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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 

Bakalářská práce se zabývá rolí domácích úkolů v hodinách anglického jazyka. V teoretické 

části je nejprve definována autonomie žáka, jelikož je úzce spojená s problematikou domácích 

úkolů. Následně jsou rozebrány a popsány positivní a negativní vlivy domácích úkolů. Další 

kapitola se věnuje předcházení a minimalizaci negativních vlivů domácích úkolů v hodinách 

angličtiny. Poslední dvě kapitoly se zabývají jednotlivými komponenty komunikační 

kompetence a jazykovými dovednostmi jakožto cíly výuky anglického jazyka. 

 

Praktická část ověřuje, zda shromážděné domácí úkoly přispívají k rozvoji komunikační 

kompetence a za jakým účelem byly zadány. Výzkum se také zaměřuje na postoj učitele 

k domácím úkolům v angličtině. Výzkum je analyzován a hodnocen podle vybraných 

metodik. V poslední části práce jsou prezentovány závěry výzkumu.   

 

KLÍČOVÁ SLOVA: domácí úkoly, funkce domácích úkolů, komunikační kompetence, 

jazykové dovednosti 
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I 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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II 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 Balçıkanlı 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. 

(Janíková 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 (MŠMT 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 

(Podebřelová 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.  
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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 numerous 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. Skalková 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), (Švancar 2012). 

Therefore, giving homework to students helps them to fix their minds on what has been 

taught. To support this, Skalková 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 (Skalková 

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. Nováčková 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), (Švancar 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 

(Švancar 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 



18 

 

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 (Švancar 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 Nováčková (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” (MŠMT 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. (MŠMT 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 (Šebestová 2014, 29), acquiring and 

improving these skills is a long-term aim in English language teaching (Šebestová 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 Doporučení Evropského parlamentu a Rady o klíčových 

schopnostech pro celoživotní učení (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. Šebestová (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, Šebestová (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. Šebestová 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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III 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. Švaříček and Šeďová 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, I 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. 

I 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). Miovský 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 (Miovský 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, I 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). Miovský 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). Chráska 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 

(Miovský 2006, 157), (Chráska, 1998, 113-114). I 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. Miovský 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 I 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 I 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. 

 

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. 

 

 

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. 



37 

 

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. 



41 

 

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. 

 

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.  

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

 

 

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. 

 

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. 

 

 

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.  



54 

 

V RESUMÉ 

Tato bakalářská práce se zabývá problematikou domácích úkolů, a to konkrétně v hodinách 

anglického jazyka. Práce je rozdělena do dvou hlavních částí – teoretické a praktické. 

Teoretická část slouží jako podklad pro výzkum v praktické části. Praktická část má za cíl 

provést výzkum a díky němu zjistit, zda zadávané úkoly na nejmenované základní škole 

napomáhají k rozvoji komunikační kompetence žáků v anglickém jazyce. Cílem bylo také 

odhalit postoj paní učitelky k domácím úkolům v hodinách angličtiny. V závěru práce jsou 

výsledky výzkumu zhodnoceny a výzkumné otázky zodpovězeny. 

Teoretická část se skládá z šesti kapitol. První kapitola se zabývá autonomií žáka, která je 

velice důležitá ve spojitosti s učením cizího jazyka. Škola jako taková není schopna 

zprostředkovat vědomosti potřebné pro budoucí život žáků, a proto je velice důležité naučit 

žáky správnému způsobu učení, neboli rozvíjet autonomii žáků a kompetenci k učení. 

V hodinách anglického jazyka je schopnost žáka samostatně se učit velice důležitá. Není 

v učitelově kompetenci žáky naučit jazyk během tří hodin týdně, a proto by se žáci měli učit 

jazyk i mimo školu. Tudíž, domácí úkol je s autonomií žáků velmi úzce spojený. Může totiž 

sloužit jako prostředek pro zvýšení autonomie žáků a zároveň k prohlubování jejich znalostí. 

Druhá kapitola se věnuje vlivům domácích úkolů v hodinách angličtiny. Domácí úkoly mají 

plno odpůrců i zastánců mezi pedagogy, veřejností či psychology. Zde jsou rozebrány jejich 

pozitivní a negativní vlivy. Zastánci úkolů tvrdí, že domácí úkoly hrají velice důležitou roli ve 

vyučovacím procesu a plnění výukových cílů. Příkladem pozitivního vlivu úkolů může být 

příprava na následující hodinu, opakování z předešlé hodiny či rozšíření již probrané látky. 

Zastánci také tvrdí, že domácí úkoly mají velice pozitivní efekt na rozvoj samostatnosti a 

autonomie žáků. Díky domácím úkolům mají rodiče možnost sledovat, co a jak se jejich 

potomci učí. Domácí úkoly tak fungují jako pojítko mezi školou a domácností. Naopak 

odpůrci zastávají jiný názor. Tvrdí, že všechny znalosti by měly být naučeny a procvičeny 

v rámci výuky. Také tvrdí, že zadávání domácích úkolů přináší zátěž rodičům, stres dětem a 

málo času na mimoškolní aktivity. 

