University of Pardubice

Faculty of Arts and Philosophy

The Role of Homework in ELT Classes

Lucie BeneSova

Bachelor paper
2018



Univerzita Pardubice
Fakulta filozoficka
Akademicky rok: 2016/2017

ZADANI BAKALARSKE PRACE

(PROJEKTU, UMELECKEHO DILA, UMELECKEHO VYKONU)

Jméno a piijmeni: Lucie BeneSova

Osobni ¢islo: H15334

Studijni program: B7507 Specializace v pedagogice

Studijni obor: Anglicky jazyk - specializace v pedagogice

Nizev tématu: Role doméciho tikolu ve vyuce anglického jazyka

Zadavajici katedra: Katedra anglistiky a amerikanistiky

Zasady pro vypracovani:

Studentka se bude ve své bakalaiské praci zabyvat roli domdcich ukoltt v hodindch anglic-
kého jazyka na zakladni Skole. V teoretické ¢asti vydefinuje zdkladni terminy, bude se zabyvat
domécimi tkoly ve vztahu k autonomii Zaka, jejich funkcemi a zaméii se také na problema-
tiku domécich tikolil ve spojitosti s rozvojem komunika¢ni kompetence a v anglickém jazyce.
V praktické ¢asti bude pak pomoci vhodné zvolenych vyzkumnych néstroji zjistovat relevanci
domécich tkolt zadavanych uéitelem k rozvoji komunika¢éni kompetence a Gcel, za jakym jsou
doméci tikoly zadévany. Cilem zkouméni bude také zjistit u¢iteliiv postoj k zadavani domécich
akolt.




Rozsah grafickych praci:

Rozsah pracovni zpravy:

Forma zpracovani bakaldiské prace: tisténa
Jazyk zpracovani bakalaiské prace:  Anglic¢tina

Seznam odborné literatury: viz ptiloha

Vedouci bakalafské prace: Mgr. Helena Zitkova, Ph.D.

Katedra anglistiky a amerikanistiky

Datum zadani bakaldiské préce: 29. bfezna 2017

Termin odevzdédni bakaldiské prace: 31. bfezna 2018

1)
L8, /lf&é’wﬂé

prof. PhDr. Karel Rydl, CSc. doc. Sarka Bubikova, Ph.D.
dékan vedouci katedry

V Pardubicich dne 30. fijna 2017



Piiloha zadani bakalarské préace

Seznam odborné literatury:

BROWN, H. Douglas. Principles of language learning and teaching. 4. vyd. New
York: Longman Publishing, 2000. 352 s. ISBN 0-13-017816-0 (upce knihovna)
GAVORA, Petr. Uvod do pedagogického vyzkumu. 1. vyd. Brno: Paido, 2000,
207 s, ISBN 8085931796 (upce knihovna)

HARMER, Jeremy. The practise of English language teaching. 4th edition.
Harlow: Longman, 2007, 448 s, ISBN 9781405853118 (upce knihovna)

HELM, Wilfried. Lépe motivovat, méné& se rozéilovat: jak poméhat détem se
gkolou, 1. Vyd. Praha: Portal, 1993, 103 s, ISBN 8071780871 (upce knihovna)
HONG, Eunsoog, MILGRAM, M. Roberta, Homework: Motivation and
learning reference, Westport, Conn.: Bervin and Garvey, 2000, xv, 197 p. ISBN
089789851 (upce knihovna)

HORSLEY, Mark, WALKER, Richard, Reforming Homework: Practices,
learning and policy.1st edition, Sydney, 2000, 280 p. ISBN 978-1-4202-5613-0
(upce knihovna)

KALHOUS, Zden&k, Skolni didaktika, 1. vyd. Olomouc: Univerzita palackého,
2000, 178 s, ISBN 80-7069-920-4 (upce knihovna)

MANAK, Josef, Problém domécich tkold na zdkladni $kole, 1. vyd. Brno:
Masarykova Univerzita, 1992, 157 s, ISBN 80-210-0388-1 (upce knihovna)
PAINTER, Lesley. Homework. 6th ed. New York: Oxford University Press,
2010. ISBN-10:

0194375749 (upce knihovna)

PETTY, Geoffrey. Moderni vyucovani. 2. vyd. Praha: Portél, 2002. 380 s. ISBN
80-7178-681-0 (upce knihovna)

SKALKOVA, Jarmila, Obecna didaktika, 2. vyd. Praha: Grada Publishing, a.s.,
2007, 220-245 s. ISBN 978-80-247-1821-7 (upce knihovna)

SIMONIK, Old#ich. Uvod do didaktiky zdkladni skoly. 1. vyd. Brno: MSD s.r.o.,
2005. 140 s. ISBN 80-86633-33-0. (upce knihovna)



Prohlasuji:

Tuto praci jsem vypracovala samostatné. Veskeré literarni prameny a informace, které jsem v
praci vyuzila, jsou uvedeny v seznamu pouzité literatury.

Byla jsem seznidmena s tim, Ze se na moji praci vztahuji prava a povinnosti vyplyvajici ze
zakona €. 121/2000 Sb., autorsky zakon, zejména se skutecnosti, Ze Univerzita Pardubice ma
pravo na uzavieni licen¢ni smlouvy o uziti této prace jako skolniho dila podle § 60 odst. 1
autorského zdkona, a s tim, Ze pokud dojde k uziti této prace mnou nebo bude poskytnuta
licence o uziti jinému subjektu, je Univerzita Pardubice opravnéna ode mne pozadovat
pfiméteny pfispévek na uhradu ndkladd, které na vytvofeni dila vynalozila, a to podle
okolnosti az do jejich skute¢né vyse.

Souhlasim s prezencnim zptistupnénim své prace v Univerzitni knihovné.

V Pardubicich dne 30. 3. 2018 e,

Lucie Benesova



ACKNOWLIDGEMENT
I would like to express my deepest gratitude to my thesis mentor, Mgr. Helena Zitkova Ph.D.,
for her valuable guidance and comments throughout the process of writing this thesis and the

teacher of the basic school who participated in the research.

I would also like to thank my husband, family and friends for their priceless support and care
they have provided me.



ABSTRACT

This bachelor thesis is concerned with the role of homework in English classes. In the
theoretical part, firstly, learner autonomy is defined as it is closely associated with homework.
Next, the positive and negative impacts of homework are described. Furthermore, a chapter
concerning preventing negative impacts and creating effective homework follows. The final
two chapters deal with the individual components of communicative competence and the four

necessary language skills as the aim of English teaching.

The practical part verifies whether collected home assignments contribute to the development
of communicative competence and for which purposes the homework was assigned. The
research also focuses on the attitude of a teacher towards homework in English classes. The
research is analysed and evaluated according to chosen methodologies. In conclusion, the data

of the research is presented.

KEY WORDS: homework, homework purposes, communicative competence, four language

skills, motivation

ABSTRAKT

Bakalatska prace se zabyva roli domacich ukolit v hodinach anglického jazyka. V teoretické
Casti je nejprve definovana autonomie zaka, jelikoz je uzce spojena s problematikou domacich
ukold. Nasledné jsou rozebrany a popsany positivni a negativni vlivy domacich tikold. Dalsi
kapitola se vénuje predchazeni a minimalizaci negativnich vlivii domacich ukold v hodinach
anglictiny. Posledni dvé kapitoly se zabyvaji jednotlivymi komponenty komunikaéni

kompetence a jazykovymi dovednostmi jakozto cily vyuky anglického jazyka.

Praktickd ¢ast ovétfuje, zda shromazdéné domaci tkoly pfispivaji k rozvoji komunikacni
kompetence a za jakym ucelem byly zadany. Vyzkum se také zaméfuje na postoj ucitele
k domacim tkolim v angli¢tiné. Vyzkum je analyzovan a hodnocen podle vybranych

metodik. V posledni ¢asti prace jsou prezentovany zavéry vyzkumu.

KLICOVA SLOVA: doméci tukoly, funkce domacich ukolfi, komunikaéni kompetence,

jazykové dovednosti
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| INTRODUCTION

Homework assignments have been a controversial issue for many never-ending discussions
and therefore there are many advocates with their positive views and opponents with their
negative ones. However, properly designed homework may be very beneficial. It may play an
integral role in the learning process, as well as improving learning and student achievement.
Homework may help learners not only to reach communicative competence, but may also

even help learners on their way to autonomy.

This thesis deals with the role of homework in English lesson classes. The paper is divided

into a theoretical and a practical part.

In the theoretical part, five chapters are gradually introduced. The first chapter provides
learner autonomy, which is closely associated with homework. The impacts of homework in
English classes are described in the second chapter. Therein are discussed both the positive
and negative impacts of assigning homework. The third chapter focuses on how effective
homework be compiled and composed, thereby preventing many of the negative effects of
home assignments. The individual components of communicative competence according to
Common European Framework of Reference for Languages (CEFR) are presented in the
fourth chapter. Lastly, the fifth chapter deals with the four language skills which are the aim

of language teaching.

The practical part of this thesis, which is based on the theoretical evidence, analyses home
assignments. The overall aim of the research is to investigate whether the home assignments,
which were collected, have an impact on the development of the individual components of
communicative competence and language skills. The research was also concentrated on the
purposes for which the homework was assigned. The secondary aim is to uncover the
teacher’s attitude towards homework. The practical part is divided into two main chapters.
Primarily, the introduction to, and familiarization of the research. This is followed by the
stated aims and questions regarding the research. Subsequently, the research findings are
presented and commented on. Ultimately, the conclusion of the entire research process is

drawn out, with some questions regarding the research being answered.
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Il THEORETICAL PART

1 Learner Autonomy

Learner autonomy is very important while learning foreign language (Sinclair, McGrath, and
Lamb 2000, 5). It may be said that developing learner autonomy appears to be almost globally
accepted as an important, general educational goal which differs in interpretation and some
degree according to different education contexts around the world. In the Czech Republic we
can find it in the Framework Education Programme for Basic Education. For this reason, this
chapter is focussed on learner autonomy as it is highly connected to the role of homework in

English classes, the subject matter of this bachelor thesis.

To start with, autonomy has many definitions. For example, Holec in Collaborative learner
autonomy defines autonomy as “the ability to take charge of one’s own learning” (1981 in
Blidi 2017, 2). Also, Painter describes an autonomous learner as “someone who takes an
active role in the learning process, generating ideas and taking advantage of learning
opportunities” (2010, 9). Basically, students have to make conscious decisions about what is

most effective for them in order to learn a second language.

Learner autonomy is linked to learners’ independence. Holec, in the article Learner Autonomy
In Language Learning, states that promoting learner autonomy refers to encouraging students
not only in the setting of goals, defining of the content and process of developing, selection of
methods to be used and a particular way of doing it, but also monitoring the progression of
acquisition techniques. (1981 in Balgikanli 2010, 90) The development of autonomy is
therefore related to the weakening of a teacher’s role in terms of control over learners’
learning (Benson 2007, 26). Such a learner is able to study without being influenced by the
teacher.

Pursuing this further, the school itself is not able to contain the mediation of all the
knowledge needed for future life and, therefore, it is necessary to teach learners to learn.
Hence, the school is expected to lay the foundations of lifelong education, by equipping
learners with the competency to conduct their own learning, thus being autonomous.

(Janikova 2005, 7-8) This is described in the Framework Education Programme for Basic
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Education where autonomy is entered, especially in the form of learning competencies, by
stating that by the end of basic education the pupil shall be fully competent in using, selecting
and utilising appropriate procedures, methods and strategies for efficient learning. He, or she,
shall also be able to plan, organise and manage his, or her, own learning, expressing
willingness to pursue further study and lifelong learning (MSMT 2016, 12). Simply saying,
learning competency in this formulation is considered to be one of the objectives to be

addressed by basic education.

Promoting learner autonomy is crucial in English classes. Teachers can do many things to
help their students to become autonomous learners when the English lesson has finished. One
of the ways is homework. As Harmer states “learner autonomy gets a powerful boost the first
time when homework is set for students to do out of class” (2001, 338). In other words, the
teacher will no longer be present to help learners with their tasks, hence their autonomy will
be fostered. Also, Harmer explains that having three English lessons a week at school is not
enough to learn English and students should learn the language outside of school, as well as
during lessons, because of the complexity of language. Therefore, teachers are not capable of
teaching their language learners everything only during class time. (2001, 335) Thus, by
giving learners materials for home studying, teachers can deepen the learners’ knowledge
(Podebtelova 2006). In other words, homework may be a good option when it comes to

fostering learner autonomy and the deepening of the learners’ knowledge.

To conclude, learner autonomy is a concept that is developed not only in basic education, but
also in all areas of education. However, as Sinclair, McGrath, and Lamb claim that “the
development of autonomy in language learning is not a goal in itself, but an essential support
to the development of autonomy in language in language use” (2005, 1). As it has already
been stated, the language learning should be happening not only inside the classroom, but also
outside. One of the tools for improving the autonomy of English learners is considered to be
homework, so it was vital to deal with learner autonomy in this thesis, since the following

chapters are focussed on homework.

12



2 Impacts of Homework in English Classes

Throughout modern history, homework in general has been a constant issue within many
discussions. Opinions about the relevance of homework were like a pendulum swinging from
side to side (Cooper 1985, 85-86). Even today, attitudes towards homework differ and there is
no united opinion. There are humerous opponents and advocates of homework to be found,
quarrelling about its influence and importance. In many publications, there are listed a great
range of negative and positive impacts in giving learners home assignments. Understandably,

there are two distinct camps on the issue and this chapter takes a look at both sides.

2.1 Positive Impacts of Homework in English classes

Homework plays a very important role in the teaching process and aids in the achievement of
set goals. Skalkova defines the learning objectives as the intended and expected outcome of
teaching. To this end, the teacher works in conjunction with the pupils. The learning
objectives are not only about changes in knowledge, but also about the skills and
characteristics of pupils and their personal development (2007, 119). In general, assigning

learners homework can contribute to fulfilling learning objectives.

However, some authors believe that the positive impacts of homework are negligible. For
example, Kohn (2006, 38) claims that positive effects of homework are very small. On the
contrary, David Nunan advocates rather differently in favour of English homework. He claims
that there are many things which cannot be taught in class and although home assignments
can raise a number of difficult issues they can still contribute not only to academic, but also to

non-academic improvement. (1988, 5) In other words, homework can be very beneficial.

