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ANNOTATION

This bachelor thesis deals with developing writing skills in the context of teaching writing in
the lower-secondary schools. Firstly, the theoretical part defines communicative competence
as an aim of teaching foreign languages. After that, the paper focuses on the current approach
to teaching writing and discusses various approaches and types of tasks developing this skill.
In the practical part, a research is conducted with the aim to find out experience and opinions

of the teachers regarding teaching writing.
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NAZEV

Vyuka psani v hodinach anglického jazyka na druhém stupni ZS

ANOTACE

Tato bakalafska prace se zabyva rozvojem feCové dovednosti psani v kontextu vyuky psani na
druhém stupni zakladnich $kol. Teoreticka ¢ast nejprve definuje komunika¢ni kompetenci
jako cil vyuky cizich jazykt. Poté se prace soustiedi na soucasny pohled na vyuku psani a
diskutuje rizné ptistupy a typy aktivit rozvijejici tuto dovednost. V praktické ¢asti je

realizovany vyzkum s cilem zjistit zkuSenosti a nazory uciteli na vyuku psani.
KLiCOVA SLOVA
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ABBREVIATIONS

CC — Communicative Competence

CEFR — Common European Framework of Reference for Languages
CLT — Communicative Language Teaching

EFL — English as a Foreign Language

ELT — English Language Teaching

TEFL — Teaching English as a Foreign Language

RVP ZV — Rédmcovy vzdélavaci program pro zékladni vzdélavani



INTRODUCTION

Nowadays, we are provided with endless opportunities to travel around the world, study
abroad, work for international companies or communicate with people from different
countries just with the use of the internet. With these privileges comes the necessity to learn
foreign languages, especially English, since it is the most spoken language in the world. To
acquire foreign languages, all of the language skills need to be developed, including writing
skills. Therefore, this thesis is focused on teaching writing skills in lower-secondary English
classes. The aim of this thesis is to find out how the English teachers incorporate teaching
writing to their lessons what approaches to teaching writing they use as well as what attitudes

they have towards it.

Concerning the structure of this thesis, its theoretical part is divided into three sections. The
first one defines the communicative competence as the aim of teaching writing with the use of
curricular documents where the expected outcomes are presented. In the second chapter, the
author presents communicative language teaching as the most recent approach to teaching
foreign languages and discusses its characteristic features and principles. Finally, the last
chapter of the theoretical part of this paper deals with writing. Firstly, the author defines
writing as one of the four language skills and lists micro skills that the writing consists of.
After that, she describes what are the roles of the teacher in teaching writing, what types of
tasks and approaches to it can be used as well as what types of feedback the teacher can use in

their writing lessons.

The practical part of this thesis consists of the research conducted with the aim to find out
what experience have the respondents with teaching writing in lower-secondary English
classes and what are their attitudes towards it. In the first chapter of the practical part, the
author of this thesis presents the research questions, the research sample and research
methodology that she used. In this research, semi-structured interviews were chosen as the
tool for collecting data, and they were conducted with five lower-secondary English teachers.

In the next part, these data were analysed with regards to the research questions.

12



THEORETICAL PART

1 Communicative competence

Communicative language teaching should be built on the knowledge of communicative
competence. (Celce-Murcia, Domyei and Thurrell 1995, 5) Therefore, it is crucial for language
teachers to know what communicative competences they should develop in their lessons. Since
there are two main curricular documents for lower secondary teachers in the Czech Republic,
which are Framework Educational Programme for Basic Education (RVP ZV) (MSMT 2021)
and Common European Framework of Reference for Languages (Council of Europe 2001),
there will be included expected outcomes listed in RVP ZV (MSMT 2021) and CEFR model
of communicative competence (Council of Europe 2001) in this chapter.

1.1 Definition of communicative competence

RVP ZV (MSMT 2021, 11) defines communicative competences with the list of skills and
abilities which the learner should have acquired during their lower secondary school education.
According to this document, the learner should be able to formulate and express their thoughts
and opinions in a logical order, sententiously and fluently both in spoken and written form.
They should be able to understand what people say to them and respond appropriately. Learners
should also be able to understand different types of texts, recordings, picture materials, gestures,
sounds and other means of communication. Learners need to know how to use these means of
communicating effectively and how to use their communicative skills for building

relationships.

CEFR (Council of Europe 2001) describes competencies as “the sum of knowledge, skills and
characteristics that allow a person to perform actions” and communicative competences are
“those which empower a person to act using specifically linguistic means.” In other words,
communicative competences are skills and knowledge which enable people to communicate
with each other. Similarly, Savignon (1972, in Bagari¢ and Djigunovi¢ 2007, 96) defined
communicative competence as “the ability to function in a truly communicative setting,” which

means that it covers skills and knowledge which a person needs to communicate.
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1.2 Types of communicative language competences

According to Common European Framework of Reference for Languages (Council of Europe
2001, 13), communicative language competence is divided into linguistic, sociolinguistic and
pragmatic competences. In linguistic competences, there are incorporated phonological, lexical,
syntactical knowledge and skills and other language components. (Council of Europe 2001, 13)
Linguistic competence is very similar to what Celce-Murcia, Dornyei and Thurrell (1995, 7)
called grammatical competence and defined as “the knowledge of the language code,” which

involves pronunciation, spelling, vocabulary, grammatical rules, etc.

Another communicative language competence is sociolinguistic one. It is the ability of the
speaker to use the language appropriately in terms of its social context. (1980, in Brown 2000,
247) Likewise, Common European Framework of Reference for Languages (Council of Europe
2001, 118) defines sociolinguistic competences as the sociocultural rules of the use of the
language. It refers to social conventions such as rules of politeness, dialects and accents,
registers, and linguistic markers of social relations, such as greetings, turn-taking markers, etc.

The last communicative language competence (Council of Europe, 13) is the pragmatic one.
According to Common European Framework of Reference for Languages (Council of Europe
2001, 123), pragmatic competences consist of discourse competence, which represents the
ability to produce coherent and cohesive parts of written or spoken language; functional
competence, which is concerned with functional purposes of spoken discourse and written texts;

and design competence, which involves different interactional schemata.

To conclude, communicative competence is crucial for language learners as they need to
function in a communicative setting. Therefore, language teachers should involve different

types of activities in their lessons to develop all aspects of communicative competence.

2 Communicative language teaching

Communicative language teaching is “a set of principles about the goals of language teaching,

how learners learn a language, the kinds of classroom activities that best facilitate learning, and

14



the roles of teachers and learners in the classroom.” (Richards 2006, 2) That is to say, CLT is
an approach to teaching a foreign language that emphasizes the importance of learners in the
process of teaching a foreign language, their role in it and their needs. Similarly, Desai (2015,
48) describes CLT as an approach to teaching foreign languages which focuses on CC.
Therefore, it can be said that the main goal of CLT is to create opportunities for the students to

communicate in the target language and develop their CC.

2.1 Characteristics of CLT

CLT is the most recent approach to TEFL. Since the late 1960s, there have been many authors
dealing with this topic trying to define it. Even though their definitions may differ, they share
some characteristic features of CLT.

Firstly, Richards and Rogers (1986, in Desai 2015, 48) claim that the aim of CLT is to help
learners acquire CC so that they can use the foreign language accurately and appropriately. The
same feature of CLT is mentioned by Finocchiaro and Brumfit (1983, in Richards and Rogers
2001, 67) who say that learning a foreign language is learning how to communicate and that
CC is the goal of CLT.

Secondly, this approach is mainly focused on learners and the teacher is there to provide them
with an environment that helps them learn more efficiently. (Richards and Rogers 1986, in
Desai 2015, 48) Similar characteristics are pointed out by Finocchiaro and Brumfit (1983, in
Richards and Rogers 2001, 67-68), who stated that teachers are supposed to motivate their
learners to work with the language instead of controlling them. In other words, in CLT, teachers

facilitate the process of learning instead of trying to be in charge of it.

Thirdly, CLT puts stress on the functional use of language. In order to achieve that, teachers
use authentic materials in their classes and the tasks they choose need to have purposes and
meanings. (Richards and Rogers 1986, in Desai 2015, 49) Similarly, Rambe (2017, 56)
mentions that CLT develops the ability to communicate in different situations for different
purposes in real life. According to him, materials used in CLT classes should involve language
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that is meaningful in the context. Hence, those materials should be authentic, including

meaningful tasks and real-life conversation. (Nunan, 1989, in Brown 2001, 34-35)

Last, but not least, activities used in CLT should enable learners to communicate with each
other by sharing information or using negotiation of meaning. (Richards and Rogers 1986, in
Desai 2015, 49) Likewise, according to Nunan (1989, in Brown 2001, 35), the role of a learner
in the CLT approach is negotiator and interactor. In other words, CLT should prepare the
learners for interacting with other people using the means of negotiation to make sure that the

message is delivered as clearly as possible.

To conclude, CLT is the most preferred approach to teaching foreign languages which aims to
help the learners to achieve communicative competence. The role of the teacher in CLT is a
motivator and facilitator who provides opportunities to use the target language by choosing
authentic materials that develop learners” communicative competence and activities that allow

learners to interact with each other.

2.2 Principles of CLT

As mentioned above, CLT is seen as a set of certain principles which should result in developing
the communicative competence of foreign language learners. (Richards 2006, 2) This definition
is rather vague, unclear in a sense of what principles should foreign language teachers follow
in order to achieve their goal. Thus, there is a need to list these principles to complete this
definition.

The first principle says that CLT stresses the importance of interacting in the target language in
order to learn the language. (Nunan 2000, in Rambe 2017, 59) To achieve that, the use of their
native language should be eliminated in the classes. It means that the target language is used
during the activities as well as for classroom communication. (Larsen-Freeman 2000, in Desali
2015, 49)
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The second principle states that teachers should include authentic materials in their classes so
that they simulate conversation in real life. (Nunan 2000, in Rambe 2017, 59) Similarly to this,
Rambe (2017,62) claims that activities used in CLT should be based on learners” real-life
experience. Hence, teachers should promote real communication in their classes by choosing

activities such as roleplays, games, or dramas to be a part of the classes. (Desai 2015, 49)

The third principle of CLT is the provision of opportunities to focus on the target language as
well as the learning process. (Nunan 2000, in Rambe 2017, 60) In other words, the learners
should not only think about what to say but also how to say it. In order to achieve that, learners
should be aware of what message they want to communicate as well as what language is

appropriate to use for it.

Finally, the last principle discussed in this paper is linking language used in the classroom with
the language used outside of it. (Nunan 2000, in Rambe 2017, 60) What is meant by that is that
the learners should be able to use the language they learn in their classes in the real life.
Therefore, the materials and activities used in CLT should simulate real-life situations in order

to prepare the learners for communication outside of the classroom.

To summarize, when using the CLT approach in ELT classes, teachers need to follow principles
discussed above, such as communication predominantly in the target language, using authentic
materials and activities simulating real-life situations and focusing on both the process and the

product. These principles should result in developing learner’s communicative competence.

3 Writing as a skill

In language teaching, we identify the four language skills, which are listening, reading,
speaking, and writing. Recently, we tend to teach those skills inseparably. (Brown 2001, 232).
Harmer (1998, in Supiani 2017, 37) claims that writing is not only a tool of communication but
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also an important part of learning a foreign language. Therefore, this thesis will be focused on

teachers” opinions regarding teaching approaches and activities developing this particular skill.

3.1 Micro skills for writing

The skill of writing consists of different micro skills which need to be developed in order to
become a good writer. Hedge (1991, in Strakova and Cimermanova 2005, 68) made a list of

micro skills required for writing production.

The first micro skill Hedge (1991, in Strakova and Cimermanova 2005, 68) mentions is the
ability to organize thoughts and develop ideas. Similarly, Brown (2001, 343) implies that
learners should be able to communicate the main idea, the supporting idea, given and new
information, etc. Besides, they should be able to use cohesive devices to develop their ideas.
(Brown 2001, 343) To guide their learners, teachers can help them with choosing a topic, getting
ideas, discussing them with other learners to see other points of view, selecting them and putting
them in the right order, or making notes and diagrams which could help them organize their
thoughts. (Scrivener 2005, 194) To summarize, learners should manage organizing and
developing their ideas and teachers could help them with it by including some activities in their

classes, such as a group discussion or making diagrams.

The second micro skill that will be involved in this paper is a careful choice of vocabulary,
grammatical patterns and sentence structures. (Hedge 1991, in Strakova and Cimermanova
2005, 68) The same micro skill is mentioned by Brown (2001, 343), who claims that learners
should be able to use appropriate vocabulary, word order and grammatical structures, patterns
and rules. What teachers can do before the writing task itself is providing learners with exercises
on language items or helping them find grammar and lexis that can be useful for their writings.
(Scrivener 2005, 68) This means that teachers are able to prepare their learners for their writing

performance.
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The last micro skill Hedge (1991, in Strakova and Cimrmanova 2005, 68) names is choosing a
style of writing which is suitable for the readers and the subject matter. In other words, effective
writers are able to recognize which style, register and vocabulary they should use to make their

texts appropriate for the topic and readers, their age, knowledge, etc.

In conclusion, the micro skills for writing are the abilities of a writer to produce a good-quality
piece of writing that is well structured and grammatically correct, develops the writer’s ideas
and connects them with cohesive devices. Therefore, each of these micro skills should be

developed in order to develop writing as a complex language skill.

3.2  Teaching writing

According to Ur (1996, 162), the main goal of teaching writing in EFL classes is to make
learners acquire the abilities and skills essential for producing various types of good quality
written texts. However, not every writing activity is supposed to develop learners” writing skills.
Harmer (2015, 369) distinguish between writing for learning and writing for writing. While the
first one is used by teachers for teaching or testing the knowledge of other aspects of language,
such as writing sentences in the past tense to practise its structure, the other one is the type of
writing which develops learners” writing skills. For the purposes of this paper, only writing for

writing is relevant to discuss.

3.2.1 The roles of the teacher

According to Harmer (2015, 369), when teaching writing skills, teachers need to deploy

different types of roles. The most important ones are as follows:
The first role mentioned by Harmer (2015, 369) is a motivator. According to him, teachers are

responsible for creating the right conditions for writing, explaining the usefulness of the activity

and encouraging their learners to make as much effort as possible.

