a dale na &moalst pouziti frontalniho vyiovani s
raznymi typy aktivit a efektivitu pouziti frontalniheyucovani s ohledem na cile vyuky
anglického jazyka. Cilem diplomové prace je s pdnbearetické&asti zjistit, zda se vysledky
vyzkumu opiraji o nasledujici hypotézy:

Frontélni vyuovani je doposud vice pouZivanou orgaftizaformou ve vyuce nez

prace ve dvojicich a prace ve skupin

Frontalniho vydovani s aktivitami pozorovanymi v hodinach angliukgazyka

funguje ve vztahu s kritérii popsanymi v teoreti¢ksti diplomové préace a splje cile
vyuky anglického jazyka.

Ve vyuiovacim procesu setbeme setkat nejen s frontalnim vguanim, ale také s
dalSimi ctyfmi organiz&nimi formami, kterymi jsou samostatna prace, préeavojicich a
skupinova préace.

Frontalni vydovani je definovano spolupractitele a zak, kdy witel obvykle stoji
pied tidou a kontroluje nebo monitoruje zaky, ikterykonavaji stejnou praci, zadanou
ucitelem.

Frontalni vydovani se vyvijelo uz v dobachqu J. A. Komenskym, ktery byl ale
prvni, kdo tuto novou demokratickou tendenci dalevinul. Herbart byl dalSim, kdo seczh
otazkou organizace ve Wwavani zabyvat a zal rozvijet novy systém. Stale ale byla
opomijena Zzakova individualita a pelby. Proto bylo vyéovani stale kritizovano, coz bylo
davodem reformy ve dvacatém stoleti, kdy se rozvinugvé organizéni formy.

Frontélni vydovani je velmi kritizovano, aletpsto ma i svoje kladné stranky.
Umoziuje nagiiklad witeli ucit velky paset Zaki najednou. Zaci maji pocit, Ze piatio ukité
skupiny a jsou jejich sa@asti, tudiz se citi jako celek nezli jako jedineta&ic se mezi nimi
vytvaii socialni vztahy, coz podporuje vzajemnou kooperaezi zaky. B vykladu je

vyhodou, Ze se celéida soustdi na to, co titel fika. Toto je vyhodouipvysvétlovani nebo



davani instrukci, coZditeli uSeti ¢as a celaitda se mize soustedit na nasledujici aktivitu.
Presto ma frontalni vytovani také své nevyhodyriHrontalnim vywovani @itel vétSinou
nebere #etel na individualitu Zak a @istupuje k nim jako ke skupin Participace velkého
poétu zaki ve frontalnim vydovani je minimalni a zZaci maji jen malailpzitosti k
procvicovani jazyka. Frontalni vyovani také nepodporuje komunikativni cile aktititgliz
nepodporuje vzdjemnou interakci mezi Z4ky a Zaonaje mnoho prostoru k proaavani
jejich komunikativnich dovednosti.