Pursuing this further, perhaps the greatest distinction that can be made when discussing
homework is its purpose. Plainly said, the aim for which the homework is set. According to
Cooper, and a host of other writers, homework can serve many positive objectives. He claims
that homework can be assigned for instructional and non-instructional objectives. (2006, 1) In

the two following subchapters, these objectives are examined.
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2.1.1 Instructional Objectives

To begin with, one of the reasons why teachers assign homework is to promote practise. It
plays an important part in recapitulating and reinforcing what students have learnt (Painter
2010, 5), (Horsley and Walker 2013, 6), (Hong and Milgram 2000, 5), (Svancar 2012).
Therefore, giving homework to students helps them to fix their minds on what has been
taught. To support this, Skalkova says that according to research about 70% of teachers
consider the main aim of homework as strengthening of their knowledge from previous
lessons (2007, 241). However, Cooper mentions strong evidence that rather than having one
home assignment focussing only on subject matter covered in a class that day, it is far better
to distribute materials across more assignments focussing on more purposes (1989, 89).
Vatterot also warns that teachers should make sure that learners fully understand the concept
or skill in class before assigning practice homework, because then it could become rather
frustrating for learners and can demotivate them (2009, 97). Basically, assuring that learners
understand the subject matter before assigning homework, which could happen to be very

demanding for them.

Pursuing this further, homework may be given to a learner not only for practising and
strengthening what has been learnt in a previous lesson, but also as a means of extending pre-
learnt skills. According to Cooper, it “involves the transfer of previously learned skills to new
situations” (2006, 1). In other words, it gives students the opportunity to deepen, elaborate,
and enrich previously learned information (Hong and Milgram 2000, 5). In addition, about
25% of teachers believe that the main purpose is both the recapitulation of knowledge already
gained during the previous lesson as well as enrichment of already learned skills (Skalkova
2007, 241). Basically, to practise and extend the knowledge are the main purposes of

homework, according to teachers.

It should also be made clear that integration plays an important part concerning home
assignments. Cooper adds that this kind of homework ‘“can require students to integrate
separately learned skills and concepts™ (2006, 1). Thus, it requires students to produce an end
product by applying multiple skills. Novackova takes it even further by saying that students
could do, for example, some projects for integration of learned skills. It can not only foster
their communicative competence but also develop autonomy, as during these home

assignments learners have valuable opportunity for their own opinions, decisions and they can
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also learn how to organise their works. (2016, 8) Cooper also suggests other types of
integrative homework such as creative writing, book reports and so on (2006, 1).

Yet another reason why homework is important in English classes is a preparation for a
follow-up lesson (Horsley and Walker 2013, 6), (Hong and Milgram 2000, 5). As homework
which could serve as preparation Vatterot suggests, for example, reading an article before a
discussion which will be done in an upcoming lesson (2009, 96). That is to say, its function is

to introduce new subject matter for the follow-up lesson.

To sum up, there is a rich variation of homework and its purposes, being practise, extension,
integration and preparation. In general, every home assignment contains at least one aspect of
communicative competence and by doing homework learners not only extend and deepen

their knowledge but also fulfil learning objectives.

2.1.2 Non-instructional Objectives

To start with, Cooper in his article Synthesis of Research on Homework, describes non —
instructional objectives of homework as non-academic effects, claiming that most of the non-
instructional benefits of homework are considered to be ‘“fostering independent and
responsible character traits” (1989, 86). In other words, they have a vital effect on the

learners’ self-reliance.

Pursuing this further, homework can develop learner autonomy (Cooper 1989, 86), (Buckland
and Short 1993, 1). For instance, while doing homework, learners improve self-direction, self-
discipline and they are also more independent when it comes to problem solving (Cooper
2006, 7). Basically, assigning homework helps learners not only to practise what has been
taught in class but can also encourage their independence, as it gives them opportunities for

planning, organising and evaluating their work while at home.

Additionally, homework can be very beneficial, because every learner has a different way of
learning. According to Painter, during English lessons students must manage tasks in a given
amount of time and in ways which do not always suit their individual learning styles.
Whereas, while doing home assignments students can decide on how they tackle the task and
choose ways which best suit their learning models. (2010, 3) Buckland and Short also add that

unlike in a classroom, working at home gives students more freedom in making decisions
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(1993, 1). Explicitly, learners themselves are able to decide when to start doing a certain task
and how much time they devote to it.

There is also another benefit of assigning homework and it is supporting communication
between school and parents and therefore creating vital connection (Buckland and Short 1993,
2), (Painter 2010, 5), (Cooper 2006, 7), (Horsley and Walker 2013, 6), (Svancar 2012).
Thanks to homework, parents are enabled to form an idea of what is being done at school, and
see how their child is progressing (Horsley and Walker 2013, 6). Schools, therefore, value
homework as “an opportunity to reassure parents that they are promoting self-reliance,
independence and good working habits” (Buckland and Short 1993, 2). In other words, the
school uses homework to assure parents that their children are capable of independent

learning.

In conclusion, the roles of home assignments in English classes are unmistakable and they can
serve many positive objectives, either instructional or non-instructional. However, while
instructional objectives correspond to development of communicative competence and
acquisition of knowledge, non-instructional objectives are more linked to development of

learner autonomy.

In addition, homework has an influence on the learner’s knowledge improvement and being
able to become autonomous. But it depends upon the grade-level of learners. According to
Cooper, home assignments for older learners are more influential than for younger learners.
He also claims that in accordance to learners’ grade-levels, homework should serve different
purposes. For younger learners fostering positive attitudes, getting used to learning outside of
school and development of character traits should be happening by assigning homework. On
the other hand, older learners should benefit from doing homework in terms of promoting
their knowledge. (1989, 88-90) It may be deduced that homework is beneficial for younger
learners in terms of non-instructional qualities and, on the contrary, for older learners

homework has instructional benefits.
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2.2 Negative Impacts of Homework in English Classes

While the previous chapter deals with the positive impact of homework and considers it to be
a part of the learning process which can be an efficient tool in developing students’ learning
and autonomy, this chapter is focussed on the negative impacts of homework. Some authors
present homework in a rather negative light. They believe that giving learners home
assignments may cause a burden on parents, stress for the children, family conflicts, less time

for other activities and may even lead to a lack of interest in learning.

To begin with, homework may cause a burden on parents. Kohn claims that we live in a
hurried time. This has a very negative impact on family life, because there is less time for
enjoying each other and reducing this small amount of “together” time, by having to do
homework, is not a good thing. Parents come home later and they have hardly any energy for
helping their children with homework. (2006, 11) The education of parents plays an important
part when it comes to homework, as, if they are not sufficiently educated in certain subjects,
home assignments can be quite demanding even for them. Eventually, when it is found that
the homework has been badly done, parents are often those who become targets of criticism
(Svancar 2012). Additionally, Czerniawski and Warren (2013, 9) claim that many parents
would rather abolish homework as they believe that everything should be taught in schools.

Another reason that the issuing of homework is rejected is because it is considered to cause
stress for learners. According to Kohn, home assignments are often much too demanding and
children may come to be put under stress, because if they do not accomplish their homework
task, they may find themselves in trouble the following day at school and could be chastised
by their teachers. He also adds that learners, for whom academic learning doesn’t come easily,
can get even more under stress. (2006, 11-13) Cooper adds that this cause differences
between high and low achievers (1989, 86). As such, when the homework task is overly
difficult, slower learners are prone to having problems solving it, compared to their smarter

classmates.

Expanding on this, the burden on parents and their children being under undue stress are
highly connected to the occurrence of conflicts within many families, with the bringing of
extracurricular assignments home also considered to be a major catalyst. According to Kohn,

some family conflicts could occur, as home assignments are required to be completed by a
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certain time. Therefore, tension is created among family members (2006, 12). Hence, peaceful

coexistence within the family may be affected, as a whole, due to homework.

Also, having less time for other activities is considered to be a negative impact of homework.
Kohn takes this even further when saying that “schools shouldn’t be dictating to families how
any of their children’s time in the late afternoon or evening must be spent” (2006, 17).
Evidently, sometimes children are assigned so much homework that there is literally no time
for other activities such as reading for pleasure, or socialising with their friends (Cooper 1989,
87), (Kohn 2006, 16) and (Svancar 2012). Children, especially young learners, need to have a
rest from school. Socialising with other children is vital for their development.

Ultimately, as a consequence of all of the negative impacts of homework mentioned above,
the completion of given home assignments may lead to less interest in learning. Most kids
don’t like homework and procrastinate doing it (Kohn 2006, 18), (Painter 2010, 6) and
(Cooper 1989, 86). They would rather copy it from someone else than do it themselves, since
it is not motivating enough, or they have other subjects to do homework for (Painter 2010, 6)
and (Cooper 1989, 87). Basically, students perceive homework as a chore and this contributes
to their dislike of it.

In conclusion, some authors believe that homework has a negative, rather than positive,
impact on both the children and their parents. They believe that by giving home assignments
the school is guilty of taking away the learners’ scant free time and may lead to causing their
loss of interest in studying, even forcing them to cheat while doing homework. Nevertheless,
all of these negative aspects can be prevented when specific conditions are fulfilled. Thus, the

following chapter is focussed on effective homework.
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3 Effective Homework in English Classes

As previously mentioned, some students perceive homework as a mundane chore, rather than
it being a vital contribution to their studying of English and developing their autonomy. In
order for homework to be effective, certain principles should be implemented. While in the
previous chapter the negative impacts of homework were described, this chapter facilitates

their prevention.

Primarily, learners need to be motivated in order to do their homework. Czerniawski and
Warren claim that homework should motivate learners so as to be effective (2013, 7).
Furthermore, Painter believes that motivating homework should make students feel that its
tasks are useful. Without motivation, the skills of learners of a second language will not be
greatly improved, because they might not do assigned homework at all, or, as already
mentioned, copy it from someone else (2010, 7). Council of Europe also supports this by
claiming that the development of the learners’ motivation is vital because learning the
language is considered to be a lifelong task (2001, 5). Indisputably, the motivation of learners
IS not only important for the completion of homework tasks, but also in the greater target of

successful learning of the target language.

Czerniawski and Warren believe that many teachers set homework as a punishment, or as
finishing-off activity just before the bell goes. Therefore, learners themselves often do not
appreciate the vital role homework plays in their education. Also, when students are well
motivated, the pace of their learning increases and progress becomes obvious. Moreover, their
motivation in class will be fostered. (2013, 7) Homework should be designed in ways which
are “imaginatively conceived, enthusiastically facilitated and creatively deployed that can
stimulate curiosity and innovation” (Czerniawski and Warren 2013, 7). Expressly, homework

should be designed in a way which attracts the learners’ interest.

However, homework is not always motivating enough for students. Buckland and Short state
that homework is commonly assigned in a form of simple exercises such as gap-fills
“designed to consolidate a specific aspect of grammar or vocabulary” (1993, 24). Basically,
by assigning this kind of homework, teachers risk that students could become quickly bored
with all the identical exercises (Buckland and Short 1993, 24). As pointed out by Council of
Europe (2001, 157) tasks should be a part of everyday life which attract learners’ interest and,
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therefore, they are beneficial for improving their communicative competence. Teachers
should know where learners’ interest lie, such as watching films or reading. Particularly, what
their students like doing outside of school, enabling the creation of homework by
implementing this knowledge (Painter p 8). Both Novackova (2016, 5) and Painter (2010, 9)
support this by claiming that when the subject matter makes sense for learners, they like to
learn it. And that connecting it with real life will make their studying even more interesting. It
may be said that assigning learners homework which is connected to their lifestyle makes

them more likely to be motivated to complete it.

Yet another reason why homework is not effective is that teachers do not take time into
consideration. Painter claims that even though homework may be motivating, enjoyable and
worthwhile, setting homework too often and in large amounts can become a time-consuming
obligation (2010 ,8). Cooper supports this argument by claiming that the younger learners are,
the less time they should spend committed on homework, and vice versa (2006, 7-8). Also,
diversity among students calls for different homework (Vatterot 2009, 2). Every learner has
different capabilities and proficient teachers ought to be able to pay attention to their

individual levels and capabilities in completing homework.

Subsequently, homework should be also relevant, capable of communicating the aim behind
it. Painter claims that only when home assignments are relevant, will they help learners to see
the value in committing the assignment at home (2010, 8). Simply said, when learners know

the reason for doing their homework, they will be more likely to do it.

Lastly, teachers should provide learners feedback on their homework. Some authors agree that
when teachers give their learners regular and constructive feedback, the learners are more
likely to do assignments and improve their learning (Paulu 1998, 26), (Hong and Milgram
2000, 142). Paschal et al. (1984) in Hong proclaims that “returning homework assignments
with comments, grades, or both had greater effects on academic achievement than when
individualized feedback was not given” (Hong and Milgram 2000, 121). Paulu adds that
without the feedback, the learners do not know the quality of their effort in doing homework.
Teachers should also provide feedback with specific suggestions on how the homework can
be improved or done in a better way. (1998, 26) However, if the teachers do not have enough
time to give feedback to their learners, they should rather reconsider the number of home
assignments they are assigning (Hong and Milgram 2000, 142). Peer feedback could be a
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solution for the teachers restricted time management (Hong and Milgram 2000, 142-143).
“Peer feedback can help students learn cooperative social skills and teach students how to
evaluate their own and other's efforts” (Paulu 1998, 26). It may be interpreted that by giving

peer feedback, autonomy may be improved.

To summarise, encouraging students to learn at home should entail setting assignments which
are motivating, enjoyable, valuable and relevant for them, because only then the learners
recognise the importance of home assignments leading to their realisation of the fundamental
role of homework tasks in English learning. As well as this, receiving feedback on their
assignments is extremely vital. By doing homework, learners can foster and develop their
communicative competence. With this in mind, the following chapter deals with
communicative competence for which homework, as a part of a language learning process,

plays important part.
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4 Communicative Competence

Communicative competence is the goal of English language teaching and it is defined as “the
language user’s ability to communicate” (Council of Europe 2001, 101). There are several
accepted models of communicative competence. However, for this bachelor thesis the
Common European Framework of Reference for Languages (CEFR) was chosen as
“requirements for foreign language education formulated in the Framework Education
Programme for Elementary Education is based on the Common European Framework of
Reference for Language” (MSMT 2016, 19). In other words, CEFR is utilised in Czech

curriculum documentation.

The concept of communicative competence examined in the CEFR comprises of three
components, containing associated subcomponents. The components are linguistic

competences, sociolinguistic competences and pragmatic competences. (MSMT 2016, 19)

Linguistic competences are made up of six subcomponents. The first is called lexical
competence, which distinguishes lexical elements such as phrasal verbs, collocation, single
word forms, etc. and grammatical elements such as articles, relatives, conjunctions and many
more lexical forms. The second component of linguistic competence is grammatical
competence. It is defined as “knowledge of, and ability to use, the grammatical resources of a
language” (Council of Europe 2001, 112). By this, it is meant that the grammar of a language
helps to assemble its elements into meaningful sentences. The others components are
semantic competence (organisation of the meaning), phonological competence (knowledge of
the phonology of the linguistic system), orthographic competence (including spelling,
punctuation, and so on) and orthoepic competence (the relationship between the pronunciation
of words by reading them aloud and their orthography) (Council of Europe 2001, 110-118).
All of these subcomponents of linguistic competence are defined as “knowledge of, and
ability to use, the formal resources from which well-formed, meaningful messages may be
assembled and formulated” (Council of Europe 2001, 109). Fundamentally, it is the working

knowledge of a language system.