19



Another role crucial for the teacher of writing is a resource who assist their learners whenever
they need, providing them with the information they ask for as well as making suggestions for
improvements. (Harmer 2015, 369)

Last but not least, teachers should also function as feedback providers who should respond

positively and encouragingly to the learners” writings. (Harmer 2015, 369)

3.2.2 Types of Writing Tasks

According to Cimrmanova and Strakova (2005, 72), learners are supposed to be able to perform
different writing tasks that demand their skills. However, the tasks we might find in textbooks
are not always the most efficient tasks to choose for our learners. (Ur 1996, 164) Therefore,
teachers should prepare different tasks for their learners in to develop different skills. There are

several types of writing tasks to be discussed in this paper.

The first type of writing tasks is imitative or copying tasks. These tasks are based on copying
words or sentences learners see or hear in order to become familiar with them. (Cimrmanova
and Strakova 2005, 72) For this reason, Scott and Yterberg (1990, 70) perceive these tasks as
the starting point of writing. Although these tasks might be beneficial for Al learners, they are

not suitable for A2 learners because they do not provide them with acquiring new skills.

The second type of writing tasks is structure-based tasks. These tasks are targeted at practicing
grammatical structures and do not allow learners” creativity. This type involves activities such
as gap filling, answering questions, completing sentences, etc. (Cimrmanova and Strakova
2005, 74) The same type of writing tasks is also mentioned by Scrivener (2005, 193) but he
calls it doing exercises. He claims that the disadvantages of these tasks are that they lack
creativity and provides the learners with limited opportunities for making mistakes. Hence,
these activities are focused on grammatical knowledge but do not improve the writing skills of

A2 learners.
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The third type of writing tasks mentioned in this paper is guided writing exercises. These
activities require some model writing, useful language items or specific instructions to follow
in order to create a piece of writing. (Scrivener 2005, 193) According to Cimrmanova and
Strakova (2005, 76), these activities are regularly included in ELT classes because the process

of writing consists of small steps which are offered by the teacher.

Another type of writing tasks named by Scrivener (2005, 193) is process writing tasks. Process
writing works as a tool for developing learners” writing skills by allowing them to divide the
tasks into scaffolded steps and assess each step instead of assessing the whole piece of writing.
(Martinez, Lopez-Diaz and Pérez 2020, 50) To be more specific, process writing consists of the
four basic writing stages which are namely planning, drafting (writing), redrafting (revising)
and editing. (Seow 2002, 316) Therefore, it might be said the teacher provides their learners
with opportunities to reflect on each step of the task. In addition to it, Seow (2002, 316) claims
that teachers also participate in process writing by responding (sharing), evaluating and post-

writing.

The last type of writing tasks to be discussed in this paper is unguided writing tasks where
learners write without the teacher’s guidance and feedback. (Scrivener 2005, 193) According
to him, unguided writing requires a high level of fluency. Thus, this type of writing is

appropriate for advanced writers.

According to Common European Framework of Reference for Languages (Council of Europe
2001, 26), A2 learners should be able to “write short, simple notes and messages relating to
matters in areas of immediate need [...] a very simple personal letter, for example thanking
someone for something.” Therefore, the most beneficial types of writing tasks for them are
structure-based tasks to improve their grammatical knowledge, guided writing tasks and

process writing tasks to develop their writing skills.
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3.2.3 Contemporary approaches to teaching writing

Selvaraj and Aziz (2019, 455) define writing approaches as “the ideas, rules and ethics related
to writing process which applied in the classrooms particularly in the teaching writing.” As
pointed out by Raimes (1983, 5), there is not only one right answer to how to teach writing in
EFL classes because every learner has their own needs. Therefore, there are different

approaches to teaching writing to apply in EFL classes.

According to Eliwarti and Maarof (2014, 113), there are three well-known approaches to
teaching writing: product-based, process-based and genre-based approach. Harmer (2015, 363)
claims that teachers need to choose one approach to apply in their classes to suit their goal, for
example, whether the goal is for learners to pay attention to the process of their writing or the
product. On the contrary, Raimes (1983, 11) states that approaches to teaching writing can, and
often do, overlap each other. This can be explained by the fact that some authors, including
Selvaraj and Aziz (2019, 457), add a process product approach and a process genre-based

approach to the list of approaches to teaching writing.

3.2.3.1 Product-based approach

The product-based approach is based on “the production of texts by individual students, often
under time constraints and usually in silence.” (Eliwarti and Maarof 2014, 113) As previously
mentioned, the product-based approach to teaching language aims at the end product instead of
the process that led to it. When applying this approach, teachers often use model writings in
their classes for learners to imitate them and produce similar compositions. (Selveraj and Aziz

2019, 455) Therefore, guided writing tasks are suitable for this approach.

Pincas (1982, in Eliwarti and Maarof 2014, 113) claims that the product-based approach to
teaching writing is primarily focused on linguistic knowledge, such as learners using proper
vocabulary, syntax and cohesive devices. Teachers treat errors as something that should be
corrected or eliminated. (Eliwarti and Maarof 2014, 113) They could prevent learners from
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making errors by offering them useful language items, as suggested by Scrivener (2005, 193)

when discussing guided writing exercises.

3.2.3.1.1 Stages of the product-based approach

Steele (2004, in Eliwarti and Maarof 2014, 113) claims that this approach consists of four
stages: familiarization, controlled writing, guided writing and free writing. The first stage,
familiarization, is where the learners are expected to read the model writing, notice
characteristic features of it, such as the way ideas are organized in it or what language items the

author of the model writing used. (Selveraj and Aziz 2019, 456)

The second stage is called controlled writing and consists of performing controlled tasks that
are focused on language items that might be useful for their writing. These language items are
usually treated in isolation. (Eliwarti and Maarof 2014, 113) Even though controlled tasks do
not improve learners” writing skills, they prepare them for the last stage, where the learners

could use the language items practiced in this stage.

The third stage of the product-based approach is guided writing. (Steele 2004, in Eliwarti and
Maarof 2014, 113) According to Eliwarti and Maarof (2014, 113), this stage is the most
significant stage of this approach because the learners get to organize their ideas. Eliwarti and
Maarof (2014, 113) say that organizing ideas is even more important than the ideas themselves.

Therefore, teachers should pay more attention to this stage.

The last stage of this approach is free writing, where the learners “perform the task by using
their skills, sentence structures and various level of vocabulary in order to compose the
anticipated composition.” (Selveraj and Aziz 2019, 456) In other words, the learners use what

they saw and practiced in the previous stages to produce their own piece of writing.

3.2.3.1.2 Advantages and disadvantages of the product-based approach

Every approach to teaching writing has, obviously, both advantages and disadvantages to take
into consideration when deciding what approach to apply to meet the goal. Regarding the
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product-based approach, the main advantage of it is that the learners receive model texts to
imitate and linguistic knowledge that might be useful for them to produce their own writings.
(Badger and White 2000, in Eliwarti and Maarof 2014, 113) On the other hand, this approach
might demotivate the learners because it focuses on imitation instead of their creativity.
(Selvaraj and Aziz 2019, 456)

3.2.3.2 Process-based approach

The process-based approach to teaching writing lead learners through different stages of writing
which are essential for them to acquire various skills that could improve their writings. (Harmer
2015, 364) In other words, the process-based approach teaches the learners to go through the
whole procedure of producing a quality piece of writing so that they could use it in their EFL

class as well as outside of it.

3.2.3.2.1 Stages of the process-based approach

In a process-based approach, producing a piece of writing goes through different stages. Many
authors, for instance Harmer (2004, 5), divide the process of writing into four steps: planning,

drafting, editing and final draft.

As mentioned above, the first stage of this approach is called planning or pre-writing. This step
includes various activities which stimulate learners” thoughts and ideas. (Seow 2002, 316)
According to him, teachers might involve group brainstorming, where their learners share their
ideas, clustering, where the learners basically create mind maps to generate their ideas, or rapid
free writing, where the learners write down words and phrases useful for them in a short amount
of time. (Seow 2002, 316)

The second step of the process-based approach is drafting. Harmer (2004, 5) defines it as the

first version of learners” writings. Since the learners will edit their writings later, fluency is way

more important than grammatical accuracy at this stage. (Seow 2002, 317)
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According to Harmer (2004, 5), the next stage of this approach is editing. This stage is crucial
for the learners to reread what they produced in the previous step to realize what works and
what does not work, what parts should be rewritten or reorganized. As Harmer (2004, 5)
suggests, other readers often help the writer to reflect on the first draft by commenting on it and
making suggestions on what to improve. In other words, teacher and/or peer feedback is an
important factor during this stage. Teachers and co-learners need to avoid vague comments and
incorporate suggestions and questions to help the writer with editing. (Reinking and Hart 1991,
in Seow 2002, 317)

The last stage of the process-based approach is the final draft. As a result of the editing process,
the final product may significantly differ from the original plan and the first draft. (Harmer
2005, 5) However, all of the previous stages of this approach have an important role in creating

the final version of the writing.

3.2.3.2.2 Advantages and disadvantages of the process-based approach

As Harmer (2005, 6) states, this approach is applicable “whether people are writing e-mails,
texting their friends, writing shopping lists, providing compositions for their English teachers,
or putting together a doctoral thesis.” In other words, this approach is suitable for learners at
different levels. In addition to it, Selvaraj and Aziz (2019, 456) claim that the learners benefit
from this approach since it promotes their creativity as well as enables them to improve their

writings by moving back and forth.

However, the process-based approach has also its limitations. Onozawa (2010, in Eliwarti and
Maarof 2014, 114) points out the fact that the process-based approach, unlike the product-based
one, gives a little importance to grammar and structure and do not focus on the final product
that much. Another disadvantage of this approach is that it consumes a lot of time, and the

learners might become bored during the process of writing. (Eliwarti and Maarof 2014, 114)
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3.2.3.3 Genre-based approach

The genre-based approach to teaching writing emphasizes the significance of various types of
writing and text types. (Selveraj and Aziz 2019, 456) According to Hasan and Moniruzzaman
(2010, 81), the genre-based approach “considers writing as a social and cultural practice. The
purpose of this writing involves the context where the writing occurs and the conventions of
the target discourse community.” To put it another way, teachers apply this approach in their

classes for their learners to put their writings into context.

3.2.3.3.1 Advantages and disadvantages of the genre-based approach

Similarly to the previous approaches discussed in this paper, the genre-based approach has also
its advantages and disadvantages. One of the advantages of this approach mentioned by Selvaraj
and Aziz (2019, 456) is that the learners are exposed to various types of texts and genres.
Another benefit of this approach given by these authors (Selvaraj and Aziz 2019, 456) is that it
IS suitable for learners on various levels and the model texts support their learning as well as

help them overcome their anxiety from writing.

On the other hand, Hyland (2008, in Eliwarti and Maarof 2014, 115) argues that the model texts
given to learners cause the lack of their creativity when producing their own piece of writing.
Another disadvantage of the genre-based approach is mentioned by Harmer (2015, 366) who
claims that the learners focus on the product of their writing and do not pay attention to the

processes that are essential for effective writers.

3.2.3.4 Process genre-based approach

The process genre-based approach combines all of the approaches discussed above. According
to Rhalmi (2018, in Selvaraj and Aziz 2019, 457), this approach makes learners pay attention
to the process of writing, observe model texts and their characteristic features, and put their

own pieces of writing into the social context.
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Eliwarti and Maarof (2014, 115) propose that the learners benefit from this approach since it
enables them to “study the relationship between purpose and form for a particular genre as they
use the recursive processes of prewriting, drafting and revising.” In addition to it, Selvaraj and
Aziz (2019, 457) claim that this approach is suitable for learners in secondary schools.

However, it requires careful planning and a large amount of time. (Selvaraj and Aziz 2019, 457)

3.2.3.5 Process product approach

As its name suggests, this approach combines the process-based and product-based approach.
Firstly, teachers apply the product-based approach in their lessons. After their learners acquire
writing mechanics and become acquainted with model texts, they need to employ all the writing
stages of the process-based approach. (Selvaraj and Aziz 2019, 457) Similarly to the previous
approach, the biggest disadvantage of this approach is that the process of it is extremely lengthy.
(Carta 1987, in Selvaraj and Aziz 2019, 457)

3.3 Providing feedback

Feedback in EFL classes could be defined as a response to what learners said or wrote. (Harmer
2015, 154) Rahman (2017, 65) considers providing it as a skill since teachers need to take
several issues into consideration when responding to learners” writing. As Harmer (2015, 154)
claims, the right kind of feedback is one of the biggest factors in learners” success. Gilmore
(2009, 363), however, mentions a drawback when it comes to providing feedback to the
learners, which is balancing the individual needs of the learners with the enormous amount of
work. Since the EFL teachers are supposed to give feedback to a large number of students, it
seems almost impossible to provide every single one of them with meaningful feedback.

Similarly to Gilmore, Harmer (2015, 154) also argues that not every feedback given by teachers
is meaningful. As stated by him, short comments, such as “good” or “OK” are not clear about
what exactly is good about learners” work. Likewise, Rahman (2017, 65) indicates this issue of
vague comments which are not specific enough to be useful for the learners. In order to make
their feedback as effective as possible, teachers need to consider its qualities. According to
Scrivener (2012, in Harmer 2015, 154), effective feedback should be supportive, clear, truthful
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and work-specific, so that the learners know what exactly they did well and what to improve.

3.3.1 Overall grading vs feedback

It is commonly believed that providing feedback to learners is more efficient in terms of
improving their performance than providing them with an overall grade because detailed
feedback suggests what needs to be corrected or improved. (Underwood and Tregidgo 2006,
75) Harris and McCann (1994, 2) share this belief by saying that grades classify learners but do
not help them with overcoming specific problems that occur in their writings. However,
Underwood and Tregidgo (2006, 90) recommend not to include overall grading when giving
feedback because learners tend to compare their grades instead of focusing on feedback. In
summation, teachers should choose between grading and providing feedback on the writing

task so that their learners know what to focus on.