Pouziti organizénich forem zalezi na rozhodnutéitele, ktery musi zvazit jejich
vybér s ohledem na cile, faze a typy aktivit. Cile akthraji dilezitou roli @i rozhodovani
ucitele o vykEru organizanich forem. Witel by mél zvazit, jakou organizai formu vybere
vzhledem k cilm aktivit, které se samogmg liSi. Jedinym omezenim pro wibfrontalniho
vyucovani jsou aktivity s komunikativnim cilem, ktemid organizéni forma nepodporuje.
Pfi vybéru organizanich forem se musi také zohlednit typ aktivity. meédni vywovani je
nejvice pouzivano s typy aktivit jako prezemiaaktivity, pi kterych @&itel predstavuje nové
jazykové struktury nebo témata. U pramaacich aktivit je pouziti frontalniho vgavani
vhodné zejména s aktivitami jako proswani, sborové opakovani, kdeitel stoji jako
jazykovy model. Aktivity které vyzaduji od Z&ka,yaprodukoval jiZz osvojené jazykové
struktury, maji ¥tSinou ugity komunikativni cil, proto neni pouziti frontahd vyuwovani
vhodné. Frontalni vytovani se pouziva&tSinou s aktivitami, které se z&ji na gesnost,
COZ jsou aktivity, které vyzaduji kontrolgitele. To jsou aktivity jako ndjklad procvEovani
gramatiky, slovni zasoby, vyslovnosti, dale jsouatdivity jako jazykové hry, které jsou
podobné procvovani, ale dané zabavnou formou nebo toube byt kontrolovana
konverzace. Na druhé steaaktivity, které jsou zagteny spiSe na plynulost, jsou pouzivany
ve frontalnim vydovani zejména, kdyz je geba zakm ukazat, Ze i oni mohou cilovy jazyk
pouzit. Jsou to aktivity jako konverzace, simulaceoslech. Jak jiz byldeceno, uZiti
frontalniho vydovani neni vhodné s komunikativnimi aktivitami, gigesto ma kazda
komunikativni aktivita svou ifjpravnou fazi, kde &tSinou Zaci procwiuji rizné jazykové
struktury, které vyzaduji kontrolucitele, a proto je sémito aktivitami pouziti frontalniho
vyucéovani mozné. Faze aktivit jsou dalSim faktoremrykbyy mohl ovlivnit vykgr frontalniho
vyucovani. Frontalni vytovani se pouziva zejména ve fazi, kdjtel predstavuje, co se
bude v hodia dit, coZ je Gvodni faze aktivity. Pouziti frontélo vyuwovani je také vhodné v
piipravné fazi aktivity, i které figuruje opt witel jako hlavni aktér a organizuje, dava
instrukce a demonstrujefiplad. V konéné fazi aktivity je pouziti frontalniho vhodné

zejména fi poskytovani zgtné vazby.



Organiz&ni formy ugkuji uciteli jeho role, které mohou byt wviznych situacich jiné.
Role witele ve frontalnim vy&ovani je zejména kontrolujici, kdy méitel plnou kontrolu
nad obsahem aktivity a zaujin@ici roli. DalSi roli ditele ve frontalnim vy&ovani je role
organizani, ve které titel poskytuje informace o pbehu aktivity a utuje zakladni postupy.
Ve frontdlnim vydovani nmize Witel pasobit jako hodnotitel, ktery Zékn nabizi zptnou
vazbu, opravuje jejich chyby a hodnoti jejich vykomcitel téZ miZze pisobit jako zdroj
informaci, kdyZ chce, aby #a cela tida gehled o tom, co je pibné pro tu danou situaci
pii raznych aktivitach, coz je néjlad vyswtlovani vyrazi nebo kulturnich fakt, ktera zZaci
neznaji. Kazdy &itel by pi jakékoliv organizani formg mél mit prehled o pokroku Zéak o
tom co jim jde a nejde, aby jim mohl naslédrabidnout zgtnou vazbu. V tomtoifpac je
ucitel pozorovatelem, ktery monitoruje Zaky a jejmbkrok. (Eitel mize také zastupovat roli
tutora, ktera je poskytovana podle igtt Zzak a je vyhledavana v ifpadt, kdy Zaci
spolupracuji nebo vykonavaji samostatnou praci téepoji Witele, aby jim pomohl nebo
poradil, dale je to role napé&dy, kdy witel pomaha zakm, kdyz si nevi rady nebo je navadi
na spravnou cestu. Tyto &predchozi role &itele jsou nutné vifppads, kdyz chce jednotlivec
nebo skupina pomoci, kdyitel postupuje dle individualnich peb Zak.. U posledni role
kterou mize witel mit je role @astnika. B frontalnim vywovani mize Witel piasobit jako
Gcastnik jen f diskuzich, kdy podporuje zaky k mluveni nabizesimich vlastnich nazor
Dulezita je ovdem i role zakatipfrontalnim vywovani. Zak je ale &sinou jen pasivnim
piijemcem informaci poskytovanyckitelem nebo jen odpovida n&itelovi otazky. Role
wcitele a Zéka jsou vzajeranpropojeny s roli vytovacich materidl, pouzivanych
hodinach, ktery ovliiuje vybir metod a organizaich forem ve vytovani.