Sociolinguistic competences are described as “knowledge and skills required to deal with the
social dimension of language use” (Council of Europe 2001, 118). Basically, the utilisation of

the language appropriate to social context. In these competences there may be found linguistic
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markers of social relations (turn taking, expletives, greeting and addressing people),
politeness conventions (impoliteness, positive and negative politeness), expressions of folk
wisdom (proverbs, idioms, familiar quotations), registering of differences (dealing with
differences in levels of formality) and dialect along with accent (dealing with social class,
region provenance, national origin) (Council of Europe 2001, 118-121) Generally,
sociolinguistic competences refer to using a language in a manner which is appropriate to

social context.

Pragmatic competences are concerned with discourse competence and functional competence.
Discourse competence deals with sentence arrangement in a sequence of appropriate structure
and also offering flexibility in defined circumstances, by using appropriate expressions.
Whereas functional competence considers “the use of spoken discourse and written texts in
communication for particular functional purposes” (Council of Europe 2001, 125), pragmatic
competence also deals with fluency in speaking, coherence and cohesion of written form and
text design (how written texts are designed, how stories are told, etc.) (Council of Europe
2001, 123-130).

Linguistic competences, sociolinguistic competences and pragmatic competences along with
all their subcomponents are all highly connected, and together form the target communicative
competence. Developing communicative competence is the major long-term goal in the
process of teaching and learning languages and, as such, in order to thoroughly develop this

competence, it is vital to practise it.

According to Council of Europe (2001, 14), this may be undertaken by performing various
language activities involving reception and production, which are considered to be primary.
Receptive skills comprise of reading and listening tasks, whilst productive skills contain
elements of writing and speaking. These four skills (reading, writing, listening and speaking)
are vital for interaction, being another language activity, happening when at least two
participants communicate in both oral and written form (Council of Europe 2001, 14). The
last language activity is called mediation, which allows learner to mediate between their L1
(mother tongue) and English (or whichever the target language is). It is described as
“translation or interpretation, a paraphrase, summary or record, provides for a third party a
(re)formulation of a source text to which this third party does not have direct access” (Council
of Europe 2001, 14).
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As long as the four language skills play the main role in the process of effective
communication either in written or spoken form (Sebestova 2014, 29), acquiring and
improving these skills is a long-term aim in English language teaching (Sebestova 2014, 29),
(Harmer 2001, 154) and (Hendrich 1988, 89). Therefore, the following chapter is focussed on
reading, writing, listening and speaking.
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5 Language Skills as the Aim of Language Teaching in

Connection to Homework

In order to achieve its aims, the Common European Framework of Reference for Languages
has adopted a particular approach called the action-oriented approach. Action-oriented tasks
are purposeful for students, as they may encounter them in everyday life, and in the name of
language acquisition it considers communication in view to accomplish specific tasks (2001,
9). Basically, they are tasks which learners of English could easily come across in everyday
life.

And, therefore, receptive and productive skills are considered as one of the key elements
(Council of Europe 2001, 9-15). Also Doporuceni Evropského parlamentu a Rady o klicovych
schopnostech pro celozZivotni uceni (2006, s. 15), which considers communication in foreign
languages as one of the key competences, claims that skills for communication in a foreign
language are “ability to understand spoken communications, to start, to lead and end
conversations, and to read, understand and create texts corresponding to individual needs”
(2006, 15). Meaning, the document considers listening, speaking, reading and writing in a
foreign language to be the key abilities. Sebestova (2014, 32) expresses that mastering the
four language skills is the aim of communicative competence and applying these four skills in

language teaching leads to their development.

However, Sebestova (2014, 32) and Council of Europe (2001, 161-162) claim that in order to
develop these skills, language components must be acquired. They are vocabulary, grammar,
spelling and pronunciation. But, as is written above, receptive and productive skills are the
aim of language teaching, and so this chapter deals with reading, listening, writing and

speaking.
5.1 Reading

Reading is defined as an activity in which “the user as reader receives and processes as input
written texts produced by one or more writers” (Council of Europe 2001, 68). Making it a

skill where the learners glean information from a given text.
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There are many reasons why teachers should encourage students to read texts, as reading has
a vast array of benefits. For instance, while reading learners can acquire a good model for
writing in English, as they can clearly see what they are encouraged to do in their own writing
tasks. (Harmer 2001, 68) Reading also enables learners not only to come in contact with
spelling, vocabulary and grammar, as they can see them in context, but also punctuation; the
way sentences and texts are constructed (Nunan 1991, 63-66). Homework consisting of
reading is very beneficial for learners as they can acquire new knowledge implicitly, in other

words unconsciously.

However, homework must motivate the learners. Painter claims that learners sometimes do
not often do their homework at all since it is not motivating or encouraging enough (2010,
121). As already mentioned in chapter 4, homework concerning reading, or any other skills,
should be more connected to real life situations and according to the learners’ interest.
Painter claims that the acquisition is then likely guaranteed (2010, 121). Painter (2010, 136)
and (Buckland and Short 1993, 21) name some great homework tasks which could be
assigned for learners, being reading an article, newspaper or magazine. In this way, learners
can read for a specific purpose. For example, to prepare context for arguments for a debate in
a follow-up lesson. Painter also suggests another type of homework which is surfing the
internet for information about the learners’ favourite famous person (2010, 121). Buckland
and Short emphasise using dictionaries for home studying, as they not only help to improve
level of English, but also “develop the ability to learn independently” (1993, 18). Again, it

helps them to be autonomous in learning.
5.2 Listening

Listening activities are defined in CEFR as activities where “the language user as listener
receives and processes a spoken input produced by one or more speakers” (2001, 65). That is

to say, the learners perceive language by listening spoken utterance.

Listening is considered to be very demanding for learners. Sebestova claims that although
listening is the most used skill in our lives, on the contrary it is considered by learners to be
the most difficult skill out of all four language skills (2014, 33). However, Harmer claims that
one of the reasons why learners should do listening, is not only to learn the target language,
but also to come across other varieties of English, because they can encounter other accents

and dialects unconsciously. He also states that authentic listening is a very good way of
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improving learners’ pronunciation and to be concrete in pitch, sound and intonation. (2001,
97) It may be inferred that listening is beneficial for improving the understanding of spoken

utterance and also for communication by way of speaking.

As such, homework focussed on listening should be very motivating to attract the learners’
interest. Painter emphasises that listening, the same as reading, should be interesting and
motivating for learners, in order for them to complete their homework. He suggests home
assignments such as watching films at the cinema, because there are two benefits - the
enjoyment of going to the cinema and language learning equations as well. (2010, 121) To
improve listening skills Buckland and Short also suggest other authentic sources such as
listening to the radio, or television, in English, also being very beneficial to learners, as they
can practise listening for detailed information (1993, 14). Specifically, all of these home

assignments are connected to the learners’ real lives and are likely to be more motivating.
5.3 Writing

Council of Europe defines writing activities as such activities in which the “language user as a
writer produces a written text which is received by a readership of one or more readers”
(2001, 61). This also entails written interaction, during which participants alternate as
receivers and producers (Council of Europe 2001, 82). Basically, learners of English not only

create written texts but can also interact with others.

There are many reasons for assigning written homework tasks. Firstly, according to Harmer,
learners need to do writing assignments in order to know how to write letters, reply to
advertisements and so on. Secondly, writing is good for reinforcement, as many learners
acquire language from seeing it written down. They can demonstrate language construction
and, hopefully, memorise the correct manipulation of the language skill. Lastly, writing is
good for language development because “the processing of writing helps us to learn as we go

along” (2001, 79). Indicating that by writing we develop the second language.

Homework focussed on writing can be very beneficial for learners. However, Buckland and
Short (1993, 24) along with Painter (2010, 57-71) again emphasise that writing tasks should
be motivating, communicative, creative, realistic and enjoyable. Painter suggests activities
such as writing a letter which can develop their letter-writing skill. Other examples of

homework could be keeping a diary, writing a pocket story, exchanging letters or writing
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notes on reading. (2010, 57-62) Basically, home assignments focussed on writing should be

connected common life.
5.4 Speaking

According to Council of Europe (2001, 58) speaking activities are those when the “language
user produces an oral text which is received by one or more listeners” (2001, 58). Council of
Europe also includes here spoken interaction where a speaker and listener interact alternately
in speaking (2001, 73).

Speaking is considered to be the most superior of all language skills. Ur claims that of all the
four skills “speaking seems intuitively the most important: people who know the language are
referred to as speakers of the language” (2009, 120). Painter supports this statement by saying
that quite often learners prefer oral communication, rather than other skills and, therefore,
teachers should spend time developing it. He also believes that practising speaking skills
should be created in a way in which it is similar to daily life as much as possible, because
only then the learners will be better prepared for using English in real-life situations (2010,
87). Essentially, speaking activities should be as similar as possible to the reality of the

learners’ lives.

Pursuing this further, homework could be a good option for practising speaking skills as there
is little time for it during class time. Buckland and Short claim that lack of time during the
lesson can inhibit the development of speaking (1993, 3). What is more, Painter claims that
practising productive skills such as speaking in form of home assignment is very beneficial as
students get a chance to develop their confidence away from their teacher’s and classmates’
listening (Painter 2010, 87). In other words, thanks to homework, learners can gain

confidence in speaking and practise their pronunciation.

Nevertheless, frequency of homework tasks based on speaking is very low. Buckland and
Short claim that learners are usually assigned homework focussing on reading and writing,
rather than speaking. However, they explain that there are many effective ways in which
learners can practise speaking skills at home as a part of homework. One of the activities
could be making and using pictograms, as students have control over the task and its content.
This activity can be used for practising phrases that have already been taught in class. (1993,

3) Painter also suggested an activity called ‘Structured conversation’ for practising the
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language elements taught during lessons. Learners are given a list of questions and have to
use them with either a native speaker, or other English learner. Another idea for homework,
which she describes in her book, is a taped journal; where students are encouraged to practise
talking about, and recording, topics which are relevant to them. (2010, 88) Once again, the
topics have some kind of connection with their real lives and are, therefore, more motivating

for them.

To recapitulate, the mastering of language skills is the aim of English language teaching and
homework is a vital part of the learning process. There are a great number of activities
focussed on developing reading, writing, listening and speaking skills. However, the most
important factor regarding homework is whether it sufficiently motivates learners, or not.
Thus, all homework assigned to English learners should be motivating, creative, engaging and
connected to real-life situations, because only then can the learners work on the progression

of their language knowledge and skills.
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6 Conclusion of the Theoretical Part

Historically, and up to the present day, home assignments have often been a hotly debated
issue in many discussions and, hence, there are many supporters and advocates. Within this

theoretical part, both opinions are looked at.

In the first part, homework is put in the wider context of learner autonomy, with homework
being considered to be a contribution to it. Also, in this part there is shown an explanation of

the positive and negative impacts of home assignments.

In the second part, theory, which is also based on literature, provides a view on home
assignments, presented in rather positive light. It describes not only the way to design
homework tasks, being motivating to learners, but it also deals with suitable homework tasks
for developing reading, writing, listening and speaking skills, which are considered to be the
aim of English language teaching. The concept of communicative competence is also

explained herein.
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111 PRACTICAL PART

7 Introduction to the Research

In the previous part of this thesis, the issue of the role of homework in English language
learning is explained and described on the basis of the theory of English Language Teaching.
In this part, the conclusions and the theoretical findings mentioned in the previous part are

verified.

The practical part of this bachelor thesis concentrates on home assignments which were
collected in eight class of a particular basic school from the beginning of September till the
end of December. The research tries to investigate the contribution of homework to English

language learning.

This empirical part is divided into 3 main chapters. The first chapter is this introduction to the
research, where research questions are formulated, with the methodology and characteristics
of this research explained. The second chapter deals with the research itself. Firstly, it
comments on the results of the analysis of the homework task. Secondly, an interview with
the teacher is presented. Finally, in the last chapter provides all the collated results and

research questions are answered.

7.1 Aim of the Research

Since the contribution of homework to English language learning has been an issue for many
discussions, the aim of the research is to investigate whether the home assignments in English
lessons, collected in a particular basic school, have an impact on the development of the
individual components of communicative competence and language skills. The research is
also concentrated on the purposes for which the homework tasks were assigned. It also tries to
discover the attitude of the teacher towards home assignments and how she personally

motivates her learners to do the assigned homework.

As being specified as the aim of the research, this paragraph includes the formulation of the
research questions. Svaii¢ek and Sed’ova believe that research questions are used to fulfil two

primary functions; the first function is to show the way of conducting the research and the
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second is to help to design research in order to produce results which are in alignment with
the aims. They also state that research questions are the most important part of every research

project. (2007, 69) Therefore, this research is based on these questions:

1. For which purposes are home assignments mostly assigned?

2. Does the homework contribute to developing language skills?

3. Which components of communicative competence (linguistic, sociolinguistic,
pragmatic) of the English learners are mostly developed and throughout which
home assignments?

4. What is the teacher’s attitude towards homework in general? Which positives and
negatives do home assignments have according to her? What does she think about
the connection between homework and learner autonomy? How does she motivate

the learners to do home assignments?

7.2 Data Collection Tools and Research Characteristics

For this research, | have carefully selected a female teacher of English with many years of
experience in teaching English. She teaches the second grade in a basic school. As the most
suitable class of hers for my research, the eighth class was chosen because of the learners’
level of English. All of the learners are very good at English, because they are motivated by

the teacher.

| have decided to use text analysis and an interview as the research methodologies, as
collection tools for data collection. Thus, the research consists of two parts. In this chapter,
the two mentioned methods of data collection are briefly introduced. Research characteristics

are also outlined and explained.

7.2.1 Text Analysis of Homework

Text analysis is the first methodology used for my research. According to Gavora, text
analysis is the evaluation of content of texts (2000, 17). Miovsky adds that text analysis is
considered to be such a research methodology which is based on the analysis of already
existing material and which is the source of information relevant for the aim of the research
(2006, 98). In other words, the researcher does not create new materials, or data, for his or her

analysis, but, instead, works only with already existing, collected material. This is a different
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procedure for creating data in comparison to other methods, for example, an interview or

observation.

In addition, the researcher does not participate in the creation of the documents, but partakes
only during their selecting and analysis (Miovsky 2006, 99). Put differently, the researcher

cannot influence, or change, the character of the material.

In the case of this research, home assignments were collected during 4 months from
September till December 2017 in an unnamed basic school in the Central Bohemian Region

of Czechia. They were copied by the teacher and given to me for analysis.