3.3.2 Summative vs formative feedback

Harmer (2015, 154) distinguish between summative and formative feedback. Whilst the first
one is used by the teacher after the learners submit the final product of their writing, the second
one provides learners with suggestions for improving it. (Harmer 2015, 154) Accordingly, it
might be said that summative feedback is appropriate to use when applying the product-based
approach to teaching writing.

On the other hand, formative feedback is especially useful during the process of writing,
therefore, teachers should provide their learners with formative feedback when applying the
process-based approach so that the feedback could help the learners to improve their writing.
Ferris (1995, in Underwood and Tregidgo 2006, 79) suggests that learners pay more attention
to the feedback provided to the first drafts rather than the final product.
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3.3.3 Directive vs facilitative feedback

In terms of function, Underwood and Tregidgo (2006, 80-81) mention two types of feedback:
directive and facilitative. They define directive feedback as “comments that tell students
directly what needs to be revised” and facilitative feedback as “comments designed to help
guide students to rework their text on their own.” Similarly, Straub (1996, 226) claims that,
when giving directive feedback, teachers circle errors, underline problematic parts of the text,
and provide their learners with corrections. In other words, teachers have absolute control over
what the rewritten text should look like and, therefore, avoid any ambiguity, confusion, or

misunderstanding.

On the other hand, when providing facilitative feedback, teachers use questions or non-
evaluative statements which demand an active response from the learners. (Straub 1996, 234)
For this reason, it might seem that facilitative feedback is more effective for improving learners’
writing. However, Ransdell (1999, in Underwood and Tregidgo 2006, 81) reveals in his study
that there is almost no difference between the number of learners who prefer directive feedback
and those who prefer facilitative feedback. That indicates that learners find both types of
feedback helpful.

3.3.4 Positive vs negative feedback

Feedback could also be positive or negative. While the first one provides learners with an
affirmation that they did something correctly and, therefore, motivates them to continue
learning, the second one suggests correction or modification of the text. (Ellis 2009, 3) Kluger
and DeNisi (1996, in Hattie and Timperley 2007, 98) claim that learners benefit from both

positive and negative feedback.

However, when providing positive feedback, Deci et al. (1999, in Hattie and Timperley 2007,
99) state that the learners are more likely to remain involved in the activity. In other words, the
teachers keep learners motivated to rewrite their texts or get engaged in a similar type of activity

by giving them positive feedback. Likewise, Underwood and Tregidgo (2006, 84-85) found out
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that learners prefer positive feedback because they need to know that they did at least something

right to stay motivated.

3.3.5 Peer feedback

Since responding to learners” written work is often very time-consuming, teachers might also
consider involving peer feedback in their classes. Not only does it reduce the teacher’s
workload, but also encourages the learners to collaborate with each other and promotes learner
independence. (Gilmore 2009, 364) Moreover, Ur (1996, 172) claims that critical reading,

which is important for this activity, is a valuable exercise itself.

On the contrary, peer feedback requires training in providing constructive feedback which is
time demanding and still could be wrong or not as helpful as feedback from the teacher. Some
learners also might perceive this type of feedback as less valuable because of that. (Gilmore
2009, 172) For this reason, Ur (1996, 172) suggests that peer feedback should be built on
personal relationships in the classroom, trust, willingness to accept criticism and help each
other. That is to say, classroom climate is a huge factor in providing feedback to peers and a

negative classroom environment might make this type of feedback inefficient.

3.3.6 Self-assessment

In terms of the provider of feedback, another type of it is self-assessment. When assessing their
own written work, learners need to evaluate their effort and strategies used on the task as well
as their performance compared with their expectations and goals. (Hattie and Timperley 2007,
94) Similar thought is expressed by Harris and McCann (1994, 3) who claim that self-

assessment help learners diagnose their own weaknesses in order to improve their performance.

However, this type of feedback is not suitable for less effective learners because they lack self-
regulation strategies and, therefore, depend on external factors, such as teacher or peers, for
feedback. (Hattie and Timperley 2007, 94) To conclude, this type of feedback is beneficial for

more advanced learners since it requires their self-regulatory proficiency.
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3.3.7 Treating mistakes

When giving feedback on learners” writing, mistakes and errors might occur in the texts. The
question is if it is necessary to correct them all. One way to treat them is to completely
reformulate them. This provides learners with accurate and comprehensive feedback. (Gilmore
2009, 364) However, if the text is full of mistakes, correcting them all could be discouraging

and demoralizing for the learners. (Ur 1996, 171)

Another way to correct mistakes is to select specific issues to correct. Teachers save time by
providing their learners with this type of feedback and also could target the ongoing themes in
their EFL class. (Gilmore 2009, 364) On the other hand, Gilmore (2009, 364) also mentions
that this type of feedback might be less comprehensive to the learners, and they might not find
answers to their concerns. To put it another way, selective feedback is useful for addressing
issues currently discussed in the class but does not answer all the questions the learners might

have outside of it.

According to Harmer (2015, 162), one of the most popular ways of correcting writing is using
correction codes which indicate what type of mistake the learners made and where exactly.
Similarly to the previous way, this way of correcting mistakes also reduces teachers” workload.
On top of that, it encourages learners to correct their mistakes by themselves. However, less
proficient learners might not be able to do that. (Gilmore 2009, 364) Moreover, Harmer (215,
162) claims that the only way to ensure that the learners would benefit from this feedback is to

explain to them what each of the correction symbols means.

The last way of treating mistakes is no correction at all. This way, the learners have much more
time to practise writing which helps them with writing fluency but does not encourage them to

correct their mistakes and might result in learners” frustration caused by lack of feedback.

(Gilmore 2009, 364)

In conclusion, there are four ways teachers can treat mistakes in writing assignments. While the

complete reformulation of them helps the learners with accuracy, not correcting them at all
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leads to fluency. Therefore, it might be said that the first way is suitable for less efficient

learners while the last one might be beneficial for advanced learners.
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PRACTICAL PART

4 Introduction to the research and research questions

This part of this thesis consists of the theoretical background to the research as well as the
analysis of its findings. The research was designed carefully in order to attain its objectives,
namely, to find out how English teachers in lower-secondary schools incorporate teaching
writing in their lessons, what approaches to teaching writing they use as well as what attitudes
they have towards it. Therefore, qualitative research seemed more suitable since it: “tends to
be associated with words as the unit of analysis.” (Denscombe 2003, 232) Furthermore,
Creswell (1998, in Hendl 2005, 50) defines it as a process of searching understanding of
social problems, where researchers analyse different types of texts and provide information on
respondents” opinions. In other words, qualitative research focuses on analysing texts or

speeches and collects non-numerical data.

To realize the research, it is essential to choose research questions. The questions for this
research were selected with the aim to reveal teachers” approaches and experience with
teaching writing in lower-secondary English classes, and their attitudes towards it. These

questions are following:

e What do the teachers consider as aims of teaching writing in lower-secondary English
classes?
e How do the teachers teach writing?

e What do the teachers find difficult about teaching writing in lower-secondary English

classes?
e How do the teachers provide their learners with feedback?

e What materials do the teachers use for teaching writing?

4.1 The research sample

The research was conducted among English teachers in lower-secondary schools in the Czech
Republic. Since qualitative research requires more in-depth data, only a few respondents were

needed in order to provide complex analysis. The respondents chosen for this research were
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selected accordingly with the following criteria. Firstly, all of the respondents needed to be
teachers of the English language who teach lower-secondary learners. Secondly, all of them
were selected from the Liberec region since the researcher is from that area and, therefore, has
contacts there. Last but not least, these respondents needed to be willing to be interviewed as
well as recorded. The research was conducted ethically. Hence, the respondents gave consent
to be a part of this research as well as to be recorded for the purposes of it. To provide them
with anonymity, no personal information, such as names or specific places, will be mentioned

in this paper and the respondents will be coded under R1-5:

e R1 teaches English and history in primary and lower-secondary school in a small town
in the Liberec region. She has been teaching English for about 10 years.

e R2 teaches English and Czech in the lower-secondary and upper-secondary school in a
bigger city in the Liberec region. She has been teaching English for about 23 years.

e R3 teaches English and French in the lower- and upper-secondary school in the same
city as R2. She has been teaching English for 19 years.

e R4 teaches English and art in the lower- and upper-secondary school in a bigger town
in the Liberec region. She has been teaching English for 32 years.

e R5 teaches English and Czech in the same school as R4. She has been teaching

English for 19 years.

4.2 Research methodology

To collect qualitative data, different research methods could be used, such as interviewing,
observations or analysing various types of documents. Since this research is interested in
personal experience, opinions and attitudes of lower-secondary English teachers, interviewing
is the best option to gain the data. According to Denscombe (2003, 163), interviews seem
similar to conversations. However, opposed to a casual conversation, interviews require a set
of assumptions and understandings about the discussed topics. Therefore, the interviewer

should be well-prepared, and the respondents should be selected accordingly to the area of
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their knowledge or experience. In this case, all the respondents have experience with teaching

English in lower-secondary schools.

According to Manénova and Skutil (2012, 57), we distinguish between three types of
interviews: structured, semi-structured, and unstructured. Structured interviews have all the
questions prepared in advance and, therefore, are easy to analyse. On the other hand,
unstructured interviews are the most difficult to analyse since the questions are not prepared
and, hence, it requires researcher’s experience. However, they might help the researcher gain
new and unpredicted information. The compromise between structured and unstructured
interviews are semi-structured interviews. They include prepared questions as well as

additional questions. In this thesis, semi-structured interviews were used to collect data.

4.2.1 The interviews

These interviews were conducted in the Czech language since it is the mother tongue of the
interviewer as well as all the respondents and, therefore, this way seemed more natural and
comfortable for all the participants. When preparing the interview, suggestive questions were
avoided to eliminate biased data. The researcher also ensured that there was enough time for
each of these interviews and that the respondents were interviewed either in person, which
was the case of R1 and R4, or via video call applications, namely Google Meet and Whats
App, because the respondents preferred this form of the meeting instead of the face-to-face
meeting since the interviews were conducted during the COVID-19 pandemic. The interviews

were recorded with a smartphone recorder.

Before the interview was applied to the respondents, it went through a piloting stage in order
to make some changes to it if needed. This stage was performed on the researcher’s friend
who has been teaching English for one year. After piloting, minor changes were made to the
interview, such as reformulating some questions so that they would be more clear, for
example, in the part of the interview regarding feedback, there was a question: “when
teaching writing, are you the only person in the class who provides your learners with

feedback?”” which seemed not specific enough, and, thus, the question was changed to: “Do
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you encourage your learners to provide peer feedback or assess themselves?” Another
modification was made to the sequence of the questions, for example, the questions
concerning the materials used for teaching writing were relocated from the beginning of the
interview to the end. However, since respondents were talking about some topics even before
the questions regarding them would appear in the interview, the researcher decided to ask

some questions in a different order to keep the flow of the interview more natural.

The interviews can be divided into a few sections where each of these sections answers one
research question. The first one consists of two questions concerning information about the
respondents. These questions do not exactly correspond with the aim of the research, but it
seems quite useful to know how experienced they are as English teachers. The second part of
the interview contains only one question which is how often the respondents incorporate

teaching writing in their English lessons.

The third part of this interview is interested in what the respondents consider as the objectives
of teaching writing in lower-secondary schools. This question was included to observe where
the teachers are aiming their writing lessons and what do they see as important outcomes of
them.

The fourth part consists of the following questions: How do you teach writing? What is the
structure of your writing lesson/part of the lesson? What pre-writing activities do you use?
What types of writing activities do you choose? What role do you as a teacher play in it?
These questions were included to help the researcher to analyse what approaches to teaching
writing do the respondents use as well as how they perceive themselves when teaching

writing.

The fifth part of the interview is focused on obstacles and difficulties that the respondents
experience when teaching writing. In this part, the teachers report what they find the most
difficult about teaching writing as well as in which aspects they find teaching writing more
difficult than teaching other language skills. These questions lead to a better understanding of

the respondents” attitudes towards teaching writing.
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The next part of the interview involves questions concerning giving feedback to learners’
writings. The researcher was interested in the way the respondents provide their feedback,
what type of feedback they usually give, what criteria they apply in their feedbacks, if and
how they incorporate peer feedback and self-assessment in their writing lessons, and if they

find something difficult about giving feedback.

Finally, the interview consists of questions regarding materials used for teaching writing.
These questions are as follows: What materials do you use for teaching writing? Do you
modify the tasks? What role does the textbook play in it?

4.3 Data analysis and interpretation

This chapter deals with the data collected from the interviews. As already mentioned before,
five English teachers were interviewed, and this part of the research consists of analysing and
interpreting their answers in order to answer the research questions. This chapter will be

divided into several sections and each of them will reflect one research question.

4.3.1 Objectives of teaching writing in lower-secondary schools

The first research question was designed with the aim to find out what teachers consider the
objectives of teaching writing in their lower-secondary English lessons. Their answers are

following:

R2 (see Appendix B) named several aims of teaching writing in lower-secondary schools that
she finds important. Firstly, she reports that some learners are not used to the written form of
the language when they transfer from primary school. Therefore, she considers getting used to
the written form of the language the objective of teaching writing. Another aim she mentions
is acquiring basic word order and text structure. In addition to it, according to R1 (see
Appendix A), the objective of teaching writing in lower-secondary schools is to practice new
vocabulary and grammatical structures. In other words, R1 and R2 consider developing
different micro skills (see chapter 3.1) essential for written production as the aim of teaching

writing in lower-secondary schools.
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Opposed to that, R3 (see Appendix C) aims at enabling her learners to eliminate their fear of
writing and produce meaningful written texts, even though there might occur mistakes and
errors. The same objective of teaching writing in lower-secondary schools is mentioned by R5
(see Appendix E) who aims at teaching her learners to be able to express their ideas in a
written form and produce meaningful texts. A similar goal presents R4 (see Appendix D) who
claims that some learners struggle with producing coherent texts. In her opinion, this might be
related to their reading experience. According to her, less experienced readers do not see

logical connections between sentences.