Třetí kapitola je věnována minimalizací negativních vlivů domácích úkolů v hodinách 

angličtiny. Patří sem kupříkladu motivace žáka. Zařazení angličtiny do běžného života 

nenásilnou cestou je jeden ze způsobů jak žáka motivovat. Také se zde rozebírá množství 
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zadaných domácích úkolů a také to, zda jsou úkoly pro žáky zvládnutelné. Učitelé by měli 

žákům poskytnout zpětnou vazbu. Ta je velice důležitá. Pouze se zpětnou vazbou žáci poznají 

kvalitu odvedené práce. Jinými slovy, tato kapitola poskytuje několik návrhů, jak zlepšit 

kvalitu domácích úkolů a jak je využít produktivně, aby žáka zaujaly a byly pro něho co 

nejpřínosnější. 

Čtvrtá a pátá kapitola je věnována komunikační kompetenci jako cíle učení anglického 

jazyka. Nejprve jsou vydefinovány a vysvětleny jednotlivé složky komunikační kompetence, 

a to na základě CEFR. Zde je popsána lingvistická, sociolingvistická a pragmatická složka. 

Následně jsou rozebrány čtyři jazykové dovednosti – čtení, psaní, poslech a mluvení jako 

klíčové elementy pro rozvoj komunikační kompetence. U každé jazykové dovednosti jsou 

autory navrhnuty domácí úkoly tak, aby byly pro žáky co nejvíce zajímavé a motivující. 

Zároveň jsou jednotlivé jazykové dovednosti ve zkratce popsány. Závěrečná kapitola je 

věnována stručnému shrnutí celé teoretické části. 

Dále již následuje praktická část práce. V té je cílem zjistit, zda 30 vybraných domácích úkolů 

žáků 9. třídy nejmenované základní školy rozvíjí komunikační kompetenci a za jakým účelem 

jsou úkoly zadávány. Cílem výzkumu také bylo zjistit celkový postoj učitele na zadávání 

domácích úkolů v hodinách anglického jazyka. 

Praktická část je rozdělena do tří stěžejních kapitol. První kapitola se věnuje úvodu do 

výzkumu. Zde jsou stanoveny cíle výzkumu a formulované výzkumné otázky, které jsou v 

závěrečném hodnocení výsledků zodpovězeny. Následně jsou vydefinovány vybrané 

výzkumné nástroje, které byly použity ke sběru dat. V případě tohoto výzkumu byla zvolena 

textová analýza dokumentů spolu s rozhovorem s učitelkou. Také zde je popsána 

charakteristika výzkumu a postup jaký byl zvolen. 

Druhá kapitola praktické části se věnuje výzkumu jako takovému. Je rozdělena do dvou 

výzkumných částí – analýza domácích úkolů a rozhovor. Analýza zkoumá úkoly z několika 

úhlů. Nejprve zjišťuje, za jakým účelem byly jednotlivé úkoly zadávány. Poté následuje 

analýza, která zkoumá, jak úkoly rozvíjejí jazykové dovednosti. Poslední část analýzy 

posuzuje, zda domácí úkoly přispívají k rozvoji jednotlivých složek komunikační 

kompetence. 
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Druhou část výzkumu tvoří polo-strukturovaný rozhovor s paní učitelkou, která poskytla 

domácí úkoly pro analýzu. Bylo jí položeno 5 otázek za účelem zjištění postoje k zadávání 

domácích úkolů v hodinách anglického jazyka. Otázky byly položeny v českém jazyce 

z důvodu předejití jakémukoliv nedorozumění. Cílem rozhovoru bylo dále zjistit její názor na 

pozitiva a negativa domácích úkolů a také způsob, kterým žáky k jejich plnění motivuje. 

Rozhovor ukázal, že paní učitelka má velmi kladný postoj k domácím úkolů a řadí se mezi 

jejich příznivce a podporovatele. Avšak zastává názor, že dnešní děti je velice těžké 

motivovat k plnění domácích úkolů, ale snaží se zadávat takové úkoly, které jsou spojené 

s reálným životem, protože se domnívá, že jsou více motivující. Názory paní učitelky názory 

se převážně shodují s názory mnoha autorů z teoretické části.  

Poslední kapitola se věnuje hodnocení výzkumu a zodpovězení výzkumných otázek. 

Z hlediska účelu bylo zjištěno, že domácí úkoly jsou nejvíce zadávány k rozšíření znalostí a 

procvičení látky probírané v předešlé hodině. Dále výzkum zjistil, že z pohledu jazykových 

dovedností je nejvíce zastoupeno čtení a psaní, ale na druhou stranu nejméně domácí úkoly u 

žáků rozvíjely mluvení. Poslech nebyl zastoupen vůbec. Z hlediska obsahu bylo zjištěno, že 