The homework analysis was carried out as follows. All the thirty home assignments were
analysed according to two specific criteria, which homework may develop. The first criterion
being the components of communicative competences (linguistic, sociolinguistic, pragmatic)
and the second criterion being the four language skills (reading, writing, listening and
speaking). They were then also analysed for which purposes (preparation, practice, extension,
integration) they had been assigned to the learners by the teacher. All the collected data was
formulated in the table in the checklist, which is seen in Appendix 2, and then graphs were

created according to the aim and commented on.

7.2.2 Interview

Since I decided to investigate the teacher’s opinion regarding homework, | opted for the
method called an interview. More concretely, a semi-structured interview process was chosen

for my research.

An interview, in general, is a qualitative research technique where questions, which
correspond to the research aims, are asked in a person-to-person meeting in which one person
elicits some information from another (Merriam 1998, 71). Miovsky adds that there are
usually from one to three respondents (2006, 155-156). In the case of my research, there was
only one respondent. An interview has many advantages. For example, the interviewer is able
to observe the verbal and non-verbal reaction of interviewee (Cohen, Manion and Morrison
2000, 279). Chraska gives us another benefit and it is that an interview is closer to natural and
real communication. Last, but not least, the interviewer can better establish contact with the
respondent (1998, 114).
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There are three basic types of interview; non-structured, semi-structured and structured
(Miovsky 2006, 157), (Chraska, 1998, 113-114). | considered the semi-structured interview to
be the most appropriate for my research, as it is not only the most widely used, but also has
many benefits. Miovsky claims that in a semi-structured interview, the interviewer has got the
so called core of the interview, with themes and questions which must be answered by the
respondent. The interviewer makes sure that all the specific themes needed for his research
shall be answered. Then interviewer may also ask supplementary questions, if deemed
necessary for clarification. Hence, accuracy can be reached in comparison to a structured
interview. (2006, 159-161) In addition, the sequence of the questions can be changed in order
to maximize the amount of information gained during the interview (Cohen, Manion and
Morrison 2000, 278). Intrinsically, the interviewer has got more control, a free hand and

flexibility during the interview process.

In this research, the semi-structured interview was conducted, after analysing the homework,
to increase the reliability of my research. It was done with only one interviewee, being the
same English teacher from whom | collected the home assignments for analysis. My questions
were designed in an open-ended form, to harvest as much information as possible, and were
asked in the teacher’s mother tongue, Czech, to avoid any misunderstandings and to make the
respondent feel more comfortable. Also, the place for the interview was chosen according to

the wishes of the interviewee, being in her home.

The teacher was asked a set of five questions. The first question was to find out the teacher’s
attitude towards home assignments in classes of English in general. This was followed by a
question which tried to investigate whether she sees any negative aspects of homework in
English classes. After that, the opposite question was asked, regarding any positives aspect of
homework. The fourth question, clarified the teacher’s opinion of learner autonomy in
connection to homework. Finally, the last question was designed to find out how the teacher

personally motivates learners to complete their home assignments.

There were also other more detailed pre-prepared questions ready to be asked, if needed.
Nonetheless, the five basic questions were sufficient for my study purposes during the

interview and | found it to be unnecessary to ask the teacher the additional ones.
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8 Research

My research is divided into two main parts; homework analysis and an interview with a
teacher. Through both, the obtained data of the research are interpreted and commented on. In
the first section, the analyses of home assignments in terms of their purpose is focused upon,
then which specific skills the homework tasks develop and lastly, and ultimately, their
content, more precisely, which components of communicative competence are developed the
most by the homework. In the second section, the interview, which discovered the teacher’s
expectations of homework, is discussed. All of the collected home assignments were

analysed, with the corresponding data being enclosed in the Appendix 1 and Appendix 2.
8.1 Homework Analysis

As it was already written in the previous paragraph this is the first part of the research. It is
divided into three analyses. Firstly, homework will be examined for their purposes. Secondly,
the research will analyse homework in terms of four language skills. And lastly, the analyses
will try to investigate, which components of communicative competence are developed the

most.

8.1.1 Purposes of Homework

Homework can be assigned for many purposes. As shown in theoretical part of this paper,
they may be divided into four main purposes - preparation for a follow up lesson, practise of
the matter discussed in the lesson, extension of knowledge and, finally, for integration. All the

collected results being graphically depicted in Figure 1.
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Figure 1: Purposes of collected homework
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In the graph we can see that twenty two home assignments were assigned with the target of
extending the students’ knowledge. This being, by far, the most common reason why the
teacher assigned homework to the class. It is followed by homework focusing on practicing
knowledge gained during a lesson, which being done by means of twenty homework tasks
from all of the thirty assigned by the teacher. However, preparation and integration reached
rather small numbers. As also shown in Figure 1, only eight home assignments were assigned
for preparation, with just four being for integration. Thus, integration as a purpose of

homework is uncovered to be, within this research, by far the least frequent.

Basically, the most common reason for the giving of home assignments were to fulfil
extension and practise. In practise, the results of this research are proved to be in alignment
with the expected results given in the theoretical part (chapter 2.1.1), wherein, the teachers

agree that extension and practise are the main purposes of homework.

5 PURPOSES OF HOMEWORK
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Figure 2: Homework serving one and more purposes

However, in diagram depicted in Figure 2 we can see data from all thirty homework tasks,
where the majority of them were assigned with the target of fulfilling at least two purposes.

Only a relatively few homework tasks served only one purpose.

In first place, there are twelve homework tasks which were assigned for practice and
extension at once. Most of the time homework being oriented on grammar and vocabulary.

For example, translation of Czech sentences into English, or gap-fills.
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In second place in frequency, there are home assignments which being assigned for only one
purpose — practice. The homework tasks were oriented mainly on grammar and vocabulary.

The third place is occupied by homework which served for preparation and extension. These
home assignments being focussed mainly on writing and reading disciplines, with the learners

being asked to read texts in preparation for a discussion during a follow up lesson.

In joint last place, there are two types of homework handed out in the same frequency. The
first type being assigned for integration and extension. These homework tasks involved the
learners writing an essay on a predetermined subject. The second type being home
assignments, assigned for three purposes; preparation, extension and integration, with the
learners being again asked to write essays and prepare for a presentation in a follow up lesson.

In summary, all of my findings are focussed on the purposes for which home assignments
were assigned to learners, with the resulting data being in stark agreement with my theoretical
part. Therefore, the most utilised purposes may be outlined to be extension and practise. It is
important to state the fact that homework is rarely focussed on only one purpose, but usually
covers at least two specific aims. It can be said that the results of this part of research coincide

with the theoretical part (see chapter 2.1.1)

8.1.2 Language Skills

This subchapter analyses homework in terms of whether the collected homework develops
individual language skills (reading, writing, listening, speaking), and also on the language
components. In the first part, all thirty collected homework tasks are analysed according to
both language skills and language components (grammar, spelling, pronunciation and
vocabulary) because the language components are an integral part of language learning.
However, in the second part of this subchapter, the centre of my interest is only on language
skills, as they are considered to be the most important thing while learning a language (see

chapter 5).
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Figure 3: homework targeting both language skills and language components

Diagram depicted in Figure 3 shows the number of home assignments which target individual
language skills and components. The majority of homework is mainly focussed on developing
the language components of grammar and vocabulary. Next, there are the development of
writing and reading, with the least focussed on being speaking, represented by only one
homework task. However, none of the thirty homework tasks were assigned to develop

listening skills, pronunciation, nor spelling as language components.

It is also very important to comment on the fact that home assignments were, in most cases,
assigned to develop more than one language skill, or one language component. In my
analysis, tasks are usually found to be focussed on both grammar and vocabulary as the
language components, as well as on more than only one language skill. As such, this work is
only focussed on these four language skills, with all of the results being graphically depicted

in Figure 4.
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Figure 4: Homework targeting only language skills

Here may be seen the numbers of home assignments which aimed to develop reading, writing,
listening and speaking. There are 10 homework tasks which develop language skills from all
of the 30 collected and analysed. Some of the language skills are shown to be in pairs in the
diagram, as the tasks focus on two language skills at once. These kinds of home assignments
were very useful for the learners, enabling them to foster many language skills at the same

time.

Firstly, the most frequent home assignments assigned by the teacher to her learners were
focussed on reading and writing. There were six homework tasks. Most of the time, they were
articles. Learners were supposed to read them and then write their own notes, in preparation
for a discussion during a follow up lesson. This includes home assignments number 26, 27, 28
and 29, wherein the learners were also asked not only to write notes about their reading task,
but also to rewrite the story they had read. For instance, in homework task number 30, where
they read the story of Aladdin. Also in homework task number 8 with the learners being
supposed to read an email in their workbook, and then to write a response to the email. They
were asked by the teacher to use a separate piece of paper to write a longer answer, instead of
the six narrow lines allocated in their workbook. It was done with the aim to practise their
writing skill even more. In addition, the given articles, including the story of Aladdin, were
taken from English magazines for English learners in order to make use of another teaching
aid and not rely only the students’ textbooks or workbooks. Also, all of the reading topics
were connected to real life issues, being motivational for students. Therefore, it may be

inferred that these types of home assignments coincide with the theoretical part in chapter 3.
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Secondly, after homework focussing on developing two skills; reading and writing at the
same time, there are, in second place in frequency, two homework tasks assigned in order to
develop only writing. This includes homework tasks number 18 and 20. In the former
homework task, the learners were required to write a description of their bedroom in A4

format and in the latter, they had to write an essay about ‘New York City’, also in A4 format.

Thirdly, there are two home assignments in last place in the frequency. The first homework
task being focussed only on reading. It was homework task number 25. Learners were asked
to read an email from their work book in preparation for a follow up lesson activity. The
second homework task, number 24, being focussed on two skills; writing and speaking, in
which the learners had to write one page, A4 essay on the given topic ‘A Czech inventor’.
Then, they had to prepare for a presentation, to be given during a school lesson, in which they
would talk about their chosen Czech inventor, detailing facts they had found out regarding

them.

Unfortunately, none of all of the thirty collected home assignments was assigned to foster
listening, which is not a good result. Learners, therefore, were not tasked to improve their
listening skills by doing home assignments outside of school. As the theory says, listening is
not only good for understanding spoken utterance, but also for improving speaking skills .As
it is seen in graph in Figure 4, speaking is also poorly represented.

In conclusion, the first part this analysis shows that the thirty given home assignments
developed mainly the language components of grammar and vocabulary. In the second part,
which is focussed only on the four language skills, it is shown that most of the homework
focusing on language skills developed mainly reading and writing. In was also investigated
that homework targeted more than only one skill, which, in turn, is very beneficial for the
learners of English. Also, most of the tasks are found to be motivational for the learners. The
least frequent were homework oriented on speaking. Listening was not developed at all. The
result of this part of analysis coincides with the theoretical part in chapter 5.4 where Buckland
and Short claim that learners are usually assigned homework focussing on reading and

writing, rather than speaking.
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8.1.3 Components of Communicative Competence

Whereas the previous chapters deals with home assignments in terms of purpose and language
skills along with language components, this subchapter leads us through analysis of the
individual components of communicative competence. As is explained in detail in the
theoretical part, communicative competence comprises of three components and their
subcomponents. The first subchapter is focussed on Linguistic competence, the second on
Sociolinguistic competence and the last subchapter on Pragmatic competence. There are also
comments on through which kind of homework task the subcomponents of individual

components of communicative competence may be developed.

8.1.3.1 Linguistic Competences
Linguistic competence is the first to be examined. It consists of lexical competence,
grammatical competence, semantic competence, phonological competence, orthographic
competence and, lastly, orthoepic competence. It is focussed on them individually.

ELINGUISTICS COMPETENCES
30

27
i
1 1

LEXICAL GRANMATICAL SEMANTIC PHONOLOGICAL ORTHOGRAPHIC ORTHOEPIC
COMPETENCE COMPETENCE COMPETENCE COMPETENCE COMPETENCE COMPETENCE

Figure 5: Subcomponents of Linguistic competences developed by homework

As we can see in Figure 5 there are two subcomponents of language competences which are
developed by all 30 home assignments. The first is lexical competence, which distinguishes
lexical and grammatical elements. Learners are supposed to not only produce, but also
understand the words of a language. The second subcomponent, involved in all 30 homework
tasks, is semantic competence. As also written in the theoretical part of this work, it organises
the meaning, with the learners having to understand the words and grammar to be able to

complete assigned tasks.

41


https://www.thoughtco.com/word-english-language-1692612
https://www.thoughtco.com/what-is-a-language-1691218

Then, following the most frequent subcomponents of linguistic competences, is grammatical
competence. In this competence, the learner must be able to recognise and produce
grammatical sentences, or phrases. Hence, the amount of homework tasks focussed on
developing this competence is very high, numbering 28 home assignments. There were, for
example, exercises for practising particular tenses (homework tasks number 16, 17, 21, 22) or
filling in gaps with an appropriate grammatical word (homework number 11). Translation
tasks were also given as home assignments, with the students having to understand. It
included not only grammatical competence but also lexical and semantic competence in order
to correctly translate Czech sentences into English sentences (homework tasks number 1, 2, 3,
4, 5, 6, 13). Also, home assignments, which focussed on reading, writing and speaking,
required the students’ to have sufficient knowledge of grammar to be able to understand the

texts and then produce the language, either in written or spoken form.

Grammatical competence is followed by orthographic competence, which involves perception
and production of alphabetic symbols. It was developed by almost all of the homework tasks,
to be precise 27 of them. This is because in all of these 27 home assignments, the learners had
to accomplish them in written form, therefore, utilising the English alphabet and their ability
to spell words. In the 3 remaining homework tasks, which did not developed orthographic
competence, learner are asked, for example, only to circle a word (homework number 23), or

match the halves of expressions (homework number 19).

The last two subcomponents of linguistic competence were not very frequent. They were
developed only by one home assignment. The first is called orthoepic competence. As the
theoretical part says, it is a competence where the learners are required to speak with correct
pronunciation from a written text. There is only one homework of this kind, which developed
this competence. It is number 24. The learners were asked to make a presentation about a
famous Czech inventor. They were allowed to have notes and were not asked by the teacher to

know the content of their presentations by heart.