The next aim of teaching writing in lower-secondary English classes mentioned in the
interviews is to introduce different types of texts to the learners so that they learn their
specifics, distinguish between them, and produce them with the use of these specifics, such as
appropriate greetings in letters. (see Appendix E) Likewise, R3 (see Appendix C) claims that
teaching writing should enable learners to write simple letters and short stories. This aim is
related to expected outcomes which we can find in curricular documents. According to RVP
ZV (MSMT 2021, 26), at the end of the ninth grade, learners should be able to complete
personal information forms and write short texts about themselves, their family, hobbies, etc.
Similarly, CEFR (Council of Europe 2001, 26) determines that A2 learners should be able to
write short texts and messages related to their everyday life as well as simple personal letters.

In conclusion, R1 and R2 aim at teaching micro skills important for writing, such as spelling
the words correctly, and appropriate use of vocabulary, word order and grammatical patterns.
Next, R3, R4 and R5 agreed that they intend to help their learners to produce meaningful texts

in different genres.
4.3.2 Approaches to teaching writing
This chapter is focused on the way the respondents teach writing. The teachers were asked

several questions about the activities they use, how they treat differences between learners

and what is their role in the classroom.
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4.3.2.1 How do the respondents teach writing?

Firstly, the teachers were asked to describe how they teach writing. R1 (see Appendix A)
claims that the structure of her writing lessons depends on how difficult the topic is for her
learners. Some of these lessons might even include looking up useful information on the
internet. However, she always incorporates either exercises where her learners practise new

grammatical structures and vocabulary convenient for the writing activity or model texts.

R2 (see Appendix B) says that the writing section is always at the end of the unit. Therefore,
the whole unit prepares the learners for writing by introducing new vocabulary or grammar
which should be useful for them when writing and practising them. At the beginning of the
writing lessons, she always uses a model text to illustrate what the writings could look like.
The respondent reports that she discusses the model text with her learners. They study its
structure, what vocabulary and grammar structures are used in it, and then answer some

questions related to it.

Similarly, R5 (see Appendix E) states that doing grammatical exercises precedes writing.
Other than that, she also uses model texts which the learners try to analyse with her. Then, she
uses pair or group discussions, where the learners answer several questions about the topic
and which, according to the respondent, should help them realize what they can include in

their writings. Sometimes R5 provides her learners with useful phrases.

In most cases, R3 (see Appendix C) also uses reading and analysing model writings as a pre-
writing activity. Other than that, she starts her writing lesson with brainstorming. Then, she

helps her learners with creating the outline for their writings so that they cannot get lost.

R4 (see Appendix D) claims that she uses texts from textbooks or articles from magazines as
model texts. Another pre-writing activity she uses is brainstorming. While doing this, she
writes down the keywords on the whiteboard and the learners add their ideas to it as well as
useful lexical items, such as adjectives, that could make their texts richer and more detailed.
She also guides her students by providing them with a basic outline to eliminate incoherence.

39



To help her learners, R4 offers consultations for her learners so that they can come to her
office and have a discussion about the topic where the teacher asks them different questions
which could help them organize their own ideas.

To sum up, all the respondents use model writings when teaching writing which is a typical
tool for getting familiar with the task and observing characteristic features of the text used in
the product-based approach. Some of the respondents, namely R1 and R5, also incorporate
doing exercises focused on useful language items, which is another stage of the product-based
approach. Creating the outline for the texts, which was mentioned by R3 and R4, is also a
typical feature of the product-based approach. However, R3 and R4 make their learners
brainstorm their ideas before writing their texts, and R4 and R5 use pair or group discussions
of the topic, which are usually used in the process-based approach. (discussed in chapter
3.2.2)

4.3.2.2 What types of tasks do the teachers use?

According to R2 (see Appendix B), she chooses structure-based tasks and guided writing
exercises, which are discussed in the theoretical part. (see chapter 3.2.1) When being asked
about how she teaches writing, she responds that she uses texts in the workbooks, where some
pieces of information are missing and the learners are supposed to complete them.
Cimrmanova and Strakova (2005, 74) call these gap-filling activities structure-based tasks.

However, Scrivener (2005, 193) claims that these activities do not improve learners” writing
skills.

Based on the interviews, it is evident that all the respondents use guided writing exercises.
These tasks consist of the pre-writing activities which are discussed in the previous chapter,
which should help them produce their own texts. (Scrivener 2005, 193)

Other than that, R3 (see Appendix C) also uses music in her writing lessons. For example, she
mentions song writing activities, where the learners listen to a part of the song and then try to

complete the song with their own lyrics. Another activity she describes is writing inspired by
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different genres of music. The teacher chooses short extracts of music that evoke different
emotions in her learners and the learners write stories based on it. These types of activities
share characteristics of unguided writing tasks since the learners write without the teacher’s

guidance and the tasks require a high level of fluency and creativity.

To conclude, in most cases, the teachers use guided writing exercises where the learners are
provided with various pre-writing activities that are helpful for their own written production.
However, structure-based tasks also appear in their lessons as well as some kind of unguided

writing tasks.

4.3.2.3 How do the respondents treat differences between their learners?

All the respondents claim to notice huge differences in writing proficiency among their
learners. And R4 and R5 think that the differences are dependent on how experienced are the
learners as readers. In addition to that, R1land R3 believe that the differences are caused by
their English language proficiency. The researcher was interested in how the respondents treat

the differences.

R1(see Appendix A) responded that she does not take these differences into account when
planning her writing lessons and giving instructions to her learners. Likewise, R2 (see
Appendix B) and R5 (see Appendix E) also claim that all of their learners are given the same

instructions.

On the other hand, R3 (see Appendix C) makes her less proficient learners write shorter texts
than the more proficient writers do. However, apart from the length aspect of the writings, the

instructions remain the same for all of the learners.

Similarly to her colleagues, R4 (see Appendix D) also provides her learners with the same
instructions. Nonetheless, as already mentioned before, she offers consultations for her
learners so that the learners who are not sure what to write or how to write it can discuss it

with her.
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4.3.2.4 What is the role of the teachers in teaching writing?

The previous chapters describe what the learners do in the writing lessons. However, in this
chapter, the researcher is curious about what the teachers do as well as how they perceive

themselves.

R1 (see Appendix A) considers herself as a guide that helps her learners with preparing them

for the writing itself as well as corrects the writings. Likewise, R4 (see Appendix D) perceive
herself as a guide and coordinator who provides her learners with outline, useful vocabulary,

and grammatical structures. She also claims that she watches her learners while writing,

provides feedback to them and suggests what to write next.

R2 (see Appendix B) describes her role in teaching writing as a guide as well. She provides
the learners with opportunities to organize their ideas by using the model texts and
discussions about the topics. However, she admits that the written production is often given as
homework and, therefore, she does not play any role in it. After collecting the assignments,

she corrects them.

When teaching writing, R5 (see Appendix E) sees herself as a coordinator of the lesson and a
motivator, who tries to show the learners how and when to use different types of texts in the
real life so that they know the task is meaningful. Other than that, she describes herself as a

feedback provider.

In a nutshell, the teachers consider themselves as those who guide their learners to produce as
good writings as possible. This seems understandable since they mostly involve guided
writing tasks in their lessons. To guide their learners, these teachers use various pre-writing

activities discussed in the prior chapters.

4.3.2.5 What approaches to teaching writing do the respondents use?

Based on the answers given to the previous questions, the researcher came to the conclusion

that all of the respondents use a product-based approach to teaching writing. Firstly, all of the
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respondents use model writings in their lessons to demonstrate what the particular text should
look like, which is the first stage of the product-based approach discussed in the third chapter.
Secondly, some of the respondents incorporate discussing useful language items and
practicing them by doing exercises. According to Eliwarti and Maarof (2014, 113), these tasks
are used in the second stage of the product-based approach. Other than that, the teachers use
activities such as brainstorming and discussions to activate their learners. Seow (2002, 316)
considers these activities a part of the planning phase of the process-based approach.
However, since the teachers did not mention the other stages of this approach, it is not likely

that they use this approach.

Another evidence of the teachers using the product-based approach is that all of the
respondents stated that they use guided writing tasks in their lessons and these types of tasks
are performed in the product-based approach. (see chapter 3.2.2.1.1) For these reasons, the
researcher assumes that all of the interviewed teachers use the product-based approach to

teaching writing.

4.3.3 The obstacles in teaching writing

In this part, the teachers answered questions regarding the difficulties they struggle with when
teaching writing. For example, R1 (see Appendix A) states that she finds the time-consuming
aspect of providing feedback to writings the most difficult. Similarly to her, R2 (see Appendix
B) mentions that providing feedback to writings is more consuming than providing feedback
to other language skills because the teacher needs to think about what the learner wants to

communicate.

R3 (see Appendix C) struggles with planning the activities because she does not know how
much time the learners will need to complete them. She also finds it difficult to control
whether the learners use internet translators, especially when the learners write their texts as

homework.
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R4 (see Appendix D) feels that the main obstacle in teaching writing is the learners” aversion
and fears of producing written texts, especially at the beginning of the lower-secondary
education. Other than that, she struggles with providing feedback to her learners since some
of them use only simple structures in order to avoid mistakes while others write much more

complex texts where more mistakes occur.

R5 (see Appendix E) claims that she does not find anything difficult about teaching writing.
According to her, the textbooks she uses in her classes are written very well and the tasks are
designed appropriately to the level of the writing proficiency of her learners, and, hence, she

does not see any difficulties in it.

4.3.4 Providing feedback to the learners” writings

The next part of this research investigates the ways of providing feedback to the learners”
writings. The respondents were asked to describe how they give feedback, how they treat
mistakes, who provides the feedback in their lessons and how does their feedback affect the

performance of their learners.

4.3.4.1 How do the respondents provide feedback to the learners” writing?

Since feedback is considered an important part of teaching writing, the teachers were asked to
explain how they provide it to their learners. For example, R5 (see Appendix E) describes this
process as follows: Firstly, she collects the texts in order to correct them. The form of
correction depends on the age of the learners. According to her, the younger learners are not
able to correct their mistakes properly, hence, when providing feedback to them, she
reformulates the parts where mistakes occur while her older learners are given their text with
highlighted parts of it and correction codes which indicate the types of mistakes and the
learners are supposed to correct them. After that, she initiates a discussion where the learners
ask questions about their texts and the mistakes are analysed. In other words, the teacher

provides feedback in both written and oral form.
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R2 (see Appendix B) shares the same belief as R5 regarding the younger learners not being
able to correct themselves. Therefore, she corrects the mistakes in the same manner R5 does
which means that she rewrites all of the incorrect parts of the texts when teaching younger
learners and uses correction symbols with her older students. Other than that, she picks typical
mistakes that occurred in the writings and then she presents them on the whiteboard in front
of the class so that the learners write them down. After that, they discuss them together. Apart
from providing her learners with corrections, she also writes short comments for them so that
they know what was good and what needs improvements, whether they met the requirements,

etc.

Likewise, R4 (see Appendix D) states that she corrects the mistakes that appear in the texts.
However, she does not describe the form of her corrections. However, she believes that it is
extremely important to provide feedback to everything the learners do in order to help them to
develop their skills. Therefore, she always includes detailed comments in her learners’
writings. In these comments, she evaluates whether the learners met the requirements,
whether the texts are comprehensible for the readers, she also comments on the mistakes.
Apart from that, she writes down the mistakes that occur in the writings repeatedly so that she
could refer to them in the next lesson. Sometimes she plans the next lessons based on the

mistakes that she wrote down.

Unlike her colleagues, R3 (see Appendix C) claims that she always uses correction symbols
when providing feedback. Other than that, she gives feedback on the form of the texts, if the
learners use appropriate vocabulary, grammar, sentence structures, but she also comments on
the content of the writings, whether they met the requirements, etc. In these comments, she
always tries to include something positive. She also provides her learners with suggestions for

improvements.
In conclusion, all of the respondents provide their learners with feedback on their writings.

They feel the urge to correct all mistakes by either reformulating them to the correct form or

using correction symbols that indicate what type of mistakes the learners made so that the
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learners correct them. All of the interviewed teachers also give feedback to the writings by

commenting on the form and the content.

4.3.4.2 What do the teachers find the most difficult about providing feedback to the

writings?

The majority of the respondents answered that they find giving feedback to the learners’
writings time demanding. However, R2 (see Appendix B) claims that language teachers are
used to it. Another challenge of providing feedback to the writings is mentioned by R4 (see
Appendix D) who struggles with attracting attention from her learners so that they would even
read or listen to the feedback. The respondent thinks that after receiving grades, the majority
of learners lose their interest in the feedback. Therefore, Underwood and Tregidgo (2006, 90)
do not recommend giving grades to the writings they provide feedback to. According to them,
teachers should either grade the texts or give feedback to them so that the learners are not

distracted.

4.3.4.3 Who provides feedback in the respondents” writing lessons?

In this part of the research, the respondents were asked whether they include peer feedback or
self-assessment in their writing lessons. R3 (see Appendix C) responded that she sometimes
tries to involve peer feedback. Nonetheless, she does not find it effective. Likewise, R5 (see
Appendix E) claims that peer feedback often occurs in her writing lessons, however, without
her initiating it. She says that her learners are interested in each others” texts and she gives
them space to consult them. Nevertheless, this activity follows after teacher feedback and
correction of the mistakes. R2 (see Appendix B) does not use peer feedback when teaching
writing at all and would not recommend it because she does not find the learners not
experienced enough to correct all the mistakes. Gilmore (2009, 172) admits that peer feedback

could be wrong or at least not as helpful as teacher feedback.

R4 (see Appendix D) answered that she would like to incorporate self-assessment in her
writing lessons, however, she thinks that some of her learners might not feel comfortable

assessing themselves. R1 (see Appendix A) claims that she does not use peer feedback nor
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self-assessment because she believes that feedback to learners” writings should be given by
someone more experienced. A similar thought was expressed by Hattie and Timperley (2007,
94) who suggest that self-assessment is not useful for less experienced learners because they

lack self-regulatory strategies.