Interakce v hodinach je dalSim faktorem oilijicim vybsr organiz&nich forem. Ve
téidé mazeme rozliSovat dva druhy vymy informaci mezi Zaky acitelem. Tou prvni je
transakce, coz je skvani informaci od jednoho zdroje k druhémgtSinou od ditele k
zalkam. Transakce je pén kontrolovana titelem, coz se &e wtSinou ve frontalnim
vyucovani. Kdezto interakce, je vzajemna \Wra informaci, kterd podporuje komunikaci
mezi d¥ma &astniky. Dale mizeme rozliSovat mezi pedagogickou interakci a Jefba
interakci. Verbalni interakce seastni dva lidé, ki@ si vzajemg vymeénuji informace,
kdeZto u pedagogické interakce je to konkretizoviawerakci, ktera rive sngovat bul’ od
ucitele k zakovi/zaltm nebo od Zéka kéiteli nebo jinému Zakovi a ma&tsinou konkrétni
pedagogicky dvod.

Interakci charakteristickou pro frontalni wavani je interakceditel-zak/Zaci. B této

interakci \&tSinou &itel popisuje, vysttluje, vypravi nebo n#uje, dale také klade otazky a



nebo reaguje na veskeré psgnv hodinach, daleditel chvali, kritizuje nebo Zertuje se Zaky.
Pri interakci Zak-ditel reaguje Zak na otazkyitele, komentuje nebo informuje @&dem pro
n¢j dalezitym. Ri interakci zak-zak je pouziti frontalniho Wavani mozné v ifipact situace
takzvaného oteeného paru, kdy Zaci nédklad ¢tou rozhovor nebo si vzajemmodpovidaji
na otazky f diskuzich.

S interakci veifd¢ je Uzce spojena ic¢ast Zak v procesu vyrny informaci.
Dominantnost &tele @i raznych aktivitach ovliviuje (Gast Zaki, protocim mért je Witel
dominantni tim viceifilezitosti pro zaky, aby mohli byt akti#si a (&astnit komunikace ve
vyucovacim procesu.iPfrontalnim vywovani ma dgitel dominantni roli, proto nemaji Z4ci
dostatek flezitosti k @asti. Participace zékv3ak miZze byt zdokonalena, kdybycitel
nagiklad vice kladl otazky nez daval instrukce a klatlle otevenych otazek nezlieth,
které vyzaduji jednoslovnou odpal.

ProtoZe ditel ve frontalnim vydovanicasto mluvi, je dlezité zminit hlavni &el jeho
feci. Ucitel mluvi wtSinou kdyZz dava instrukce, kontroluje, poskytypétaou vazbu, chvali,
ptd se natzné informace, poskytuje informace, uvadikiady cilového jazyka kontroluje
nebo testuje Zakovo porozem, Zertuje, udrzuje atmosféru véde, vyparadava se s pocity
Zaka, objasiuje nazory zak, napomaha studemwh orientovat se v Ukolu, opakuje po
studentech a klade otazky, které jsou velastym divodem pro ditelovu fe¢ v hodinach.
Otazky kladené ditelem mohou mit spoustutdodi. Otazky mohou byt kladeny, aby
podnitili nebo udrzovali zak zajem, aby povzbuzovali studenty k zamySleni olasahem
hodiny, dale umaluji witeli objasnit to, co Zakika, dale maji zji€vaci funkci, kdyZ chce
ucitel od Zaki urcitou odpoed’, kontroluji Zakovo porozudmi, podporuji dast Zak pfi
hodins. Déle jsou uzitené, kdyz se chceciiel dozwdét od Zaki néco zajimaveho, kdyz chce
ucitel udrzet pozornost Zékna utité téma a také umaaji uciteli komunikovat se Zaky.
Existuje mnoho drul otdzek, které mohou byt kladeny. Bjsou to otazky, které vyzaduji
jednoslovnou odpasd’ nebo jsou to otazky, které vyzaduiji viceslovhopawid® a podporuji
zakovo mysleni. Otazky také mohou mit konkrétniawd{¥’, coz jsou otazky uz#ené nebo
raizné odpovdi, coZ jsou otazky otégné. V pibehu vywovani klade titel taktéz tak zvané
proceduralni otazky, které se tykaji organizacestypu v hodidé. Kdyz witel klade otazky a
vyvolava Zaky, nmize se stat, Ze se bude séedit jen na ufity okruh Zaki. To znamena, Ze
ucitel vyvolava zaky, kté jsou v jeho ‘action zone&imz mohou byt najklad Zaci, sedici v
prostedni stras pired Witelem. Tohoto efektu by sednucitel snazit vyvarovat, aby byla

Ucast vSech zakv hodinach fimérere stejna.