The second, and the least, developed subcomponent is phonological competence, which
involves knowledge of the phonology of the linguistic system. It was also developed by only
one home assignment, specifically by the same homework as orthoepic competence, number
24.
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Figure 6: Orientatio of homework developing individual subcomponnets of Linguistic competence

In diagram depicted in Figure 6 we can see through which types of home assignments the
individual subcomponents of linguistic competence were mostly developed. From first sight,
we can see that linguistic competence was mainly developed through homework oriented on
grammar and vocabulary. There were developed lexical competence, grammatical
competence, semantic competence and orthographic. They were mainly gap-fills, multiple
choice and matching. All of these home assignments were chosen by the teacher from the
learners’ workbook. For example, learners were asked to fill in an exercise with grammatical
or lexical elements of isolated words, which can be seen in homework tasks number 9, 14. Or,
they had to write whole structures in a gap. This can be seen, for example, in homework tasks
number 16, 17, 21. These kinds of home assignments, as theoretically defined, are the least
motivational for learners of English and surprisingly, as may be clearly seen, the number of
them is the highest. Another type of homework task, aimed at developing all these
competences, whilst being orientated on grammar and vocabulary, were translations of
sentences. There were, altogether, seven homework tasks which consisted of sentences which
were made up by the teacher. She wanted the sentences to be as close to a real life situation as

possible and, therefore, more motivating for the learners.

Homework tasks focusing on the language skills of writing, reading and speaking are in the
second place in frequency. They were mainly articles and essays. Homework tasks oriented

on speaking is the least frequent and, as such, it developed linguistic competence the least.

To sum up, the most developed subcomponents of linguistic competence are lexical
competence, semantic competence orthographic competence and grammatical competence.
The overwhelming majority of home assignments were assigned in written form rather than in
spoken form because, as theory says, orthographic competence includes spelling, punctuation,
etc. and the learners were utilising writing in the majority of their homework. Lastly,
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linguistic competences were seen to be developed mainly by home assignments oriented on

grammar and vocabulary.

8.1.3.2 Sociolinguistic Competences
After linguistic competences, sociolinguistic competence is the next to be analysed. It is
defined as the knowledge and skills required to deal with the social dimension of language
use. Sociolinguistic competence, as written in the theoretical part of this bachelor thesis, is
made up of five subcomponents; linguistic markers of social relations, politeness conventions,
expression of folk wisdom, to register differences and lastly dialect and accent. All are

examined in this subchapter.

B SOCIOLINGUISTIC COMPETENCES
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Figure 7: Subcomponents of Sociolinguistic competences developed by homework

As we can see in Figure 7 the most covered subcomponent of sociolinguistic competence are
politeness conventions and register differences, which were developed by nine home
assignments. Then, they are followed by linguistic markers of social relations along with
expression of folk wisdom and, lastly, dialect and accent, which were only developed by three

home assignments.

Politeness conventions, as the most developed, cover positive politeness, negative politeness
and impoliteness. The homework targeted mainly negative politeness. For example, in
homework task number 7, learners had to write should or shouldn’t in the dialogue. In
homework task number 8, the learners had to write an answer to an email and giving advice to
the email writer, again using the modal verbs should or shouldn’t, for advice. There were
other home assignments in which the learners are asked to use must, mustn’t, don’t have to

(homework tasks number 10, 11). Learners also developed politeness convention implicitly,
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as, for example, in home assignments oriented on reading (numbers 28 and 30) where

politeness conventions also appeared.

Register differences, which are in the second place in frequency, deals with differences in
levels of formality. For instance, in homework task number 8, the learners are supposed to
write an email to a friend and therefore use appropriate register. In homework tasks number
20 and 24, a suitable register is needed, as well as the learners’ primary tasks to write essays

about ‘New York City’ and a ‘Famous Czech inventor’.

Similarly, in Politeness conventions. In this subcomponent the learners were developing it
implicitly, without awareness. This was happening mainly in homework tasks number 26, 27,
28, 29, 30, where learners were reading articles, and, therefore, appropriate register was used

in them.

Linguistic markers of social relations, third in frequency, deals with turn taking, expletives,
greeting and addressing people. For example, in homework task number 8, the learners are
asked to answer an email, requiring them to use an appropriate greeting at the beginning and
the end of their email. In homework task number 25 the learners are supposed to read an
email and therefore develop, implicitly, linguistic markers of social relations as they come
across types of greetings. The third homework task which develops this subcomponent, is
number 30. It is the story of Aladdin, and there are also some linguistic markers of social

relations included and so, again, learners developed implicitly.

Expression of folk wisdom, which covers proverbs, idioms, familiar quotations, etc., is also in
third place in frequency. The learners fostered this subcomponent in homework tasks number
27, 28 and 29. These home assignments are articles, which include mainly proverbs or idioms

and the learners come into contact with them unconsciously.

Dialect and accent are the last to be commented on. They deal with social class, region
provenance, national origin, etc. It was developed, for example, in homework task number 27.
It is an article where some Gaelic words are used and also some idioms. In homework number
29, which is also an article, uses idioms as well. And lastly, homework task number 30, the
story of Aladdin, wherein, once again, there are idioms. Therefore, the learners came into

contact with these kinds of words and expression without awareness.
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Figure 8: Orientation of homework developing individual subcomponnets of Sociolinguistic competences

In Figure 8 we can see through which types of home assignments the individual

subcomponents of sociolinguistic competence are mostly developed.

Firstly, we can see home assignments, focussing on the language skill of reading, developed
all the subcomponents of sociolinguistic competence; although register differences is the most

developed.

Homework focussing on language components grammar and vocabulary developed only
politeness conventions. As written above, in these homework tasks students were supposed to

fill in exercises focussed on modal verbs.

Home assignments which developed writing targeted mainly on register differences, where
there were two essays and one email to be written. There are no homework tasks on listening,

spelling and pronunciation, as they were not assigned by the teacher at all.

In conclusion, the most developed subcomponents of sociolinguistic competence are
politeness conventions and register differences. The rest of the subcomponents were not much
developed and with most being developed unconsciously. The sociolinguistic competences

were developed mainly through homework oriented on reading.

8.1.3.3 Pragmatic Competences
Pragmatic competences are the last components of communicative competence to be

commented on. They are concerned with discourse competence and functional competence, as
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written in the theoretical part of this bachelor thesis. These two competences are commented

on in this subchapter.

® PRAGMATIC COMPETENCES
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Figure 9: Subcomponents of Pragmatic competences developed by homework

Even though both discourse competence and functional competence reached almost the same
number in frequency, functional competence was slightly more frequent. Specifically, 14
homework task developed discourse competence and 16 homework task targeted functional

competence. The numbers are depicted in Figure 9.
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Figure 10: Orientation of homework developing individual subcomponnets of Pragmatic competences

As may be seen in Figure 10 discourse competence and functional competence occurred
together most of the time. However, homework tasks based on grammar and vocabulary are
the only ones in which discourse competence and pragmatic competence are not at the same
level in frequency, because there are some homework tasks (number 10 and 11) focussed
only on structure. The learners had to fill in isolated sentences by using the modal verbs must,
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mustn’t and don’t have to, therefore, only functional competence was developed in these

home assignments.

Discourse and functional competence were developed mainly by home assignments focussing
on writing and reading, and then through homework considering grammar and vocabulary.
Speaking developed pragmatic competence the least, as there was only one home assignment
for developing speaking skills. In homework focussing on writing, the learners are, for
example, asked to write essays (homework tasks number 18, 20, 24) and, hence, create
coherent texts. Other examples are home assignments number 26, 27, 28 and 29 where they

are supposed to write notes from articles they have read.

Another types of homework though which pragmatic competence was developed are those,
which are focussed on reading. By reading the articles (homework tasks number 26, 27, 28,
29), story (homework task number 30) and emails (number tasks 8 and 25) the learners came

across different types of texts and their functions.

To conclude, both discourse and functional competences reach almost the same number in
frequency. They are developed through home assignments oriented mainly on writing and

reading.
8.2 Interview

After the analysis of the home assignments the interview with the teacher is yet another step
in my research. The teacher was given a list of 5 questions to determine what is her attitude
towards homework in general, which positives and negatives do home assignments have
according to her, what does she think about the connection between homework and learner

autonomy and lastly, how she motivate the learners to do home assignments.

The questions were asked in Czech language. However, they are interpreted in the language

of study and, thus, the answers may be slightly modified in translation.

The first asked question was ‘What is the teacher’s attitude toward home assignments in
English lessons in general?’ The teacher has a very positive attitude towards homework and
believes that home assignments are very beneficial for her learners of English. She also adds

the fact that she doesn’t think that learners of English, in general, are able to learn English in
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only 45 minutes three times a week. However, she adds that she does not assign homework
every time, because then she must give feedback to the homework and it is very time

consuming. And without the feedback the homework would be meaningless.

The second question tried to find out ‘What are the positives of homework in English classes
according to the teacher?’ She answered that it is a repetition of subject matter from a
previous lesson. She emphasized that it is definitely necessary, because without it most
children would not repeat anything at all. She also added that the children have an opportunity
to improve their English out of school. In addition, she mentioned the fact that the learners,

thanks to home assignments, learn to work alone.

The third question was to determine ‘What are the negatives of homework in English classes
according to the teacher?’ The answer seemed to be quite difficult for the teacher because she
could not think of anything negative at that moment. According to her, the only negative
aspect of homework is when a teacher assigns to her, or his, learners homework, which is
either too long or too difficult. She emphasised that these kinds of home assignments can

cause hatred to English. Otherwise there were no other negative aspects she could think of.

In the fourth question she was asked about the ‘Connection of autonomy (developing of
learner autonomy) and home assignments.’ The teacher thinks that home assignments are
greatly connected to autonomy, because the learner can decide by himself, or herself, when
they are going to do their homework and how they will do it. Principally, the learners can
learn how to study and this is the most important thing, according to her. However, she
emphasised that a lot of children nowadays do not do their homework at all and she, as a

teacher, cannot do anything about it except to write a note into a pupil’s book.

The last asked question was ‘How she motivates her learners to do home assignments?’ The
teacher gave a broad answer to this question. She thinks that the least motivational home
assignments for her learners are gap-fills for grammar. And she tries to create homework to be
the most useful for her learners’ lives. For example, translations from Czech to English
language are full of phrases, which learners can use on their holidays and so on. Nevertheless,
she stresses that it is important to know what the learners like and enjoy. But, on the other
hand, it depends on many aspects — whether the children have had a good sleep, their mood

and so on. The subject matter is also very important. There are topics which they enjoy and
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topics which they do not, but they all have to be done. According to her, there is a massive
problem nowadays and it is that it is very difficult to motivate today’s learners, because they

do not want to do anything.

This interview revealed that the teacher has a very positive attitude towards homework in
English lesson and, actually, she agrees with some of the authors’ opinions from the
theoretical part. For example, she claimed that learners cannot learn English only during
lessons at school, and Harmer expresses the same thoughts in chapter 1. She also considers
that a big positive of homework is as repetition from previous lessons as instructional
objectives, found in chapter 2.1.1. Also, homework may serve non-instructional objectives,
according to her. She considers the connection of home assignments to autonomy as very
strong because learners can be not only be more independent, but also learn how to study (see
chapter 1). When the teacher was asked about motivational homework, she believed that
children nowadays are very difficult to motivate. However, she mentioned that homework
tasks such as gap-fills are not very motivational for the learners and, therefore, shows

agreement with the authors from chapter 3.
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9 Conclusion of the Practical Part

The aim of this research is to analyse 30 home assignments, which were assigned to learners,
by one teacher, at one unnamed basic school in the Central Bohemian Region of Czechia. The
research tried to explore for which purposes the home assignments were assigned, whether
they develop language skills (reading, writing, listening and speaking) and individual
components of communicative competence. It also tried to find out the attitude of the teacher
towards home assignments and how she motivates her learners to complete assigned

homework.

Firstly, analysis of home assignments focussed on their purposes, upon investigation found
that the majority of them are assigned for extension of already learned skills and as further
practice of skills pre-learnt in a previous lesson. These purposes are followed by preparation
for a follow up lesson and integration, which were not that frequent. In addition, most of the
homework served more than only one purpose. The outcomes of the research are in stark

agreement with my theoretical part.

Secondly, this research shows that home assignments oriented on language skills developed
mainly writing and reading, with the least development being in speaking and, surprisingly,
listening skills were not developed at all. The analysis also uncovers that some homework
develops two language skills at one time, namely reading with writing and writing with
speaking. However, even though this analysis is focussed mainly on language skills, it is also
important to include coverage of language components, as they form a vital part of language
learning. Therefore, the majority of collected home assignments are determined to be oriented

on the language components of grammar and vocabulary.

Thirdly, analysis of the collected home assignments is also focussed on the individual
components of language competence. The research ascertains that the most targeted ones,
linguistic competences, are mainly developed by homework concentrating on grammar and
vocabulary. Then, the linguistic competences are followed by pragmatic competences which
are mainly developed by homework targeted on writing and reading. The sociolinguistic
competences were developed the least. However, the homework targeted all components of

communicative competence, albeit only throughout a written rather than spoken form.
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Ultimately, this research investigates the attitude of the teacher towards homework. The
conclusion of interviews is already drawn in the previous chapter. The teacher has a very
good attitude towards homework tasks given in English lesson classes. She hardly sees any
negatives of assigning homework tasks and believes that they serve many instructional and
non-instructional objectives. However, she believes, that motivating nowadays learners of

English to do their homework is very difficult.

In conclusion, even though collected home assignments were not assigned to develop
listening skills at all, and some purposes were almost omitted, it can be said that they function
as vital part of English language learning because they have a very positive impact on

improving communicative competence.
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IV FINAL CONCLUSION

This bachelor thesis deals with the role of home assignments in English lessons. In published
literature, there were found arguments which advocate homework tasks and also arguments

that are against them.

In the first half of this paper the theoretical background for the research, illustrated in the
practical part, is presented. Primarily, the theoretical part starts with presentation of
homework in a wider context — inclusive of learner autonomy, as homework is one of the
tools which can successfully develop it. Secondly, the positive and negative impacts of
homework tasks assigned in English classes were included. Thirdly, ways of minimising the
negative impacts and, thus, creating effective English home assignments are described.
Finally, the last two chapters deal with the individual components of communicative

competence and the four core language skills, as the aim of English language teaching.

Further, the practical part of this thesis follows. Wherein 30 home assignments are collected
during a defined four month period, from one teacher in unnamed basic school and analysed
by appropriate methods. The aim of the research being to investigate whether the collected
homework tasks developed language communicative competence and for which purposes they
were assigned to learners. It also clarifies the attitude of the teacher towards home

assignments and how she motivates learners to do their homework.

The practical part starts with an introduction to the research and the introduction of the chosen
methodologies for the research. Then, it is followed by the research findings, with the
research being divided into two main parts - homework analysis and an interview with the
teacher. In both areas, the obtained data of the research is interpreted and commented on. In
the first section it is focussed on the analyses of home assignments in terms of their purpose
and whether they have an impact on developed communicative competence. In the second
section, the interview, which detects the teacher’s expectations of homework, is presented and

discussed.