4.3.4.4 How does feedback affect learners” writing performances?

After describing how they provide feedback to their learners” writings, the respondents were
asked how feedback affects their learners” writing performances. Their answers are as
follows: R1 (see Appendix A) claims that it depends on whether her learners are willing to
read her feedback. However, if the learners are willing to do so, she thinks that it has a
positive effect on their writing. Likewise, R5 (see Appendix E) confirms that if the learners
want to improve their writing skills and pay attention to feedback, she observes their
improvement in writing. On the other hand, she also has students who refuse to get rid of their
habits. Similarly to her colleagues, R3 (see Appendix C) states that if the learners want to
learn their lesson from their mistakes in order to improve themselves as writers, they are able

to develop their writing skills.

R4 (see Appendix D) finds feedback highly significant for her learners. She claims not only
that feedback provides them with opportunities to improve their writing skills but also
motivates them to do so. She believes that the learners appreciate her feedback and enjoy
writing because of her positive yet honest comments. Overall, if the learners are open to
feedback provided to their texts, they are likely to improve their writing skills and find

pleasure in it.

4.3.5 Materials used for teaching writing skills

Last but not least, the researcher was interested in the materials the respondents use for
teaching writing skills. In this part of the interview, the teachers were supposed to describe the

materials they use for teaching writing skills. After that, they were asked if they modify them.
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R1 (see Appendix A) replied that she mostly uses the Project textbook when teaching writing
skills because she finds it well designed. Sometimes, she slightly modifies the tasks in the
textbook so that the learners apply given grammatical structures in their writings. However,

she does not mention any other materials.

R2 (see Appendix B) answered that she usually uses a textbook as the source of the materials
for her writing lessons. Currently, she uses English + textbook by Oxford University Press.
The main reason for choosing tasks from the textbook is that there are writing tasks at the end
of every unit. Other than that, she also works with various worksheets where the learners are
supposed to do exercises, such as filling in missing vocabulary and sentences to the text in
order to complete it, or she chooses tasks from the workbook. Regarding the question about
modifications, R2 claims that she checks the tasks in the textbook. If she finds them too
primitive, she either uses tasks from the workbook which contains, according to her, slightly
more difficult tasks, or she modifies the tasks from the textbook by adding more

requirements.

Similarly, R5 (see Appendix E) says that she mainly uses the English File textbook also by
Oxford University Press. She also chooses tasks and model writings from various handbooks
and shares them with her colleagues. Sometimes she modifies the tasks she does not find
useful enough. However, she usually avoids modifying the tasks by choosing other tasks

instead.

Since R4 (see Appendix D) teaches in the same school as R5, she uses the same textbook,
which is English File. She does not modify the tasks from this textbook because they are
based on the activities that provide the learners with vocabulary and grammar structures
useful for their writings. R4 also selects some of the tasks from other textbooks, such as
Enterprise, Matrix, Headway and Click On, or magazines for English learners, namely Hello,
R+R, Friendship and Bridge. However, she often modifies the tasks from them or uses them

as an inspiration for creating her own tasks.
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Last but not least, R3 (see Appendix C) claims that she works with a Project textbook in her
classes. Sometimes she uses the tasks given in the textbook which she tries to customize to
make them more functional as well as suit the current situation in the class, the learners” state
of mind and the amount of time left. Other times, she claims that some situations from the
textbook inspire her to create tasks. Apart from working with the textbook, she uses creativity

to design her own tasks.

In conclusion, all the respondents use textbooks when teaching writing skills. Apart from
them, the respondents use various types of materials, such as worksheets, magazines,
handbooks, or the tasks they created. However, all of them also admit that they make little

modifications to them if needed.
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CONCLUSION

This bachelor thesis deals with teaching writing skills in lower-secondary school English
classes. This thesis aimed to find out how English teachers in lower-secondary schools
incorporate teaching writing in their lessons, what approaches to teaching writing they use as
well as what attitudes they have towards it. This paper consists of two main parts — the

theoretical part and the practical part.

The theoretical part was designed with the aim to provide theoretical background for the
research. In the first chapter, the author defines the term communicative competence as well
as explains the differences between the three types of communicative language competences
listed in CEFR (Council of Europe 2001) and highlights their importance. The second chapter
deals with communicative language teaching, defines the characteristics and the principles of
this approach to teaching foreign languages. In this chapter, it is suggested that
communicative language teaching should result in developing communicative competences of
the learners. In the next chapter, the author defines the writing as a skill. After that, she lists
all of the micro skills required for the writing production. In the next part of this chapter, she
deals with teaching writing, its aims, different approaches to it, the types of writing tasks, and
last but not least, she highlights the importance of giving feedback as well as discusses

advantages and disadvantages of different types of feedback.

As already mentioned before, the aim of the practical part of this paper was to find out how
the lower-secondary English teachers develop writing skills of their learners, what tasks and
approaches they use in their writing lessons as well as what attitudes they have towards
teaching writing. The researcher used an interview as a tool for the data collection and the
questions for the interview were created to correspond with the research questions. The

interviews were conducted with five English teachers who teach in lower-secondary schools.

The collected data revealed that two of the interviewed teachers consider acquiring micro
skills needed for the written production, such as appropriate use of vocabulary or grammatical
structures, as the aim of teaching writing in the lower-secondary school. According to CEFR
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(Council of Europe 2001, 13), linguistic competence consists of knowledge of these linguistic
components. (see chapter 1.2) Therefore, it can be said that the teachers consider developing
linguistic competence to be the objective of teaching writing in lower-secondary English
classes. The three of the respondents believe that the lower-secondary learners should learn
how to produce different types of texts, such as short stories or personal letters, which are the

expected outcomes defined in curricular documents. (see chapter 1.1)

The second part of the interview was conducted with the aim to analyse the respondents’
approaches to teaching writing skills. In this part, the researcher found out that all of the
respondents use pre-writing activities, such as reading model writings, discussing useful
lexical items or brainstorming, to prepare their learners for the writing activity. For the most
parts, these activities are typical for the product-based approach to teaching writing. (see
chapter 3.2.2.1) Regarding the writing tasks, the respondents reported that they mostly use
structure-based tasks and guided writing tasks when teaching lower-secondary learners. These
types of tasks are also typical for the product-based approach. (see chapter 3.2.2.1) When
being asked about their role in teaching writing skills, most of the teachers replied that they
perceive themselves as guides who provide their learners with various pre-writing activities
which should help them to produce their own writings as well as feedback providers who
correct the learners” writings and make suggestions for improvements. Based on these pieces
of information, the researcher came to conclusion that all the respondents use the product-

based approach to teaching writing.

In the third part of the interview, the researcher was interested in what difficulties the
respondents experience when teaching writing. Some of them claimed that they find the
writing activities and providing feedback to them time-consuming. Another aspect of teaching
writing one of the respondents reported to be difficult for her is making sure that her learners
do not use internet translators. One of the teachers also stated that she finds grading difficult,
especially when some learners play it safe while others take risk by using complex structures.

Apart from these obstacles, the teachers do not find teaching writing that difficult.
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The data collected from the fourth part of the interview revealed that all of the respondents
find feedback to be important. Based on the interview, all of them treat mistakes as something
that should be corrected. When teaching lower-secondary learners, some of the teachers
correct the mistakes by reformulating them into the correct form because they believe that the
learners are not experienced enough to correct themselves while other respondents use
correction symbols to indicate the mistakes which should be corrected by the learners
afterwards. Apart from correcting the mistakes, most of the teachers write short comments

regarding the strengths and flaws of their learners” writings and suggesting improvements.

Concerning the difficulties of providing feedback to writings, the respondents find the process
of it time demanding. Other than that, one of the respondents claimed to struggle with
attracting attention of her learners because they are distracted by the grade. Hence, it is not
recommended to provide both feedback and the grade at the same time. (Underwood and
Tregidgo 2006, 90)

When being asked about peer feedback and self-assessment, most of the respondents
answered that they do not find these types of feedback efficient for the lower-secondary
learners because the learners are not experienced enough and, therefore, they do not include

them in their lessons.

After that, the researcher was interested in the teachers” opinion on how their feedback affect
their learners” writings. All of the respondents agreed that feedback improves their learners’
writing skills only when the learners are open to it. One respondent also believes that positive
feedback she provides to her learners motivates them to be more engaged in the future writing
activities and makes these activities more enjoyable for them. The same idea was expressed
by Deci et al. (1999, in Hattie and Timperley 2007, 99) when discussing the advantages of

positive feedback.

Last but not least, the data form the interviews revealed that, when teaching writing, the
respondents use various types of materials, such as textbooks, workbooks, handbooks,

magazines, worksheets, or the tasks they created. Interestingly, they rarely feel the need to
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modify the tasks from the textbooks they usually use in their classes while they often modify

the tasks from other sources.
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RESUME

Tato bakalaiska prace je zaméfena na rozvijeni feCové dovednosti psani v hodinach
anglického jazyka na druhém stupni zakladnich Skol. Prace se sklada ze dvou hlavnich ¢asti,
kterymi je Cast teoretickd a Cast prakticka. V teoretické ¢asti je nejprve definovana
komunika¢ni kompetence jakozto obecné pifijimany cil vyuky cizich jazykt a poté pojednava
o komunikacnim pfistupu k vyuce cizich jazykt. Posledni kapitola této ¢asti pak vymezuje
fecovou dovednost psani a jeji vyuku. V praktické ¢asti této bakalarské prace je poté
realizovan vyzkum ve formé hloubkovych rozhovoru s uéiteli anglického jazyka s cilem zjistit

jejich nézory a zkuSenosti s vyukou psani na druhém stupni zédkladnich skol.

Jak uz bylo feceno, prvni kapitola se zabyva rozvojem komunikacni kompetence jakozto
obecné pfijimanym cilem cizojazy¢né vyuky za pomoci dvou hlavnich kurikularnich
dokumenti pro ugitelé cizich jazyki na druhém stupni zakladnich $kol v Ceské republice,
kterymi je RVP ZV a CEFR. Nasledné¢ jsou zde vyc¢lenény tii jeji komponenty, kterymi jsou

lingvistické, sociolingvistické a pragmatické kompetence.

Druha kapitola této prace se zamétuje na komunikacni ptistup k vyuce cizich jazyka. Nejprve
je zde tento pfistup charakterizovan definovanim jeho cile, kterym je pravé rozvoj
komunikacni kompetence. Dale popisuje roli uitele, kterou je poskytovani vhodného
prostiedi k uceni a motivace zakd, ktery by mél vyuZzivat autentické materidly a aktivity, které
zaky podnécuji ke vzdjemné komunikaci. V dalsi podkapitole jsou poté vyclenény zasady
tohoto pfistupu, kterymi je eliminace pouzivani matetského jazyka, vyuzivani autentickych

material a aktivit, které simuluji situace z realného zivota.

Posledni kapitola vymezuje feCovou dovednost psani jako nedilnou soucast ¢ty fecovych
dovednosti, kterymi jsou dale mluveni, ¢teni a poslech, a uvadi jeji komponenty, které by
mély byt rozvijeny. Mezi tyto komponenty patii smysluplné organizovani myslenek, vhodny
vybér slovni zasoby gramatiky a spravny slovosled. Poslednim komponentem fecové

dovednosti psani je vhodny vybér stylu a registru.
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V dalsi podkapitole se autorka zabyva vyukou feCové dovednosti psani. Nejprve vymezuje
roli ucitele v hodinach vyuky psani, ktery by mél zaktiim poskytnout vhodné podminky pro
psani a motivovat je k tomu, aby se snazili. Dale by mél ucitel byt svym zakiim ndpomocny,
poskytovat jim uzitecné informace a navrhovat jim, co by se dalo zlepsit. Dalsi ¢ast se potom
zabyva riznymi typy uloh, jakymi jsou imitace, dopliiovacky, odpovidani na otazky, psani na

zakladé modelovych textu atd.

Nasledovné se prace zaméiuje na pristupy k vyuce psani. Prvnim pfistupem je psani zaméteno
na produkt, ve kterém ucitelé podstupuji kroky k tomu, aby zamezili chybam. V prvni fazi
tohoto pristupu ucitelé poskytuji svym zakiim slovni zdsobu nebo gramatiku, kterou by mohli
pouzit, rizna cvic¢eni na procvi¢ovani gramatickych jevi, nebo modelové texty, které mohou
zakim slouzit jako vzor. Oproti tomu piistup zaméteny na postup pii psani pomaha zakim

utfidit si myslenky, naplanovat si, o ¢em budou psat, a editovat své texty béhem psani.

V neposledni fadé€ se autorka zabyvé poskytovanim zpétné vazby ke psani, rozliSuje rizné
typy zpétnych vazeb, jakymi je sumativni a formativni hodnoceni, direktivni a facilitativni
zpétna vazba, pozitivni a negativni zpétna vazba, korektivni zpétna vazba, vrstevnicka zpétna
vazba a sebehodnoceni. V této podkapitole se autorka snazi vymezit vyhody a nevyhody

téchto typll zpétnych vazeb a podtrhuje diileZitost zp&tné vazby jako takové.

V praktické €asti je poté proveden samotny vyzkum, jehoz cil byl vydefinovan na zacatku
tohoto resumé. Autorka pouzila rozhovor jako nastroj pro sbér dat a otazky pro rozhovor byly
vytvofeny tak, aby odpovidaly vyzkumnym otazkdm. Rozhovory probihaly s péti ucitelkami
anglictiny, které uci na druhém stupni zakladnich kol nebo na niz§im stupni viceletych

gymnazii.

Nasledujici ¢ast resumé se zabyva analyzou dat. Data ukazala, Ze dotazované ucitelky
pokladaji rozvoj dovednosti potfebnych k psani, jakymi jsou pouzivani vhodné slovni zasoby
¢i spravnych gramatickych struktur, za cil vyuky psani na druhém stupni zakladnich Skol.
Jelikoz jsou tyto dovednosti soucasti lingvistické kompetence popsané v prvni kapitole této

prace, lze tedy fici, ze tyto respondentky povazuji rozvoj komunika¢ni kompetence za cil
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vyuky psani na druhém stupni ZS. Nékteré respondentky také uvedly, Ze si kladou za cil své
zaky seznamit s riznymi typy textl, jakymi jsou dopisy, popisy nebo kratka vypravovani, a
jejich specifiky, aby je poté uméli rozpoznat a vyprodukovat. Tento cil se shoduje

s ocekavanymi vystupy uvedenymi v kurikularnich dokumentech.