Stejre zasadni jako jget witele je ie¢ Zaki. Jak bylo jizteteno, ve frontalnim
vyucovani zaci mluvi $tSinou kdyZ jsou tazani nebo vyvolani. Jéedité poskytnout Z&km
COo nejvice plezitosti k tomu, aby mluvili a proctevali své jazykové dovednosti.

Poslednicasti tykajici se pouziti organig@ich forem jsou nazory nebdgswdceni
ucitele o vywovani a deni se. Na titele v giipravné praxi nebo vlastni praxigobi mnoho
faktoni, které mohou ovlivnit jeho nazory agswdéeni. Temito faktory mohou byt nagklad
jeho vlastni zkuSenosti, kdyz byl Zakem, zkuSermsiin, co nejlépe funguje, jeho zavedena
praxe, osobni preference nebo principy pochazejimfitych vyutovacich metod a strategii.
Kazdy witel m& svoje vlastni fieswdéeni, ktera mohou byt zji&ta kladenim zagmnych
otazek, které prozkoumajéitelav pohled na zfisoby vywtovani a deni se.

Pred samotnym vyzkumem byla specifikovana kritériazmd frontalniho vydovani,
ktera slouzila k hodnoceni pozorovanych aktivitleDadyly vytvareny naslechové archy, které
obsahovaly popis aktivit, pouzité organimaformy délkucasu, kdy mluvila titelka a Zak a
druhy interakce veridé. Dvacet Sest nasletbylo provedeno v hodinach jednéitelky v
Sesté, sedmé, osmé a devétéet kde tato uitelka vywuje. Rozhovor s ditelkou je
dodaténou fazi vyzkumu, kde jsou zfidvany divody pouZiti organizamich forem a jeji
néazory na vytiovani a deni. Vyzkum se sklada ze dveasti. Prvni vyzkum se zatioval na
proporcionalni zastoupeni frontalniho ¥guani a ostatnich organiadch forem, jehoz cilem
bylo podpdit tuto hypotézu:

Frontalni vywovani je doposud vice pouZivanou orgafizeformou ve vyuce nez

prace ve dvojicich a prace ve skujin
Vyzkum zjistil, Zze frontalni vy&ovani zastoupilo sedmdesétt procent, coZz bylo osm set
Sedesat sedm minut a zhruba devatenaatosacich hodin. Ostatni formy nezastoupily ani
polovinu z observovanych hodin, coz naskedadpdilo stanovenou hypotézu.

Druhy vyzkum se zastoval vice na pouziti a fugkost frontalniho vy&ovani s
pozorovanymi aktivitami s ohledem na kritéria, steana v teoretickéast diplomové prace a
efektivitu frontalniho vytovani s ohledem na cile vyuky anglického jazyk&e@ivyzkumu
bylo zjistit, zda se potvrdi tato hypotéza:

Frontalniho vydovani s aktivitami pozorovanymi v hodinach anglek@zyka je

funkeni ve vztahu s kritérii popsanymi v teoreticksti diplomové prace a splje cile

vyuky anglického jazyka.
Pribéh vyzkumu probihal tak, Zze se pozorované aktivaglenily do skupin a nasledn
analyzovaly. Kazda analyza pak byla porovnana etietym zakladem nastinym v prvni

¢asti diplomové prace. Vyzkum zjistil, Ze se fankst frontalniho vy&ovani s pozorovanymi



aktivitami vzhledem ke stanovenym kritériim potladinicmér s ohledem na cile vyuky
aktivit nemohla byt stanovend hypotéza potvrzematope z dvaceti Sesti pozorovanych
hodin byly napozorovany pouze dikomunikativni aktivity a frontalni vytovani, postavené

na formé misto vyznamu netize cile vyuky anglického jazyka podjio
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