úkoly nejvíce směřovaly do všech složek komunikační kompetence, a to převážně lingvistické 

a pragmatické kompetence. Lingvistickou rozvíjely úkoly orientované na gramatiku a slovní 

zásobu a naopak pragmatickou složku rozvíjely úkoly zaměřené na čtení a psaní. Bylo také 

zjištěno, že domácí úkoly tak činí pouze skrz psaný mód. Výzkum, provedený na vybraných 

třiceti úkolech a rozhovoru s paní učitelkou prokázal, že domácí úkol je nástroj, který může 

přispět k rozvoji komunikační kompetence a je tudíž nedílnou součástí výuky anglického 

jazyka.  
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APPENDIX 1 – COLLECTED HOMEWORK 
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APPENDIX 2 – TABLES OF ANALYSED HOMEWORK 
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APPENDIX 3 – TRANSCTRIPTION OF THE INTERVIEW 

1. Jaký je Váš postoj k domácím úkolům v hodinách angličtiny? 

No, zadávám je, mám k nim pozitivní postoj.  Kdybych k nim měla negativní postoj, tak bych 

je přece vůbec nezadávala. Myslím si, že jsou velice užitečné při učení anglického jazyka. 

Představte si žáka, co se bude sám doma učit angličtinu. Nebude. A já si nemyslím, že 45 

minut třikrát v týdnu stačí k tomu, aby se něco naučily přece. Ale nedávám úkoly úplně 

pravidelně, protože je pak musím hlavně i kontrolovat a tím zaberu strašně moc času. A bez 

toho aniž by se úkol zkontroloval to ztrácí smysl. 

 

2. V čem vidíte pozitiva domácích úkolů v hodinách angličtiny? 

No, v každém případě je to zopakování látky, který je určitě nutný, protože bez toho by asi 

většina dětí vůbec nic neopakovala. Takže to určitě ano. Děti mají možnost se zlepšovat skrz 

ty domácí úkoly i mimo školu a hlavně pak tou zpětnou vazbu, že vidí v čem je potřeba se 

zlepšit a co jim naopak dělá problémy. Učí se samostatně pracovat, v tom vidím další 

pozitivum. 

 

3. V čem vidíte naopak negativa domácích úkolů v hodinách angličtiny? 

To nevím teda. Nedokážu říct, že v nich vidím něco jako vyloženě negativního, protože mám 

volnost, jestli je chci zadat nebo je nechci zadat. Ale kdybych měla vidět nějaké negativum, 

tak bych to asi nedělala. Takže já si nemyslím, že mají negativa. Záleží na tom, jak se s nima 

pracuje. Jediný co je, a to je zase na individualitě toho vyučujícího, když se zadávají úkoly 

příliš dlouhé a obtížné. Ty děti je pak nezvládají. To je pak asi k ničemu. Tak je to negativní, 

naopak. Vzbudí to tu nenávist k tomu předmětu. Jinak o žádném negativu nevím. 

 

4. Jakou si myslíte, že mají úkoly spojitost s autonomií žáku a rozvíjení autonomie 

žáků? 

No, asi velikou, protože student si vlastně může úkol rozložit, kdy ho chce dělat a jak to chce 

dělat, ale říkám, dneska vzhledem k tomu, že nemáte možnost studenta dostatečně potrestat za 

to, že ten úkol nedonese, tak je pak spousta dětí, kteří ty úkoly nedělají a vy jim za to můžete 

dát maximálně poznámku do žákovské knížky: nemá domácí úkol. A za několik domácích 

úkolů je nějaký postih. Ale to dneska pro nikoho už nic neznamená. Myslím si, že když 

student pochopí, proč ten úkol dělá, tak určitě je to pro něj velice pozitivní. Naučí se učit 

pomocí domácích úkolů. A to je asi důležitý. 
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5. Jak by podle Vás měl vypadat úkol, aby byl motivující pro žáky?  

Tak to vůbec nevím teď. Ale určitě bych řekla, že děti nejméně baví úkoly na gramatiku, 

protože doplňování do mezírek je pro ně nuda jako blázen. Já se snažím zadávat úkoly, které 

jim dají něco i do života. Třeba překlady frází, které mohou užít na dovolené a tak. Všechno 

záleží, jaký má učitel vzorec dětí. Každá třída je jiná a učitel musí vědět, co žáky baví a mají 

rádi. Já se snažím jim zadávat úkoly třeba na překlady, kde ty věty budou moct použít 

v reálné komunikaci a situacích, aby to pro ně bylo co nejvíce přínosné, Jestli je to pro ně ale 

motivující? To netuším a hlavně si to ani nedokážu představit. Problém totiž je, že dnešní děti 

je strašně těžké motivovat. Nic nechtějí dělat a nic je nebaví. Je prostě těžké vytvořit něco, co 

by dnešní děti motivovalo. Jasně, pro 5 nebo 10 procent ano, ale ten zbytek? To nevymyslíte 

jednu slušnou motivaci, která by je donutila k tomu něco udělat. Ono totiž záleží i jak zrovna 

ten den vypadá, jak zrovna ty děti se dobře vyspaly, či jak úspěšní byly v předchozích 

předmětech. Také ovšem záleží na látce, co se zrovna probírá. Jsou témata, co je baví a pak 

naopak témata, co ne. To určitě ano, ale ty témata se prostě udělat musí no. To všechno v tom 

hraje obrovskou roli. Myslím si, že šablona na tohle moc neexistuje. 

 

 

 