Druha ¢ast rozhovoru byla vedena s cilem analyzovat pfistupy respondentd k vyuce psani. V
této Casti autorka zjistila, ze vsechny respondentky pouzivaji k pfipravé svych studentii na
samotné psani aktivizacni aktivity, jako je ¢teni modelovych spisti, diskuse o uziteCnych
lexikalnich poloZzkéch nebo brainstorming. Tyto ¢innosti jsou pro vétSinu €asti typické pro
piistup zaméfeny na produkt psani. Pokud jde o pisemné ukoly, respondentky uvedly, Ze pti
vyuce studentii na druhém stupni ZS vétsinou pouzivaji strukturované tlohy a ¥izené psani.
Tyto typy uloh jsou také typické pro produktovy piistup. Na otazku, jakou roli hraji ve vyuce
psani, vétSina ucitelek odpovédéla, Ze se vnimaji jako pravodci, kteti svym Zakim poskytuji
rizné aktivizacni aktivity, které by jim mély pomoci také pii tvorbé vlastnich textd, a také
jako poskytovatelé zpétné vazby, ktefi opravuji texty zaka a navrhuji jim, co by se dalo
zlepsit. Na zaklad¢ téchto informaci dospéla autorka k zavéru, ze vsechny respondentky

pouzivaji pfistup zaméteny na produkt psani.

Ve treti ¢asti rozhovoru autorku zajimalo, jak respondentky vnimaji ndro¢nost vyuky psani na
druhém stupni ZS. Nékteré z nich uvedly ¢asovou naroénost samotného psani a poskytovani
zpétné vazby. Jedna respondentka také uvedla, Ze nemé dostatek kontroly nad tim, aby si Zaci
nepomahali pouzivanim internetovych piekladact, které jsou v dnesni dobé schopné prelozit i
celé texty. Dalsi ucitelka také uvedla, Ze si nevi rady s tim, jak klasifikovat své zaky, kdyz
¢ast z nich hraje na jistotu a pouziva jednoduché véty, zatimco druha ¢ast se snazi pouZzivat

wev

aspektim respondentky uvadi, Ze neshledaji vyuku psani nijak vyrazné narocnou.

Data shroméazdéna ze ¢tvrté Casti rozhovort ukazala, Ze vSechny respondentky vnimaji
zpétnou vazbu jako dualezity aspekt vyuky psani. VSechny respondentky vyuzivaji korektivni
Zpétné vazby, at’ uz tim, ze reformuluji chyby do spravné formy, ¢ehoz vyuzivaji ucitelky,

které si mysli, Ze jejich Zaci nejsou dostatecné zkuSeni na to, aby si chyby opravili sami, nebo
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tim, ze do textu vpisuji pfedem smluvené zkratky, které znaci charakter chyby, aby si poté
zaci ty chyby opravili. Dale pak respondentky hodnoti, co se zaktim povedlo a nepovedlo, a

pfipadné navrhuji, co by se dalo vylepsit.

Co se ty€e narocnosti poskytovani zpétné vazby, nékteré respondentky uvedly, Ze e to
zdlouhavy proces. Krom¢ toho jedna respondentka také uvedla, ze je t€zké upoutat pozornost
zakl ke zpétné vazbe, jelikoz jsou rozptyleni zndmkou a zpétna vazba jim v tu chvili nepiijde

tak dualezita.

Vyzkum dale ukazal, ze vétSina respondentek neshledava vrstevnickou zpétnou vazbu a
sebehodnoceni v hodinach psaného projevu na druhém stupni ZS jako efektivni zptisob
poskytovani zpétné vazby, jelikoz podle nich Z4ci na této tirovni nejsou schopni pochytit

veskeré chyby a poskytnout plnohodnotnou zpétnou vazbu.

Daéle se ukazalo, Ze vSechny respondentky véfi, ze zpétna vazba pozitivné ovlivituje vykony
jejich 74k, ale pouze v piipade, Ze jsou zaci ochotni si zpétnou vazbu piecist a vzit si jejich
rady K srdci. Jedna respondentka také uvedla, ze kromé toho, Ze zpétna vazba pozitivné

ovliviiuje vykony jejich zakd, mé také moc je motivovat k dalsim vykondim a vylepsit jejich

vztah K psani.

Posledni ¢ast rozhovorti se tykala materiald, které respondentky pouzivaji pfi vyuce psani.
Ukazalo se, Ze respondentky vyuzivaji rizné typy materiald, jakymi jsou naptiklad ucebnice,
pracovni sesity, pracovni listy, pfirucky, ale také vlastnoruéné vyrobené materialy.
Zajimavym zji$ténim bylo, Ze povétsinou respondentky nemaji pottebu modifikovat ulohy

Z ucebnice, jelikoz jsou propojené s piedchozimi tlohami z lekce, zatimco materialy mimo

ucebnici z veétSiny pripadti modifikuji nebo se jimi pouze inspiruji a pretvari je.
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Transcription symbols

T: tazatel

e R1: respondent 1

e R2: respondent 2

e R3:respondent 3

e R4:respondent 4

e R5: respondent 5

e ... reformulace véty, kratkd odmlka

e (...)preruseni

e (pokracuje) navazani na ptedchozi promluvu

e (ticho) bez odpovédi

e (pauza) delsi odmlka

e (smich) proneseno se smichem

e Mhm piitakani

e Ehhh vahani

e ***zminka jména kolegyné nebo nazvu bydlisté
e (jde pro ucebnici a listuje v ni), (listuje v navazujici English File u¢ebnici)

popis ¢innosti respondenta
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Appendix A: Interview 1 Transcription

Date: 22.6.2021

T: Jesté jednou Vs na tu nahravku poprosim, jestli byste mi odsouhlasila, Ze ten nas

rozhovor se bude nahrdvat a Ze se tak budete ucastnit mého vyzkumu.

R1: Mhm... Souhlasim s ucasti na tomhle vyzkumu i s nahravanim.

T: Dobte. Takze prvni otazka je takova obecna. Jak dlouho ucite anglictinu?

R1: Asi 10 let.

T: Mhm. A kolik hodin ji ucite?

R1: Na zéakladni skole mame tfikrat tydné. V kazdém ro¢niku.

T: Mhm. A kolik ro¢nikt v tuhle chvili uéite?

R1: Na druhém stupni jenom dva.

T: Dobte. A jak casto vlastné zatazujete vyuku psani do VaSich hodin?

R1: My mame v kazdé lekci néjaké téma, takZe urcit€ ho zatazuju a tak jednou, dvakrat za

mésic se tam objevi.

T: Dobfte. A co vy povazujete za cile vyuky psani na druhém stupni zdkladnich $kol?

R1: No... Myslim si, Ze pisemny projev je jednodussi nez ten Ustni, protoZe si to vlastné

muzou rozmyslet, takze pfedpokladam, ze je to vSestranné rozviji a ze tam muzou pouzit
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slovni jak slovni zasobu, kterou trénujeme, tak by méli pouzit 1 néjaké nové gramatické

vazby, které v té dané lekci pouzivaji.

T: Takze vlastné€ rozvijite nejenom psani, ale 1 vSechny ty prostiedky, které k tomu potiebuji.
R1: Tak, vSeobecné procvicovani vieho.

T: Dobfe. A jak vy tedy postupujete pii vyuce toho psani?

R1: (ticho)

T: Mate tfeba né&jakou zajetou strukturu té hodiny?

R1: Asi zalezi na ndro¢nosti toho daného tématu. Treba kdyz jsme méli vyloZené téma divokeé
zvite, tak si studenti i dohled4vali na internetu informace o téch zvitatech, aby to pak mohli
vlastné zpracovat do téch vét (...)

T: Mhm.

R1: (pokracuje) Ale jinak prost¢... Tak jak je tam ta dand gramatika, tak tfeba jednu hodinu
procvicujeme tu... nebo vice hodin... dvé, tfi, procvicujeme tu novou gramatiku, k tomu se
samoziejmée nabaluje n¢jaka slovni zdsoba, a pak to ddme dohromady v tom psani. (smich)
T: Dobfe. A to jsem se Vas teda chtéla rovnou zeptat, kdyZ jste popisovala ty aktivity, které
pfedchazeji tomu psani, napfiklad to vyhledavani téch informaci na internetu, pouZzivate tfeba
1 jiné metody?

R1: (ticho)

T: Tteba ¢teni modelovych texti (...)
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R1: Ano.

T: (pokracuje) nebo... Takze zaci vlastné tak néjak védi dopiedu, jak by ten text mohl

vypadat?

R1: Ano. Tusi to. Protoze tfeba i v uCebnici byva i n¢jaky clanek, podle kterého potom

piSeme.

T: Mhm. Dobfe... A v§imate si mezi VaSimi zaky néjakych rozdilti v dovednosti psani?

R1: Tam jsou velké rozdily. Je hodné vidét, kdo to tfeba pouZziva pro hrani her v anglicting.

Ty potom umé&j hodné dobte, kluci. (smich) Tak ty zaklady umi. Maji $irsi slovni zasobu, no.
T: A pracujete s tim né&jak pii vyuce psani? Maji vSichni Zaci stejné podminky?

R1: Jo. Ano. Zadani je stejné pro vSechny.

T: Tak... a jakou roli v té vyuce hrajete vy? Myslim ve vyuce psani.

R1: Asi n&jakého privodce, protoze nejdiiv si teda pfeteme ten vzorovy text nebo to
procviceni té gramatiky z ucebnice a... potom feknu zakiim, Ze takhle né¢jak by to mélo
vypadat, at’ ur€ité tfeba néjakou tu vazbu there is/there are pro popis... at’ ji pouZiji na zacatku

kazdé véty. A pak to zkontroluju.

T: Tak... A jak vy vnimate narocnost vyuky psani? Vlastné na druhém stupni zdkladnich

NS 24

wevr

aspon néjaky ty otazky a odpovédi. Psani se tam teda taky vyskytuje, pak je to teda asi

naro¢né taky pro meé, Ze to musim opravovat, ale myslim si, Ze pro studenty to az tak narocné

65



neni... a.... s tim poslechem tam vidim vétsi problémy, Ze nerozumi, ptaji se, co tam vlastné

rikaj.

T: A kdyz uz jste teda vlastn€ zminila tu naro¢nost té zpétné vazby, tak... ehhh... jak vy ji

k psanému projevu poskytujete?

R1: Je to asi trochu rizné ted’ pii té online vyuce, kdyz jsme tak jako pies ten pocitac
nevidéli, ale jsme si posilali hodné véci, tak tam jsem k tomu teda i1 pfipisovala kratsi text,

znamka je tam vzdycky, pfipadné gramatické chyby opravuju ptimo v tom textu.

T: Dobfe... A jakd mate kritéria pro to poskytovani zpétné vazby? Ehhh... Na které aspekty

téch textl se soustiedite nejvice?

R1: (pFemysli) Asi zalezi na tom, jestli je to sloh na téma nebo na procviceni gramatiky,

takZe ta kritéria znaji studenti dopiedu, co zrovna jdeme procvicovat.

T: A... podnécujete tieba néjak sebehodnoceni v rdmci vyuky psani? Nebo vrstevnicky

feedback?

R1: Sebehodnoceni vyuZzivam, ale asi ne v t€ pisemné formé&, protozZe to si myslim, Ze to
nékdo zkuSenej jim musi opravit. A... takové to hodnoceni navzajem... to spi§ délame u

néjakych gramatickych cviceni, ale takhle ve slohu jsem to jesté nedélala.

T: Dobie. A... ehhh... jaky vliv ma podle vas zpétna vazba vykony vasich zakt, co se vlastné

tyce toho psani?

R1: Jde vlastné o to, jestli jsou ochotni si to piecist. Ty pubert’aci uZ mi dokonce fekli, Ze to
ani nectou, takze... to pak troSku odradi 1 toho ucitele. (smich) Ale tieba ty mladsi, jsou tfidy
tteba, které jedou na vykon, takze ty chtéj a tam si myslim, ze ta zpétna vazba ma vyznam, ale

mam tfeba jednu tiidu, kterd prosté nechce, je jim vSechno jedno, nebo tieba tfictvrtina téch
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déti, co tam jsou, tam to troSku odrazuje i m¢, ale zatim se snazim a délam svou praci poctive.

(smich)

T: A pracuji vasi zaci s t€émi svymi texty néjak po tom, co uz jim poskytnete zpétnou vazbu?

R1: Mhm... N¢kdy tieba ja udélam néjaké gramatické cviceni, ze vypiSu na tabuli nejcastéjsi

chyby a zéci to maji vyhledavat, ale vylozen¢ s tim textem teda pak uz nepracujeme.

T: Dobie. Tak se vas uz zeptam na posledni otazku, a to jaké materialy vyuzivate ve vyuce

psani.

R1: Asi nejcastéji tu ucebnici Project, protoze tam je to docela dobte predpiipravené, takze si

vysta¢ime s ucebnici.

T: A modifikujete n¢jak ta cviceni?

R1: N¢kdy to tfeba castecné upravim, kdyz tteba chci, aby trénovali néjakej gramatickej jev,

tak feknu prosté Ze to neni jenom na to téma, ale Ze jesté procvicujeme to a to.

T: TakZe ucebnice hraje velkou roli ve vyuce psani ve vaSich hodinach?

R1: Tim, Ze je to tam tak dobfe zpracované, tak ano.

T: Dobre.

R1: Kdyby to tam nebylo, budu to muset hledat jinde. (smich)

T: Tak to bude vSechno. J& vdm mockrat dékuji za rozhovor.

R1: Nemate zac.
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Appendix B: Interview 2 Transcription

Date: 22.6.2021

T: Tak ja vas tedy jesté jednou poprosim. Souhlasite s nahranim naSeho rozhovoru a Gcasti na

tom mém vyzkumu?