In conclusion, it is proved that home assignments are valuable tools for learners of English
and play a vital role not only in reinforcing knowledge and development of their autonomy,

but also in the process of improving communicative competence.
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V RESUME

Tato bakalarska prace se zabyva problematikou domacich tkolt, a to konkrétné v hodinach
anglického jazyka. Prace je rozdélena do dvou hlavnich ¢asti — teoretické a praktické.
Teoreticka cast slouzi jako podklad pro vyzkum v praktické ¢asti. Praktickd cast ma za cil
provést vyzkum a diky nému zjistit, zda zaddvané tkoly na nejmenované zékladni Skole
napomahaji k rozvoji komunikacni kompetence zaku v anglickém jazyce. Cilem bylo také
odhalit postoj pani ucitelky k domacim tkolim v hodinach angli¢tiny. V zavéru prace jsou

vysledky vyzkumu zhodnoceny a vyzkumné otazky zodpovézeny.

Teoreticka Cast se sklada z Sesti kapitol. Prvni kapitola se zabyva autonomii zaka, ktera je
velice dulezita ve spojitosti s uéenim ciziho jazyka. Skola jako takova neni schopna
zprostiedkovat védomosti potifebné pro budouci zivot zaku, a proto je velice dilezité naucit
zaky sprdvnému zpusobu uceni, neboli rozvijet autonomii zdkid a kompetenci k uceni.
V hodinach anglického jazyka je schopnost Zdka samostatné se ucit velice dllezita. Neni
v ulitelové kompetenci zaky naucit jazyk béhem tfi hodin tydné, a proto by se zaci méli ucit
jazyk i mimo $kolu. Tudiz, domaci ukol je s autonomii zakd velmi uzce spojeny. Muze totiz

slouzit jako prostfedek pro zvySeni autonomie zakl a zaroven k prohlubovani jejich znalosti.

Druhé kapitola se vénuje vliviim domadcich kol v hodinach anglictiny. Domaci ukoly maji
plno odpiirct i1 zastancti mezi pedagogy, verejnosti ¢i psychology. Zde jsou rozebrany jejich
pozitivni a negativni vlivy. Zastanci ukoli tvrdi, ze domaci ukoly hraji velice dtlezitou roli ve
vyucovacim procesu a plnéni vyukovych cili. Ptikladem pozitivniho vlivu ukoli mize byt
pfiprava na nasledujici hodinu, opakovéni z pfedeslé hodiny ¢i roz§ifeni jiz probrané latky.
Zastanci také tvrdi, Ze domaci ukoly maji velice pozitivni efekt na rozvoj samostatnosti a
autonomie zakd. Diky domacim ukoliim maji rodice moznost sledovat, co a jak se jejich
potomci u¢i. Domaci ukoly tak funguji jako pojitko mezi Skolou a domacnosti. Naopak
odpiirci zastavaji jiny ndzor. Tvrdi, ze vSechny znalosti by mély byt nauceny a procviceny
v ramci vyuky. Také tvrdi, Ze zadavani domdcich tkoll piinasi zatéZz rodicim, stres détem a

malo Casu na mimoskolni aktivity.

Treti kapitola je v€novana minimalizaci negativnich vlivi domacich tkoli v hodinach
anglictiny. Patfi sem kupfikladu motivace Zaka. Zatazeni anglictiny do béZzného Zivota
nenasilnou cestou je jeden ze zpusobu jak zdka motivovat. Také se zde rozebira mnozstvi
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zadanych domécich ukoll a také to, zda jsou tkoly pro zaky zvladnutelné. Ucitel¢ by méli
zakum poskytnout zpétnou vazbu. Ta je velice dilezita. Pouze se zpétnou vazbou Zaci poznaji
kvalitu odvedené prace. Jinymi slovy, tato kapitola poskytuje nékolik navrhi, jak zlepsit
kvalitu domacich ukolt a jak je vyuzit produktivné, aby zdka zaujaly a byly pro ného co

nejpiinosnéjsi.

Ctvrtad a pata kapitola je vénovana komunikaéni kompetenci jako cile uéeni anglického
jazyka. Nejprve jsou vydefinovany a vysvétleny jednotlivé slozky komunika¢ni kompetence,
a to na zdkladé¢ CEFR. Zde je popséana lingvistickd, sociolingvisticka a pragmaticka slozka.
Nasledné jsou rozebrany Ctyfi jazykové dovednosti — ¢teni, psani, poslech a mluveni jako
klicové elementy pro rozvoj komunikaéni kompetence. U kazdé jazykové dovednosti jsou
autory navrhnuty domadci tkoly tak, aby byly pro Zaky co nejvice zajimavé a motivujici.
Zaroven jsou jednotlivé jazykové dovednosti ve zkratce popsany. Zavérecna kapitola je

vénovana struénému shrnuti celé teoretické ¢asti.

Dale jiz nasleduje prakticka ¢ast prace. V té je cilem zjistit, zda 30 vybranych domacich ukolu
zaki 9. tfidy nejmenované zdkladni Skoly rozviji komunikaéni kompetenci a za jakym ucelem
jsou ukoly zadavany. Cilem vyzkumu také bylo zjistit celkovy postoj ucitele na zadavani

domacich tkola v hodinach anglického jazyka.

Prakticka cast je rozd€lena do tifi stéZejnich kapitol. Prvni kapitola se vénuje tvodu do
vyzkumu. Zde jsou stanoveny cile vyzkumu a formulované vyzkumné otazky, které jsou v
zav€retném hodnoceni vysledkli zodpovézeny. Nasledné jsou vydefinovany vybrané
vyzkumné nastroje, které byly pouzity ke sbéru dat. V piipadé tohoto vyzkumu byla zvolena
textova analyza dokumentii spolu s rozhovorem s ucitelkou. Také zde je popsana

charakteristika vyzkumu a postup jaky byl zvolen.

Druha kapitola praktické Casti se vénuje vyzkumu jako takovému. Je rozdélena do dvou
vyzkumnych ¢asti — analyza domacich ukold a rozhovor. Analyza zkouma ukoly z n€kolika
uhli. Nejprve zjistuje, za jakym ucelem byly jednotlivé ukoly zadavany. Poté nésleduje
analyza, ktera zkoumd, jak ukoly rozvijeji jazykové dovednosti. Posledni ¢ast analyzy
posuzuje, zda domaci ukoly pfispivaji k rozvoji jednotlivych slozek komunikaéni

kompetence.
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Druhou ¢ast vyzkumu tvofi polo-strukturovany rozhovor s pani ucitelkou, kterd poskytla
domaci ukoly pro analyzu. Bylo ji poloZzeno 5 otazek za Gcelem zjisténi postoje K zadavani
domacich tukolt v hodinach anglického jazyka. Otazky byly poloZeny v Ceském jazyce
z davodu predejiti jakémukoliv nedorozuméni. Cilem rozhovoru bylo déle zjistit jeji nazor na
pozitiva a negativa domacich ukold a také zpusob, kterym zaky k jejich plnéni motivuje.
Rozhovor ukdzal, ze pani ucitelka mé velmi kladny postoj k domacim tkolt a fadi se mezi
jejich piiznivce a podporovatele. AvSak zastava nazor, ze dne$ni déti je velice tézké
motivovat K plnéni domacich ukold, ale snazi se zadavat takové tkoly, které jsou spojené
s realnym Zivotem, protoze se domniva, Ze jsou vice motivujici. Ndzory pani ucitelky nazory

se prevazné shoduji s ndzory mnoha autorti z teoretické casti.

Posledni kapitola se vénuje hodnoceni vyzkumu a zodpovézeni vyzkumnych otazek.
Z hlediska ucelu bylo zjisténo, ze domaci ukoly jsou nejvice zadavany k rozsifeni znalosti a
procviceni latky probirané v ptedeslé hoding. Dale vyzkum zjistil, Ze z pohledu jazykovych
dovednosti je nejvice zastoupeno ¢teni a psSani, ale na druhou stranu nejméné domaci tkoly u
zaki rozvijely mluveni. Poslech nebyl zastoupen vibec. Z hlediska obsahu bylo zjisténo, ze
ukoly nejvice sméfovaly do vSech slozek komunikaéni kompetence, a to prfevazné lingvistické
a pragmatické kompetence. Lingvistickou rozvijely tkoly orientované na gramatiku a slovni
zasobu a naopak pragmatickou slozku rozvijely tikoly zaméfené na Cteni a psani. Bylo také
zjiSténo, ze domaci tkoly tak ¢ini pouze skrz psany mod. Vyzkum, provedeny na vybranych
tiiceti tikolech a rozhovoru s pani ucitelkou prokazal, ze domaci ukol je nastroj, ktery mize
prispét k rozvoji komunikacni kompetence a je tudiz nedilnou soucasti vyuky anglického

jazyka.

56



VI BIBLIOGRAPHY

Balgikanli, Cem. 2010. “Learner Autonomy In Language Learning: Student Teachers’

Beliefs.” Australian Journal of Teacher Education. 35 (1): 89-103.

Benson, Phil. 2007. “Autonomy in language teaching and learning.” Language Teaching. 40
(1): 21-40.

Blidi, Soufiane. 2017. Collaborative Learner Autonomy: A Model of Learner Autonomy

Development. Sohar: Springer.

Brown, H. Douglas. 2005. Principles of Language leasing an Teaching. 4th ed. NY:

Longman.

Buckland, David, Mike Short. 1993. Nightshift. London: Oakdale.

Chraska, Miroslav. 1998. Zdklady vyzkumu v pedagogice. 2nd ed. Olomouc: Univerzita

Palackého v Olomouci.

Cohen, Louis, Lawrence Manion, Keith Morrison. 2011. Research Methods in Education. 7th
ed. London: Taylor & Francis Ltd.

Cooper, Harris. 1989. “Synthesis of Research on Homework.” Educational Leadership. 47
(3): 85-91.

Cooper, Harris. 2006. “Does Homework Improve Academic Achievement? A Synthesis of
Research, 1987-2003. ” Review of Educational Research. 76 (1): 1-62.

Council of Europe. 2001. Common European Framework of Reference for Languages:
Learning, Teaching, Assessment. Strasbourg: Language Policy Unit. Accessed January 13,
2018.

https://www.coe.int/t/dg4/linguistic/Source/Framework EN.pdf

57


https://www.google.cz/search?tbo=p&tbm=bks&q=inauthor:%22Lawrence+Manion%22
https://www.google.cz/search?tbo=p&tbm=bks&q=inauthor:%22Keith+Morrison%22
https://www.bookdepository.com/publishers/Taylor-Francis-Ltd
https://www.coe.int/t/dg4/linguistic/Source/Framework_EN.pdf

Czerniawski, Gerry, Kidd Warren. 2013. Homework for Learning, 300 Practical Strategies.
Maidenhead: Open University Press.

Hamer, Jeremy. 2001. How to Teach English. 7th ed. Harlow: Longman.

Hamer, Jeremy. 2001. The practice of English language teaching. 3rd ed. Harlow: Longman.

Hendrich, Josef. 1988. Didaktika cizich jazykii. Praha: Statni pedagogické vydavatelstvi.

Hong, Eunsook, Roberta M. Milgram. 2000. Homework: Motivation and Learning

Preference. Westport, Conn.: Bergin & Garvey.

Horsley, Mike, Richard Walker. 2013. Reforming Homework: practices, leasing and policy.
South Yarra: Palgrave Macmillan.

Janikova, Véra. 2005. Autonomie v procesu uceni a vyucovani cizich jazykii. Brno:

Masarykova univerzita.

Janikova, Véra. 2011. Vyuka cizich jazyku. Praha: Grada Publishing, a.s.

Kohn, Alfie. 2006. The Homework Myth. Cambridge: Da Capo Press.

Manak, Josef. 1992. Problém domdcich vkolii na zdkladni skole. Brno: Masarykova

univerzita.

MSMT. 2017. “Ramcovy vzdélavaci program pro zékladni vzdélavani.” Praha: Narodni ustav
pro vzdélavani. Accessed January 24, 2018.

http://www.nuv.cz/uploads/RVP ZV 2017 verze cerven.pdf.

VW v

Novackova, Jana. 2016. Myty ve vzdelani. 4th ed. Krométiz: PhDr. Pavel Kopfiva.

Nunan, David. 1988. Syllabus Design. Oxford: Oxford University Press.

58


https://l.facebook.com/l.php?u=http%3A%2F%2Fwww.nuv.cz%2Fuploads%2FRVP_ZV_2017_verze_cerven.pdf&h=ATOTflULGgk7_00cxbzLm6BEQ5_WuTewmjH8MKIe5-6m8Un1swsD5qEnMK5pcDV3aD9Jzb2AwQSe6NP5GdOfhbX73NRutFZNl4L89Nxx6RQQgb1hT9Ukdg

Nunan, David. 1991. Language teaching methodology A textbook for Teachers. New York:
Prentice Hall.

Nunan, David. 2000. “The Connection Between Autonomy and Communicative Teaching.”
Accessed October 6, 2017.
http://citeseerx.ist.psu.edu/viewdoc/download?doi=10.1.1.523.2220&rep=repl&type=pdf

Painter, Lesley. 2010. Homework. 6th ed. New York: Oxford University Press.

Paulu, Nancy, Linda Darby. 1998. Helping Your Students with Homework: A Guide for

Teachers. Washington DC.: US Department of education

Podepielova, Alena. 2006. “Rozvoj klicovych kompetenci ve vyuce ciziho jazyka je opravdu
kli¢ovy” Metodicky portal. Accessed November 11, 2017.

https://clanky.rvp.cz/clanek/c/Z/955/rozvoj-klicovych-kompetenci-ve-vyuce-ciziho-jazyka-je-

opravdu-klicovy.html/

Sebestova, Simona. 2011. PrileZitosti k rozvijeni Fecovych dovednosti ve vyuce anglického

jazyka: videostudie. Brno: Munipress

Sinclair, Babraba, lan McGrath, and Terry Lamb. 2000. Learner Autonomy, Teacher

Autonomy: Future Direction. London: Longman.

Skalkova, Jarmila. 2007. Obecna didaktika. 2nd ed. Praha: Grada Publishing, a.s.

Svancar, Radmil. 2012. “Nejéastéjsi poznamka v zakovské: Nema domaci ukol.” Ucitelské

noviny. 115(36): 8-9.

Svatiek, Roman, Klara Sed’ova. 2007. Kvalitativni vyzkum v pedagogickych véddch. Praha:
Portal.

Ur, Penny. 2009. A course in Language Teaching: Practice and Theory. 17th ed. Cambridge:

Cambridge University Press.

59


http://citeseerx.ist.psu.edu/viewdoc/download?doi=10.1.1.523.2220&rep=rep1&type=pdf
https://clanky.rvp.cz/clanek/c/Z/955/rozvoj-klicovych-kompetenci-ve-vyuce-ciziho-jazyka-je-opravdu-klicovy.html/
https://clanky.rvp.cz/clanek/c/Z/955/rozvoj-klicovych-kompetenci-ve-vyuce-ciziho-jazyka-je-opravdu-klicovy.html/

Vatterott, Cathy. 2009. Rethinking Homework: Best practices that Support Diverse Needs.
VA: Alexandria.