R2: Ano, souhlasim.

T: Dobfte. Tak tedy za¢neme takovou jednoduchou otdzkou. Jak dlouho uéite anglictinu?

R2: No, to se zda jednoduchy, ale to ja budu muset spocitat. Protoze ja uz jsem to od jisty
doby prestala pocitat, tak pockejte. (smich) ... 20? 23? Je to mozny? No, mozna jesté vic.
Pockat... No, ono to asi tak néjak bude. Tak né&jak 23, dejme tomu, 23 nebo 24. Vyberte si, co
chcete. (smich)

T: (smich) Nebojte, my vam to pocitat nebudeme. A kolik hodin tydné& ji ucite?

R2: J4 mam trochu zkraceny uivazek, takZe 20 hodin tydné. Kdyz odectu cestinu, tak... takze

16 hodin tydné¢.

T: Mhm, dobfte. Tak uz se rovnou presuneme k vyuce psani. Jak Casto ji zatazujete do svych

hodin angli¢tiny?

R2: No, vylozené se ptate na vyuku psani textii? Nebo zapisovani si poznamek do seSitu?

T: Nene, zapisovani nemyslim.

R2: No no no, tak to je dost malo. Ehhh... To je tak jednou mési¢né, asi.

T: Tak to se rovnou zeptam, proc€ jen jednou mesicné.
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R2: No, mé to nékolik diivodi. My se fidime ucebnici, kterou mame, a tam je v kazd¢ lekci
vzdycky stranka zaméfend na to psani. A... ehhh... je to jen jedna stranka v ramci té
ucebnice, takze... nebo teda v ramci jedné té lekce, takze to znamena... to znamena... je tam
n¢jakych 8 stranek jinych a pak je tam 1 stranka psani, takze to tak vychazi, ze vzdycky na ten
mésic tam dojdeme K té strance, takze tam mtzeme procvicovat naké to psani. No a... je taky
rozdil, jestli... vy se ptate na ty mensi déti, ze jo? U téch vétsich, ty piSou mnohem castéji, ale
ty mensi... ehhh... jednak jim to jako ¢ini dost velky potiZe, a za druhy pak uciteli to ¢ini
potize, protoze to je nejveétsi ztrata Casu, to opravovani, no. Oni se zatim neumi opravovat
sob& navzajem, to bych jakoby v tomhle v€ku teda jest¢ moc nedoporucovala, protoZe oni by
si opravili i to, co je dobie, a naopak by nepodchytili ty chyby, které tam jsou, takze to ma

vice diivodu, pro¢ jenom takhle malo, no.

T: Dobfe.

R2: Ale kdyZ uz... kdyZ uz je to tieba takova vétsi prace... nékdy to je tieba jenom mensi
odstavecek... ale n€kdy jim to tfeba dam jako takovy projekt, Ze to maj i na doma a to pak

opravdu i znamkujeme. To jsou schopny 1 vytvofit moc pékny véci, no. Takze...

T: Dobte. A kdyZ bychom se tedy vratily k té u¢ebnici, miiZzu se zeptat, jakou ucebnici

vyuzivate?

R2: Jestli cheete, ja ji tady mam. Myslim, Ze jsem si ji pro vas pfedem oteviela. (pauza) Aha,
tak ted’ mi to nékam zmizelo. (smich) Jmenuje se English +, je to od OUP, jo? Oxford
University Press. A tedkon mame druhou edici. English +. A to je vyloZené zaméfend na ty...
ehhh... no, Sikovnéjsi déti na druhém stupni zdkladnich $kol a nebo na tom viceletém

gymnaziu, no.

T: A pouzivate materidly i mimo tu ucebnici? Co se tyce teda vyuky psani.
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R2: Jo. No, ale co se ty¢e vyuky toho psani, ob¢as. Ob¢as mam né¢kde nachystanou...
nachystané pracovni listy, kde staci tfeba dopliiovat n¢jaké informace a on jim potom vznikne

néjaky text, takze tohlecto. Pokud zbyde cas.

T: Dobte. A modifikujete si n¢jak ty lohy? At uz v té€ ucebnici nebo mimo ni.

R2: Je to spis tak, Ze ja se podivam, jak narocné jsou ty tkoly v ucebnici, protoze nékdy jsou
strasné primitivni, jo? Ale mame i1 pracovni knizku, ktera je dopliikova k t€ ucebnici, takze
pouziju piesné to zadani, které tam je, ale vétSinou ja mam jakoby pomérné Sikovné ty déti,
takZe se jim to snazim né¢im ztizit. Kdyz je tam tfeba zadani, Ze ,,pouzijte to a to“, tak ja jim

feknu, Ze ,,mlzete k tomu pouzit jesté néco dalsiho*, jo? A ono je to pro né potom 1

[ 4

T: Dobfte. Tak se rovnou zeptdm na dalsi véc, a to co vlastné povazujete za cil vyuky toho

psani na druhém stupni zakladky nebo na niz§im stupni gymplu?

R2: No, tam je nékolik podstatnych cild. Tak zaprvé, ty déti si musi zvyknout na to, Ze se ta
anglictina piSe jinak, neZ se cte. To je takovy prvni stupen, prvni krok, se kterym zapasime

Vv té primé, docela. Ale pak uz si na to kupodivu docela dobte zvykaji. Potom slovosled ve
vétach, protoze oni uz, Ze jo, piSou uz celé véty, takze ten slovosled jim taky nékdy déla
problémy. A zase, jakmile si na to zvyknou, tak pak uz zase pokracujeme dal. Dal$im cilem je
néjaka logika toho textu, takze kdyZ maji napsat jednoduchy dopis, e-mail o sob¢, takZe musi
mit n¢jakou strukturu, néjaky uvod, stat’, zaver, stejné tak jako kdyz... ehhh... kdyzZ je to, ja
nevim, kdyz je to n&jaky textik, nemusi to byt zrovna dopis, ale prosté néjaky ¢lanek nebo
prosté néco podobného, tak Ze by... ehhh... zZe by to mélo mit n¢jakou strukturu. V tomhle je
prave ta uCebnice dost dobrd, protoZe ona jim vyloZené dava navodné otazky. A vzdycky tam
je napsano, prvni odstavec — ty a ty otazky, druhy odstavec — ty a ty otazky, takze je to... oni
se tim fidi. Ti, ktefi se tim nefidi, tak maji ode mé potom Spatnou zpétnou vazbu. (smich) Ale
nektefi se fidi tim zadanim a feknu jim, at’ opravdu jako si v§imaji, na co se maji zam¢fit a o

¢em maji psat, takze potom dostanou i dobrou znamku, Ze se jim to jako vyplati. A oni si pak
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na to zvyknou, Ze to musi mit n¢jakou strukturu, takze se nam to vyplaci potom do toho

vyssiho gymnézia.

T: Mhm.

R2: Pfemyslim, co bych jeste do toho... No, tak, to asi jako neni cil, ale pro nékteré¢ déti je to
zdbava, jo? Ze se vytadi, vymysli si véci, které je bavi. Jsou prosts. .. maj velkou

piedstavivost, takze to mizou zapojit.

T: Dobie, dékuju. Tak se asi miizeme posunout dal. Jak vy postupujete pifi vyuce toho psani?

Mate tieba né&jaké aktivity, které pfedchdzi samotnému psani?

R2: No, jak jsem fikala, my jako pouzivame tu ucebnici, takze ono to totiz z t€¢ ucebnice
vyplyva. Ta psaci stranka je posledni v té lekci. To znamena, vlastné celd ta lekce je pfipravou
na to, aby tam pouzili vSechno, co znaji, to znamena slovni zasobu i gramatiku, a vyuZziji to

té strance je néjaky vzorovy text, kterym se mizou fidit, to znamend, my vzdycky nejdiiv
piecteme ten text, probereme ho, jsou tam k tomu n¢jaké otazky, podivame se, jak je napsany,
jakou ma strukturu, jakou slovni zasobu, vSechno jako to omeleme znovu, vlastng
zopakujeme. Pak jsou tam né&jaka cviceni, ktera tieba... ehhh... ktera je potom nuti pfemyslet
nad tim textem a co je napsano. V té pracovni kniZce, tam uz musi tieba podle n¢jakych
informaci doplnit takovou... jak bych to fekla... ehhh... takovy pracovni list, kde ¢astecné
ten text uzZ je napsany, ale ¢aste€né v ném néco chybi, takze takové dopliovani nékterych
informaci a nebo vét. No a pak za doméci tikol, kdyz uz to je jako procvicené, tak si to zkusi

sami napsat celé.

T: Mhm, d€kuju. A rovnou bych se tedy zeptala... ehhh... v§imate si mezi zaky né&jakych

vétsich rozdilti v dovednosti psani?

R2: No, to... (smich) Takhle, ty rozdily jsou dany, protoZe ja jsem i ¢eStinatka, takze vidim,

ze opravdu dneska ty déti nékteré maji velky problém se psanim i v ¢eStin€. A... ehhh... to,
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co jim dé€la problémy v Cesting, tak se potom nésledné pfenasi i do téch cizich jazyka. Oni...
ze jo... ten jejich rukopis n¢kdy je katastrofalni, takze rozlisit O a A, to jim tam lita n¢kde nad
radkem, neni jasné, co je velké pismeno, co je malé pismeno. Naopak nekteré holcicky,
vetsinou, ty maji to pismo tak thledné, Ze to... to by mohly psat na tabuli jako vzor. Takze

Vv tomhlectom vidim problém, ze tam jsou opravdu velky rozdily, ale vétSinou to feSime
jakoby jazykaiky nebo Cestinarky i s pedagogickou poradnou a s rodiéi, protoze pak je
potieba to dité poslat na néjaké vysetieni. VEtSinou v tom prvnim stupni, oni k ndm nastoupi,
Ze jo, po prvnim stupni, a tam jsou ty pani ucitelky rady, Ze ty déti se prosté naucily Cist, psat
a pocitat né¢jakym zplsobem, ale uz netesi potom moc jak. Pokud se to... pokud se nauci psat,
tak pak uz ten krasopis nevyzaduji, ale tady u téch cizich jazyki je to potom jako pomérné
problematické, protoze... ehhh... j& potiebuju zkontrolovat ten pravopis, jestli opravdu umi to
slovi¢ko napsat. A ted’ kdyz oni mi tam udélaj néjaky klikyhak a ja nevim, co je to za
pismeno, tak ja jim to prosté¢ hodnotim jako chybu, dokud nepiinesou opravdu néjaky papir

Z poradny, jo? Takze ten rukopis, myslim si, ze to je jako docela t¢zky. Potom tieba nejsou
vibec zvykli psat... néktefi nejsou zvykli psat znaminka za vétami nebo piSou potad jenom
te¢ky. Ze neexistuje pro né otaznik, vyk¥iénik, ten vibec. Jako i tohlecto je problém. No a co
se tyka toho obsahu a... ehhh... no, tak samoziejmé, Ze to psani, jak uz jsem ftikala, ze je

A4

Vv matefskym jazyce, takZe s tim zapasi 1 v Cizim jazyce, no.

T: Dobte. A pracujete n¢jak s t€émi rozdily? Dostavaji... ehhh... tieba ti Zaci rozdilna zadani?

R2: Nene, vétsSinou to tak neni. VétSinou je to tak, Zze dostanou stejné zadani, ale n¢kdo je
rychlejsi. A v tom piipadé ten rychlejsi si pak tfeba smi udé€lat néjakou kiiZovku nebo dostane

néjakou odménu, jo? Ale vétSinou to zadani prosté je stejné, je jednotné.

T: Mhm. A jakou roli vy hrajete v té vyuce psani? Jako ucitelka.

R2: No, jako co tim myslite? No, ja uz jsem vam to popsala, jak to délame. To znamena, ze
my nejdiiv pouzivdme tu ucebnici, a to je vétSinou pod... no proste, to je frontalni vyuka, a to

Znamena, Ze ucitel je priivodce, pté se, déti odpovidaji, ja kontroluju, prosté takova ta klasicka
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role ucitele, a potom v tom, kdyZz maji tfeba psat doméaci ukol, tak ja vlastné pak uz v tom
neplnim zadnou roli. Mlize se stat, ze nékdy dit¢ mi napiSe e-mail, Ze se chce na néco zeptat,
coz jako obcas se stava, ne Casto, ale stava, takze samoziejmé reaguju a jakoby takovou
podptirnou roli tam vzdycky mam, ale pak uz je to na nich. Jako ten jejich zavérecny projev

pisemny je jejich.

vvvvvv

R2: (pFemysli) No, to je pravé kombinace vsech dovednosti, vlastné kromé mluveni a
poslechu, takze oni musi znat slovni zdsobu, musi umét pravopis, musi umét gramatiku, musi
pak uz na téch poslednich ro¢nicich jakoby ta devitka, nebo prosté u nés je kvarta, tak tam uz
nekteti skutecné zacinaji myslet v anglicting, ale oni ti mali prosté piekladaji véty z Cestiny,
jo? To je ten proces, Ze oni si néco vymysli, co chtéji napsat, a pak to v hlavé ptekladaji do
angli¢tiny. A... ehhh... tam je pravé potieba, aby znali vSechna ta slovicka a tu gramatiku,
protoze kdyz to ptekladaji, tak oni to nemtzou pielozit doslova, Ze jo, coz ze zacatku byva
nekdy, Ze to prelozi doslova a je z toho hovadina, plna blbost, kterd prosté v anglicting
nelze... neni... nejde fict, takZe na tohlecto si musi zvyknout, obcCas taky zatazuju taky
prekladovy véty, coZ ty moderni ucebnice anglictiny, ktery ted’ko jsou ve Skolach, vlastné
nemaji, protoze oni jsou anglicky vétSinou a neni tam cviceni na pieklad z ¢eStiny do
anglictiny. TakZe tohlecto ja de facto pokazdé dopliuju, aby si tohlecto vyzkouseli, a musim
fict, Ze se to celkem osveédcuje a oni se to postupné... uz potom védi, jak to fict anglicky, a uz
nad tim moc nepfemysli, takze tedleten stupen je pro n¢ velky plus, ale ze zacatku je to tézky,

no, protoZe oni mysli ¢esky, ale musi to napsat anglicky. TakZe tohleto j& vlastné povazuju za

vV

vV

ktery je pro vas obtizny?