Wildman, Peggy Riggs. 2009. “Homework Pressures.” Peabody Journal of Education. 48 (4):
202-204

60


http://www.tandfonline.com/toc/hpje20/current

VII LIST OF APPENDICES

APPENDIX 1 - COLLECTED HOMEWORK
APPENDIX 2 - TABLES OF ANALYSED HOMEWORK
APPENDIX 3 - INTERVIEW WITH THE TEACHER

61



APPENDIX 1 - COLLECTED HOMEWORK
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/ 5/|EX3 Write the dialogues. Use the expressions in the boxes and should or shouldn’t. A/X/? RE @

I'm tired. I'm thirsty. put something warm on  go out this evening
I've got nothing to do.  I'm cold. | give one of your friends a ring have something to drink
| feel sick.  My-wristhurts: eat so much play-tennis-today

1 e _My wrist hurts :
o _Well you shouldn't play ° °
tennis today.

C 1S R e WY,
r.::u Read Emily’s e-mail. Circle her problems. Wﬂg//&y glf ‘b Answer the e-mail

“and give Emily advice.

i} %ﬁﬂ{?/%#ﬂ%f, &%é/w

stk e et i i

Dear Emily,
You seem very unhappy.
Here’s my advice to you ...

Hi,

I hope you are well. My life isn't very good at the moment. | didn’t do
enough work and my&chool results are bad)My parents want to stop
me using the computer because I've got sore eyes. But that's not all. I've
hurt my foot. | can't do sport and I'm very bored. I'm also tired all the
time because | can't sleep. I've tried counting sheep, but it doesn't help.
But the worst thing of all is my younger brother. He uses my computer
and takes my things. Please help me.

Emily

NV/TEER [p]
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| Something's wrong N

1 com Complete the sentences. £isten
-andcheck.  AupspER [T]

1 My _knee jtches.

5 My . 6 I've got

7 I'm 8 I've got
on my face.

65

| musé/mustne  \§
»}I _ Look at the signs. What must or
// mustn’t you do? Use these expressions.

wear your seatbelt take your shoes off
stop  use a mobile phone touch the statue
goin here turaright play football here

NUMBE R
7o}

1 You _mustn‘t turn 2

right.




AMUATBER 7] J 2 Tl Put the words in the correct order to
| must/mustn’t/don’t have to ] make expressions. A//AMBER [72]

g \ 1 dear Oh!
2t Complete the sentences about your Oh dear!
/échool with must, mustn’t or don’t have to. ™
P 2 late Sorry I'm
1 We _dontheveto  wear a uniform.
2 We be quiet in the corridor 3 to | know want don't
3 We take our mobile phone
Into lessons. 4 just You happened believe whats won*
4 We stay in the playground .

break time. .
5 all Tell it about me

5 We wear jewellery.
6 W i

e chew chewmg gum. 6 just too arrived, I've
7 We stand up when a teache

comes into the classroom.

8 We clean the classroom at t R—
end of the day. | Layla’s news 1

9 We eat during lessons. { 1 m_ Complete the text with the words.
10 We bring a letter from our T e ¥ ;
parents if we're ill. : '
11 We be late for school.
NUMBER 13

MEl by si jit v ¢as spat

MEli bychom chodit k zubafi pravidelné.

Tento rok by se méli hodné uéit, protoZe budou délat zkougky.

Mam sivzit destnik?

Neméli bychom jist tolik cukru a soli, je to nebezpeéné.

Alespori nékdy bych méla pomoci s domacimi pracemi.

Boliji hlava, méla by si vzit pragek.

Spatné vidi, mél by si zajit k Iékafi a nekoukat stéle do poéitace.

Neméla by si ¢ist tu kniZku, je hrozna.

Skola by méla zaéinat o hodinu pozdéiji. date annoyed were excluded see

Mém dat dkol na vikend? waiting move at thief found stealing
enough teacher town late looking

Layla and Chloe are '__at the sports centre.
They're going swimming. Dylan is there, too.
He's?2__ for James, but James is going

to be 3

Chloe asks Layla about her *
with “virtual’ Matt. Dylan is listening to their
conversation. But he doesn’t want to know about it

- he’s heard ® about Matt Jenkins.
Layla says that Matt © a wallet in the
gym changing rooms. He was ”? inside
it for a name when a 8 arrived. He
thought Mattwas®___ the wallet. The
head teacher ™____ Matt from school.

His parents "' soi 2 that
they've decided to " toa™

in Scotland. Layla says she won't '*
Matt again. Dylan doesn’t believe that Matt is a
16 . NUMBER [a4)
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NYMBER [7F
3 Look at the pictures. Write dialogues.

1 they/do the
washing-up
e _ Have they done

4 £ Look at the pictures. Complete the
dialogues. Use these verbs and just.

[ getup have drop call clean send

1 ¢ Would you like a

drink? the washing up?

o _ No, they haven't.

o

No, thanks.

I've just had a
cup of tea.

2 plane/ take off
e Don't forget to

call Mike.

e Are you ready to
leave?

o What? 3 she/switch off the TV

e Sorry, my boots
are dirty.

4 he / miss the train

e What's happened?

5 you/ do all your

¢ Have you invited
homework

Jenny to the party?
o Yes,
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[ Present perfect ]\ VNMBER

- __________________

/L CHER Every year, Isabel goes on a summer
camp. What can you do there? Match the
halves of the expressions.

NOOuUD WN =

fly
ride
swim
sleep
drive
climb
do

(73]

a with dolphins
b a mountain :
¢ inatent /reéc
d a bungee jump

e in a balloon

f ahorse

g aracing car

5 lr'.Ii'aril?Look at the ;;ictures. Which things has

Isabel done? V7B R [ zz

m

i

1 __Isabel has never 2

flown in a balloon,
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5 erm (§)7.79 What have they done? Write sentences with these EXPYESSionS.M Cetce].
- (WMBE R ] 2
) find gold flyin a plane catch a fish buyacar seeaghost painttheroom [ e —§1~'

5 She - 6 She

NUrMBER /|2 3]

1 michoose the correct word. o NaDf7. ege. 7
1 climb@free)/ a bed/a car e e L P i
2 win a prize / a subject / a test TEINI,) coS ey T Lelll i E2EE
3 ride rollerskates / a bridge / a horse Lo SR
4 flyin a house/in a balloon/in a car : 5
5 do a cake/ a bungee jump / swimming = flos s
6 send a competition / an e-mail / a phone call S SED D nrr PO CoSE.
7 cut dinner/ your finger / a race , B ‘ P i
8 visit a film / a museum / a party IVE St 2rs /227,
74 .
if 7 ST - r
, V7
P28 i, Fop Lo ‘l‘/f/
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i 3 3 ‘ ‘
% on the beach this summer,

real men were throwing trees, wrestling’, and wearing skirts.

Every year, between May
and September, the world's
strongest men meet across
the Scottish Highlands to test
how strong and brave they
are at the Highland Games.
These are a mixture of sports,
highland dancing, local food,
bagpipes? and all things
Scottish, including kilts.

THINK YOU’RE
STRONG ENOUGH?

The Highland Games have
many track and field events?
but the most popular are the
heavy events. Which ones do
you think you could do?

MATTHEW BURT (UK

CABERTOSS
['keiba(r) tos]
(= HOD KLADOU) /
¥4 "
(= SKOTSKY HOD
{KLADIVEM

With your feet in a fixed position®, you spin’ the
hammer around your head and then let go of it over
your shoulder, throwing it as far as you can. Hammer
throwers sometimes use shoes with flat blades® to hold
their feet to the ground to help them throw farther.

STONE PUT Il
(= VRH KAMENEM)

This event is similar to the
modern-day shot put®, as seen
in the Olympic Games. Instead
of a steel shot, a large stone

is used. You place the stone
on your neck and from that
position throw the stone as far
as you can.

You have to lift* an 18-foot (5.5-metre) log®
straight from the ground and throw it into
the air. The log needs to turn in the air and
land straight at a 12 o'clock position. The
logs can be different sizes, which makes

it difficult to choose the right lift.
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WEIGHT OVER

For this, athletes try
to throw a 56-pound
(25-kilogram)
weight™ over
a horizontal bar"
using only one hand.
Each athlete can
only try three times
at each height. If
you get the weight
over the bar, you go
on to the next round
where the bar is
higher. The winner is
the person who gets
the highest throw.

The Highland Games are
also home to Highland
dancing competitions.
This quick style of
dance might be the
inspiration for modern
day tap dance®. Itis a
solo dance originally
performed by men to

iy celebrate winning a
battle. Soldiers danced

B it over their enemies,
but now men, women
and children take part
in the competition.

YOUR THING?
TRY DANCING.

Some historians think that the games
date back to Ireland in 2,000 BC.
When Irish people began moving

to Scotland in the fourth and fifth
centuries, they brought the games
with them. In the past, the games were
a way for Scottish kings to select the
best men for their army.

It is said that when Baron Pierre de
Coubertin saw the Highland Games at
an exhibition in Paris in 1889 he liked
them so much that he started the
modern-day Olympic Games.

72

WHERE TO GO?

“NOT JUST FOR
THE BOYS

Although the
3 Highland Games
were just for men at
first, more and more
|, women now take

- part. In fact, these
days it is 60 % men
and 40 % women.
There are plenty of
strong ladies out

V7% there too.

i
i

The games happen all over
] L) Scotland. The largest is the
Cowal Highland Gathering,
where the World Highland
Dancing Championships
take place. The second
biggest is the Braemar
Gathering, visited by the
royal family, so maybe you
will meet the Queen. Many
other countries also have
their own Highland Games
each year. The Czech
Republic has Highland
Games at Sychrov Castle

in August with many

of the events.

HOWTO BECOME M
A HIGHLAND GAMES
CHAMPION

EAT A LOT OF HAGGLS
AND PORRIDGE™.

WehR A KILT.

START THROWING
HEAVY STUFF AROUND.
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| LUANGUAGE

PAUL FARRINGTON-DOUGLAS (UK)

1 IN THE BEGINNING

THERE WERE CELTS.

The first British people we know
much about were the Celts.

There are not many Celtic words
in English, but there are still

Celtic languages in the UK. These
are Irish and Scottish Gaelic*

(in Scotland and Ireland) and
Welsh (in Wales). These languages
are very different from English.

Here's how to say “I think
you're fantastic!” in Welsh:
“Rwy'n credu eich bod yn
bendigedig!”
Try reading it

in the "Czech
alphabet”
translation: Ruin
krédu uich béd
an bendigédig!

English
is WEIRD

You know how the English
language is so strange, with
its weird rules’, odd? spelling
and complicated grammar?

This is because it is a big
soup of different languages.
Let’s look at how the
language started and what
is so weird about it.

(e el /o

o THE ANGLO-SAXONS NAMED THE
COUNTRY “ENGLALAND”...

The next people to arrive

. AND GAVE US LOTS
OF BASIC WORDS, were the Romans, who
brought Latin words

with them, and then in the fifth century Anglo-Saxons
came along. These Germanic® people called themselves
Angelcynn (which looks like Anglican, doesn't it?). They
called the land Angelcynn or Englaland. And they called
their language Englisc. Englisc had a special alphabet®.

It was like today's alphabet, but it had a few funny letters.

For example, the “th” sound in “thin” was p, and the "th”
sound in “the” was 8.

A lot of today's English words are Germanic. For example:

I, you, go, eat.

Try reading this sentence using the “Czech alphabet".
Can you recognize any words?
means? The i
answer is at
the bottom of
page 9.
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3 VIKINGS BROUGHT
SOME NEW WORDS T00.

vikings from Norway attacked the
islands of Britain many times. They,
too, brought us new words. Several
hundred words in modern English
have their roots® in Old Norse (the
language of the Vikings). These include¢
anger, law, take, window and even th
pronoun they.




4 FOR 300 YEARS, THE RICH PEOPLE 5 WITH KING EDWARD,

IN ENGLAND ALL SPOKE FRENCH. ENGLISH IS BORN.

In 1066, an army from northern France invaded The 14" century
Britain. Their leader, William, became king of King Edward Il
England. They spoke a dialect® of French called was “the father

Norman. For about 300 years, England was home to  of English
several languages. French was the language of the nationalism”.
aristocracy and the courts’. He defeated the
Latin was the language of Scots. He started
the Church*, and English a big war against
was the language of the France. And he
ordinary people. made a law
saying that
English, the language

of the ordinary people, was the
official language of England.

In a nutshell?, that's how we got

to where we are today. We have
something from the Germanic
people. We have Latin words

from the Romans and the Catholic
Church. We have French words
from the Normans. Add a 400-year-
old system of spelling, and you get
the crazy language we all love.

7 4

Money, blue and
parliament are examples
of French words in

modern English.
And now, French only!
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Vychova k mysleni v evropskych
a globainich souvislostech

; You know America, don’t
; you? It’s the country
where everyone is rich,
they eat hamburgers
every day and every kid
drives a Ford Mustang
to school in the morning.
Well, no. Sure, those
things exist for some
Americans, but the USis
so much more (and maybe
less too) than what you
see in the movies. This
year Gate will bring you
America as itreally is,
region by region.

PATRICK PHILLIPS (USA)

/D/c/ CST 7+ € SColl  yprlicais it
G M

7 -
A - Before we look at each
quqer Than ) region, let's have a look
at the big picture. And
the picture is not only big —it's huge. The United States
is home to over 320 million people. These people live
in an area of 9.8 million square kilometers that covers
a big part of North America. There are 50 states plus the
District of Columbia, where the capital city of Washington
is located. Two of the states are separated from the
others. Canada comes between Alaska and the rest of the
US, and Hawaii is a group of islands in the Pacific Ocean.

Mother Country* vs Colonies:

The US started officially on July 4™ 1776.
That was the date the Declaration of
independence (= Deklarace nezavislosti)
was announced? to Britain. This document
said the colonies didn't want to be part of
the British Empire? anymore.

So what was wrong with being part of
the British Empire?To be honest4jnot too
much. By 1776 most colonists® had never
been to Britain. But if you had asked them
their nationality, they would have probably said British, English, or the colony they were
from, such as Virginia or New York. The last thing they would have said® was American. g
Why did the colonies want to leave the British Empire? Easy: money. The one thing that
most colonists hated to do was pay taxes to the mother country. But the British army had
to be there to protect the colonists from the Native Americans*. This was very expensive,
so the government in London wanted the colonies to help pay for it.
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Parliament or Nothing

The colonists did not agree with London.
They said it was not right to pay taxes
and have no people in Parliament to
represent (=zastupovat) the colonies. The

colonial slogan was “No taxation without
@t rhymed, so people really

What makes America so

reakarviay America is not the largest
vay !

country in the world but it is
certainly big. But just because
a country has a lot of land
does not mean it is rich. It
is important that there are

q useful things (called natural
resources®) on the land.
America is very rich in natural
resources like oil', natural
gas, coal, wood and metals.

Can you fill in the gaps
with the correct words?

liked it. Not everyone liked it though. King
George Il of Great Britain didn't like it at all.
King George sent more soldiers to

the colonies to make the people pay
taxes. This did not go well. Finally,

the colonies went to war (1775-1783)
with the mother country and won
independence from Britain.

The great thing about
America's location is that it is
a long way from Europe. To
the north is Canada and to
the south Mexico. Neither"
country is aggressive towards

the US, which'is a good thing. ®

This great location means
America has had very few
wars fought on its land. That
is also a good thing.

Discuss

It isn‘t enough to have a great
location and lots of natural
resources; you also have to
have clever people. The fact
that almost everyone from

# America is from somewhere

else is one of the greatest
things about the US,

In the past, many people
immigrated to the US. A lot of
these people were quite clever
and they helped America to
become a superpower.
Immigrants also brought their
food with them. Real American
food isn‘t just hamburgers, it is
the great ethnic food that the
immigrants brought with them.
So this year discover America,
a great, and tasty, country.

Do you like the United .States}’ﬁould you like to
visit the USA? A

What are some good things about the USA?

( 1 Na where Washington, D.C. is located is called the District of

2 The documenitthat said the colonies didn’t want to be part
of Britain was called the Declaration of §

What are somebad things?

¥ ) Toke a mintte and write as many words
connected to the USA as you can

*Glossary

(3 Colonists didn't want to Q\

to the British government. ) ;

( 4 The US has a lot of natural

like oil, metals and gas.,) )

mother country — the country where the
colonists came from

Native Americans - original inhabitants of the

(5 America’s famous soft drink (= nealkoholicky n%o})\is oz

oy
(6 The first black President was A . l
i 7 i AN
( 7 The US President lives in the 3 ) L
\
8 The name of the statue in Néw York that
was a gift from France is'the Statue of

THIS ARTICLE IS ACCOMPANIED
BY A LESSON PLAN.
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Americas, for example the Sioux and Apache
in the USA

: ) Vocabulary

! to be separated ['separeitid] - byt oddéleny
% to announce [3'nauns] - oznamit
? British Empire ['britif 'empara] -

Britské impérium

B “ to be honest ['pnist] - abych vam fekl pravdu

R * colonist ['kplanist] - kolonista

hY ¢ would have said - fekli by

M 7 taxes ['taeksiz] - dané

\ ® representation [reprizen‘teif(a)n] —

zastoupeni
\ ? natural resource ['naetf(a)r(a)! ri'sa:s] -
piirodni zdroj

il [o11] - ropa
" neither ['nida) - ani jeden/jedna
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When people talk about the
South in the United States,
they talk about the 11 states
south of the Mason-Dixon
Line*. These states left the
US before 1860 or during
the Civil War' and formed
the Confederate States of
America. ennEeseLLew UsA)

'CONFEDERATE / SOUTHERN STATES:
nia, North and South Carolina,
ricla; Tennessee, Georgia,
ssissippi, Alabama, Texas, Arkansas,
isiana, Kentucky and West Virginia
‘of as Southern states.

7 % The subtropical climate of the

£

What’s It Like in the South? southern part of the US means
there are long, hot, humid?, lazy

summers and short, mild® winters. With at least six months of growing time each
year, much of the South is agricultural®.

During the 18" and 19" centuries large plantation houses were all over the southeast.
These were really just large
farms which produced cash
crops* like cotton® and tobacco®.
Some of these were so big that
they were like small cities with
large numbers of people living
and working there, and many
plantations used slaves’ to work
the land (= farm).

Fighting Against Slavery® M

Not long after Abraham Lincoln became President in 1861, the
American Civil War started. The northern (Union) and southern
halves (Confederacy) of the country
fought against each other from 1861 to
1865. Most historians agree the South
started the war to keep their right® to own slaves. However,
in 1863 the Emancipation Proclamation (= prohlaseni

o zrovnopravnéni otrok() freed African-American slaves,
and by the end of the war the rich slave owners were gone
and most of the South had been destroyed.
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Music has always been a strong part
of the southern tradition and the
South has played a big part in the
history of American music. Many
popular styles were born here, like
jazz, blues and, of course, rock’n’roll.
Memphis, Tennessee is even called the
birthplace (= home town) of rock and
roll, and singers like Aretha Franklin
and Elvis Presley got their starts there.

The South now is a mix of many cultures,
like French, Spanish, Caribbean African,

_ Native American and Mexican. This mixture
makes the area unique and there are many
things that can only be found in the South.

This can especially be seen in the cuisine™
which is sometimes called
“soul" food". A traditional
southern meal is really tasty,
but not very healthy. It is
usually fried or barbecued
meat with different side dishes,
like-collard greens*, okra,
hushpuppies* or coleslaw*.
And no meal is complete
without sweet tea, and sweet
potato or pecan pie for dessert.

B

i

1
SOUTH CARGLIEG — Although the British
established Carolina as one colony, they
divided it in 1729 into 2 and ;
South Carolina, The first battle of the Civil War/ ;
took place in South Carolina at Fort Sumter/g
April 12", 1861. /

HOMETH CARGLINA — North Carolina leads the

nation in tobacco and textile production.The
Wright brothers completed the first successful
3 flight in Kitt/v’éwk, North
Carolina, in 1903. ,,/" i
#1084 ~ Florida wa‘sxS/;aanish territory for 280 9 —__runthroughit. 0
years. Besides bein}"}; popular holiday spot, photograﬁhed places hert ; !
Florida is famous for growing 4 isthe New River Gorge

Many famous people are also connected to Bridge in Fayetteville, ‘

5 SOLUTIONS INTF -
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The Confederate Flag

Some modern-day .
Southerners use the
Confederate flag to
identify themselves
with the South, but
this is controversial.
Many people feel the flag is a symbol of
racism and hate. Those who support it
say it is just a part of their history.

MORE ABOUT THE DEEP SOUTH
INTHE NEXT ISSUE. .

*Glossary

Mason-Dixon Line — divides the
northern from the southern states
cash crops - usually non-food
items grown only for profit (= zisk)
collard greens — leafy vegetables
hushpuppies - deep fried

(= fritované) balls of cornbread
coleslaw - cold cabbage salad
with carrots and mayonnaise

Vocabulary

' civil war ['sivl wa:(r)] - ob&anska
valka

2 humid ('hju:mid] - vihky

* mild [maild] — mirny

4 -agricultural [gn'kaltforal] -
zemédeélsky

® cotton ['kotn] — bavina

¢ tobacco [ta'bakou] - tabak

7 slave [slewv] - otrok

® slavery ['slewvari] - otroctvi

? right ['rart] - pravo

' cuisine [kwi'zi:n] - kuchyné

" soul [soul] - duse
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wickéd cold big and bl dirty
poor bigandred golden “heautiful

| . ,
{‘ Aladdin - %97 &7

10
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20

25
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Long ago in Arabia there was a boy. His name was
Aladdin. He lived with his mother. One day Aladdin
saw the King's daughter.’I want to marry her, thought
Aladdin. ‘But I'm too poor!

Later, a man came to Aladdin’s house. T'm your Uncle
Abanazer, he said. He wasn't really Aladdin’s uncle.

He was a wicked magician. He took Aladdin to a cave.
‘There’s an old lamp in there; said Abanazer. ‘Bring it
here. Take this ring. It can help you!’

Aladdin went down into the cave. I've got the lamp,
Uncle, he shouted. Lift me out!’

‘Give me the lamp first!’ said Abanazer.

‘No/said Aladdin. ‘Then stay there!’ shouted Abanazer
and he put a rock over the entrance.

Itwas cold in the cave. Aladdin rubbed his hands - and
the ring. A big blue genie appeared.

‘Tam the genie of the ring, he said."What do you want,
Master?’

‘Twant to go home, said Aladdin.

The next moment, Aladdin was at home.‘Where did you
get that dirty old lamp? said his mother. She took the
lamp and rubbed it.

A big red genie appeared.’I am the genie of the lamp,
he said.'What do you want?’

‘A big box of jewels, said Aladdin.

‘Abracadabra. Za za zoom!' said the genie.

Aladdin’s mother took the jewels to the King.’My son
wants to marry Princess Zadia, she said.

‘My daughter must marry a prince; said the King.
When Aladdin heard this, he rubbed the lamp.

‘Twant to be a prince in a golden palace; he said to the
genie.
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‘Abracadabra. Za za zoom!’ said the genie.

Princess Zadia married Aladdin. But one day, when
Aladdin was out, Princess Zadia heard a pedlar in the
street.'New lamps for old!’ he shouted.

“Take Aladdin’s old lamp to the pedlar and get a new
lamp;, said Princess Zadia to a servant.

But the pedlar was really Abanazer. He rubbed the lamp.
‘Take Aladdin’s palace to my country; said Abanazer.
When he came home, Aladdin said:'Where is my
beautiful wife - and my palace?’

‘Where’s my daughter? said the King, and he threw
Aladdin in prison.

It was cold in prison. Aladdin rubbed his hands. The
genie of the ring appeared.

‘Take me to my wife, said Aladdin.

‘Oh, Aladdin; said Princess Zadia, when he appeared.
‘Abanazer has got the lamp and he never leaves it.’
Aladdin hid in the palace. When Abanazer went to bed,
Aladdin took the lamp and rubbed it.

‘Throw Abanazer out of the window, Aladdin said to the
genie.'Then take us home.

‘Abracadabra. Za za zoom!' said the genie. In a flash,
Aladdin and Princess Zadia were home. They never saw
the wicked magician again. And they lived happily ever
after.



APPENDIX 2 — TABLES OF ANALYSED HOMEWORK
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PURPOSE OF HOMEWORK
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LANGUAGE COMPONENTS
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FOUR LANGUAGE SKILLS
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APPENDIX 3 — TRANSCTRIPTION OF THE INTERVIEW

1. Jaky je Vas postoj k domacim ukoliim v hodinach angli¢tiny?

No, zadavam je, mam k nim pozitivni postoj. Kdybych k nim méla negativni postoj, tak bych
je prece vibec nezadavala. Myslim si, Ze jsou velice uzitecné pii uCeni anglického jazyka.
Predstavte si zéka, co se bude sdm doma ucit angli¢tinu. Nebude. A j& si nemyslim, Ze 45
minut tfikrat v tydnu stac¢i k tomu, aby se néco naucily prece. Ale nedavam tukoly uplné
pravidelné, protoZe je pak musim hlavné i kontrolovat a tim zaberu stra§né moc ¢asu. A bez

toho aniz by se tkol zkontroloval to ztraci smysl.

2. V ¢em vidite pozitiva domacich ukolid v hodinach angli¢tiny?

No, v kazdém piipad¢ je to zopakovani latky, ktery je urCité nutny, protoze bez toho by asi
vétsina déti vubec nic neopakovala. Takze to ur¢ité ano. Déti maji moznost se zlepSovat skrz
ty domaci tikoly i mimo $kolu a hlavné pak tou zpétnou vazbu, ze vidi v ¢em je potieba se
zlepsit a co jim naopak déld problémy. Ui se samostatn¢ pracovat, vtom vidim dalsi

pozitivum,

3. V ¢em vidite naopak negativa domacich kol v hodinach angli¢tiny?

To nevim teda. NedokéaZu fict, ze v nich vidim néco jako vylozené negativniho, protoZze mam
volnost, jestli je chci zadat nebo je nechci zadat. Ale kdybych méla vidét n&jaké negativum,
tak bych to asi nedélala. Takze ja si nemyslim, Ze maji negativa. Zalezi na tom, jak se s nima
pracuje. Jediny co je, a to je zase na individualité toho vyucujiciho, kdyz se zadéavaji ukoly
piilis dlouhé a obtizné. Ty déti je pak nezvladaji. To je pak asi k ni¢emu. Tak je to negativni,

naopak. Vzbudi to tu nendvist k tomu predmétu. Jinak o Zddném negativu nevim.

4. Jakou si myslite, Ze maji ukoly spojitost s autonomii Ziku a rozvijeni autonomie
Zaka?
No, asi velikou, protoze student si vlastné muze kol rozlozit, kdy ho chce d¢€lat a jak to chce
délat, ale fikam, dneska vzhledem k tomu, Ze nemate moznost studenta dostate¢né potrestat za
to, ze ten kol nedonese, tak je pak spousta déti, ktefi ty koly ned¢laji a vy jim za to miZzete
dat maximaln€ poznamku do zdkovské knizky: nema domaci tkol. A za nékolik doméacich
ukold je n&jaky postih. Ale to dneska pro nikoho uz nic neznamena. Myslim si, ze kdyz
student pochopi, pro¢ ten kol d¢la, tak urcité je to pro néj velice pozitivni. Nauci se ucit

pomoci domdcich ukoll. A to je asi dulezity.
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5. Jak by podle Vas mél vypadat ukol, aby byl motivujici pro zaky?

Tak to vlibec nevim ted’. Ale urCité bych fekla, ze déti nejméné bavi ukoly na gramatiku,
protoze dopliovani do mezirek je pro n€ nuda jako blazen. Ja se snazim zadavat ukoly, které
jim daji néco i do zivota. Tteba pieklady frazi, které mohou uzit na dovolené a tak. VSechno
zalezi, jaky ma ucitel vzorec déti. Kazda trida je jina a ucitel musi védét, co zaky bavi a maji
radi. Ja se snazim jim zadavat ukoly tfeba na pieklady, kde ty véty budou moct pouzit
Vv realné komunikaci a situacich, aby to pro né bylo co nejvice piinosné, Jestli je to pro n¢ ale
motivujici? To netuSim a hlavné si to ani nedokazu predstavit. Problém totiz je, Ze dneSni déti
je strasn¢ té¢zké motivovat. Nic nechtéji délat a nic je nebavi. Je prosté tézké vytvofit néco, co
by dnes$ni déti motivovalo. Jasn¢, pro 5 nebo 10 procent ano, ale ten zbytek? To nevymyslite
jednu slusnou motivaci, ktera by je donutila k tomu néco udélat. Ono totiZ zélezi 1 jak zrovna
ten den vypada, jak zrovna ty déti se dobfe vyspaly, ¢i jak uspésni byly v piedchozich
predmétech. Také ovSem zalezi na latce, co se zrovna probird. Jsou témata, co je bavi a pak
naopak témata, co ne. To urcité ano, ale ty témata se prosté udélat musi no. To vSechno v tom

hraje obrovskou roli. Myslim si, Ze Sablona na tohle moc neexistuje.
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