R2: No, tak jasn¢. Tak prost¢ to opravovani zabere Cas, to je asi... to tak je, no, u toho psani,

protoZe na to neni zddny mustr, ¢lov€k nedostane spravné odpovédi, aby si jenom takhle
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odskrtal, ale holt se musi nad tim zamyslet, co vlastné tim chtél ten zak fict, a prosté to
chvilku trva, ale... s tim jsme smifeni. Jsme jazykafi, tak s tim pocitame, no. Tak to prosté je.

(smich)

T: Mhm. Uz jsme vlastn¢ tak trochu nat'ukly i tu zpétnou vazbu. Na jaké aspekty toho psani

se pii poskytovani zpétné vazby zamétujete?

R2: Jasné. Vy myslite, kdyZ néco napisSou, tak co vSechno jim k tomu fikam.

T: Mhm.

R2: Tak ja vétSinou to délam tak, ze z toho tkolu, ktery ty... Ty ukoly, které od nich vyberu a
dostanu a to, tak ja si vypisu... vypiSu si takové ty typické chyby. To znamena... ehhh... to,
co d¢lala vétSina z nich Spatné€. A to nejdiiv pak probereme spole¢né, to znamena... a oni si to
musi napsat, ja to napiSu na tabuli, vysvétlime si to, oni si to musi napsat do seSitu. Snazim se
teda, aby pfisté, nez néco budou psat, aby se na tu stranku do seSitu podivali. To by bylo... to
se je snazim piimét, ale ne vZdy se to podafi. (smich) TakZe se ty chyby samoziejmé opakuji,
ale todlecto je, myslim, dulezity. Abychom si ty chyby, které se opakuji, abychom si je
vysvétlili spolecné a... ehhh... aby prosté védéli, co je Spatné. Samoziejmé v téch pracich
opravim vSechny chyby a tém malym, t€ém tam napiSu i néco tfeba cesky, aby rozuméli tomu,
co jsem tim myslela. Tém star§im, tam pouzivame i néjaké znacky domluvené, takze védi, ze
slovni potadek ma ur€itou moji zkratku, slovesny ¢as ma né€jakou zkratku, a tak dal. Ehhh...
Ne&kdy si to napiSem 1 na desky seSitu, takZe oni védi a mizou se podivat, jak to vypada, a
pak, kdyZ to tam vidi, tak védi, v ¢em je ta chyba. Chci, aby aspon ty zasadni chyby opravili,
taky, jo? Potom, kdyZ jim to rozdam jednotlivé. A samoziejmé jim napiSu takovou tu
celkovou zpétnou vazbu, jestli splnili vSechny ty... v§echno to, co m¢li, to znamena to zadani,
a potom tfeba jestli se mi na tom néco opravdu zvlast’ libilo nebo nelibilo, no, takze tam tfeba
napisu ,,dej si pozor na rukopis,“ jo? Ze to je neéitelny. Aby védéli, no. A pak maj jestd
ptilezitost pii hoding, kdyz jim to rozdam, si to samoziejmé prohlédnout a ptét se jednotlive,
jo? Takze potom, co udélame opravu, tu zpétnou vazbu, tak oni pak jesté¢ dostanou tu svoji

praci, podivaj se na ni a feknou, jestli tomu v§emu, co jsem tam napsala, rozumi, nebo jestli
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jim tfeba néco neni jasné, a tak dal. Takze vétSinou na tom stravime tu hodinu. Hodina zpétné

vazby ze psani, ano. (smich) Takhle to je, no.

T: A kromé toho, Ze vlastné¢ hromadné se potom vlastné zpétné divate na ty chyby, co se Casto

opakuji, pracuji vasi zaci jesté s tim textem potom?

R2: No... ehhh... tydleti mali... takhle... n¢ktery ty hezky texty, ty si ja vyberu a ja je
pouziju potom tieba pii dnu otevienych dveii ve Skole a pfedvedu rodicim a potencialnim
studentim dal$im, jak prosté déti u nas pisou, jo? Coz vétSinou, musim fict, ty rodice na to
slysi, kdyz vidi, co jako ty malé déti jsou schopné napsat, takze opravdu pod n¢jakym tim
vedenim jsou schopné vyplodit opravdu moc pékné texty. Ale jinak vétSinou jim to vratim a
muzou si s tim d€lat, co chtéji. Potom u téch star§ich déti my tteba ty néjaky kompozice, ktery
piSou, ty ja si schovavam a pak jim je dam pted maturitou az, jako takovou vzpominku.

(smich)

T: Dobte, dékuju. Chtéla byste jesté néco dodat?

R2: Nevim, snad ani ne. Myslim, Ze jsme to probraly ze vSech stran. (smich)

T: Tak ja vam moc dékuji za rozhovor.
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Appendix C: Interview 3 Transcription

Date: 23.6.2021

T: Tak, jesté jednou vas poprosim. Souhlasite s nahranim tohoto rozhovoru a ticasti na mém

vyzkumu?

R3: Ano, souhlasim.

T: Tak, d€kuji. Prvni otazka je, jak dlouho vlastné ucite anglictinu?

R3: Jéje. Od roku 2002. S né&jakou pétiletou prestavku na mateiské, takze, no, ale déa se fict,

ze 19 let, teda.

T: Dobie. A kolik hodin tydné¢ ji ucite?

R3: J4a mam k tomu jeste francouzstinu a anglictiny mam ale vzdycky trochu vic, takze 12

hodin tydné ptiblizné.

T: Mhm.

R3: Kazdy rok je to trochu jiné, protoze se mi ten uvazek tak jako méni trosku, ale 12-13.

Samou angli¢tinu jsem zatim nikdy neméla.

T: Mhm. Tak, a jak €asto zarazujete vyuku psani do svych hodin angli¢tiny?

R3: No, neni to tak ¢asto. To je... ted’ka mam vlastn€ na tom niz§im stupni gymnézia jenom

jednu tfidu a s nimi piSu tak jednou za dva, tfi tydny néco.

T: Mhm. A co povazujete za cile vyuky psani u anglic¢tiny na druhém stupni zakladek?
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R3: Aby se piestali bat, snad. Aby se snazili doopravdy néco vyprodukovat sami, coz je v... i
kdyz nemaji takovou dokonalou slovni zasobu a gramatiku. Aby se nebali psat cokoliv, snazit
se predat n¢jak ten message proste. (smich) Predat néjak to svoje... tu svoji myslenku, i pies

ty nedostatky, které to jejich psani ma, stejné jako mluveni je tady v té dobé nejvétsim cilem,

to aby ztratili ostych s tim mluvenim, tak prosté i to psani je totéz. To, aby se prosté nebali

produkovat to psani a dokazali by napsat aspon néjaky zakladni dopis, malé vypraveni, a tak.

T: Mhm.

R3: Takové bézné psaci potieby, da se fict.

T: Dobte. A jak postupujete pii vyuce psani?

R3: No, vétsinou se vlastn¢... vétSinou si preteme tieba néjaky vzorovy text, kdyz tieba chci
psat dopis, tak si... ukdZeme si n&jaky ptiklad, jak to vypada, jakou to ma strukturu, tfeba i
jaké Casy se tam pouziji, a tak. TakZe pomoci vzoru. A na zékladé¢ toho vzoru oni se potom

snaZi néco podobného vyprodukovat sami.

T: Mhm. A kromé teda Cteni téch vzorovych textd, tak pouzivate jesté tfeba jiné aktivity,

které... ehhh... které by jim mohly dopomoct k tomu samotnému psani?

R3: No, tak byva na zac¢atku n&jaky brainstorming, potom tieba vymyslime né&jakou strukturu,
jako osnovu, ktera by jim mohla pomoct, jako, neni tfeba nutné se ji drzet, mam lidi, u
kterych je potieba, aby se ji drzeli, nékdy to je jenom navodné, aby védéli, co a dal, a aby
veédeli, o ¢em psat, no. Jinak... asi ne. Taky jsme psali, Ze jsme tieba jako inspiraci pouzili
néjakou hudbu, Ze jsem tieba poustéla rizné uryvky hudby a fekla jsem jim, at’ mi zkusi fici,
jaky d&j se v tu dobu odehrava, Ze jsem... nakombinovala jsem tfeba Ctvero ronich obdobi
od Vivaldiho klidné s fidkym metalem, jo? Ze mi... Ze tam byl klid, pak tam byla n&jaka velka
akce, a tak podobné, a timhle zplisobem tfeba taky. Anebo tfeba i néjakou pisnicku jsme si

poslechli i s textem a zkouseli jsme vymyslet dalsi sloku tfeba, a podobné.
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T: Dobfte, tak... Co se tyCe vaSich zak, vSimate si né¢jakych markantnéjSich rozdili mezi

jejich dovednostmi psani?

R3: No, fekla bych, ze u ne¢kterych zak je videt rozdil mezi ustni produkci a pisemnou
produkci, Ze oni jsou tfeba stydlivi, co se ty¢e mluveni, ale potom, kdyz piSou, tak je to
mnohem lepsi, Ze se tolik neobdvaji a maji tam tfeba i vic ¢asu na to rozmyslet si ty jednotlivé
vyrazy, taky ta jejich pisemna produkce je po... tieba vyrazné¢ lepsi nez ta Gstni. Ale zas jsou
taci, ktefi jsou tfeba takovi patlalové, co se toho pravopisu tfeba tycCe, takze kdyz mluvi, to je

V pohodg, a pak, kdyZ to cloveék vidi napsané na papite, tak se jenom divi, no. (smich)

T: A mate tieba ve tfid¢ zaky, ktefi jsou na tom vyraznéji hiif nebo vyraznéji 1épe nez zbytek?

Co se teda tyce toho psani.

R3: Samoziejmé. Jako, fekla bych, ze... ehhh... ani tak jakoby neni nikdo tak jako propadlik,
jako tak s urovni nizsi, spis jsou nékteré déti, které doopravdy hodné vynikaji, jo? Ale je fakt,
tieba v té skupin€ zrovna, kterou ted’ka mam, tak tam jsou dost velké rozdily uz vod zacatku.
Ty décka k nam pfisly a n€kdo se ucil anglictinu rok, né€kdo se ucil anglictinu 5 let, takze tam
ty rozdily byly, ale fekla bych, Ze ten zaklad prosté maji vSichni, ale nékteti prosté jsou na

tom vyrazné lip. (smich)

T: Dobfe. A co se tyCe teda toho rozdilu, o kterém se tady bavime, tak... ehhh... zohlediujete

to n¢jak pfi vybéru téch materialti nebo téch tloh? PiSou tfeba vSichni Zaci to stejné?

R3: No, fekla bych to takhle. Zadani byva pro vSechny stejné, ale ty Sikovné&jsi déti tieba
mohou... t€ém feknu proste: ,,tady mate minimalni pocet slov* tfeba a maji moznost psat vic,
jako nedam horni hranici toho poctu slov... ehhh... nebo tfeba kdyz piSeme pokracovani tieba
né¢jaké té pisnicky, dejme tomu, tak oni vymysli dvé sloky misto jedné, jo? Ale Ze bych jim

déavala UpIné€ jiné zadani, to ne. Spis jenom co se tyce toho rozsahu.

T: Dobte. Tak, a jak vy viilbec vnimate narocnost vyuky toho psani ve srovnani s vyukou

ostatnich feCovych dovednosti? Tteba mluveni nebo poslechu (...)
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R3: Ja myslim, Ze je to psani takové upozadéné, trochu. Ze to... Ze se udi... takhle u malych
déti se uci vylozené€ jenom ten funkcéni jazyk, takové to: ,,napis vzkaz,” ,,zeptej se na néco* a
citim, Ze to psani je vlastné az ta posledni dovednost, kterou ty déti jako potiebujou
procviCovat. A myslim, ze i ty knizky, ktery mame, tak Ze jsou postavené na timhle

zpusobem.

T: Mhm. A... ehhh... co vy povazujete za obtizné ve vyuce psani z pohledu vas jako

ucitelky?

R3: Tak tézko se odhaduje casova narocnost, protoze i ta ¢asova narocnost byva hodné
odli$nd u téch deti, Ze jsou tam velké rozdily. Ehhh... problém byva taky to, Ze déti se snazi
premyslet porad Cesky, takze vzdycky vymysli néjaké komplikované struktury, na které prosté
nemaji slovni zdsobu ani gramatiku, a pak se do toho prosté zamotaji. TakZe oni sami jako si
to zkomplikuji. Ehhh... co jeste jako problém? No, kdyz to piSou jako domaci ukol, tak

v nékterych ptipadech viddm prace maminek. Mam jednoho studenta, ktery mi stle nosi
ukoly — pisemné ukoly prosté o troveinl az dvé vys, nez on ma. A stale... no, ted’ka uz je to
lepsi, ale prvni dva roky byly peklo, doopravdy. Jsem fikala: ,,tak maminka by dostala
jednicku, a co ty?* (smich) A nevysvétlite to t€m rodictim, Ze jim nepro... nijak nepomahaji.
TakZe se t€Zko na to dohlizi. A kor, kdyZ to piSou samostatn€ jako doméaci tikol, n&jakeé to
psani, tak n€kdy, diky tomu, Ze si... Ze se snazi formulovat n&jakou sloZitou myslenku a
nemaji na to, tak pouzivaji piekladace, coz je prosté k ni¢emu, a vyleze z toho né&jaka hriiza,

ktera nedava smysl, ale to oni nejsou schopni posoudit.

T: Mhm, dobfe. Tak se posuneme dal. Rovnou ke zpétné vazbe. Jak vy poskytujete tu zpétnou

vazbu?

R3: No, tak snazim se jim... ddvam jim... vlastné do toho textu jim piSu n&jaké vpisky,
davam T, jako kdyZ maj Spatny tense, WO, kdyz maj Spatny word order, a takhle, ze se
snazim ty jednotlivé chyby jakoby oznacit, a pak to necham na nich, aby se to snaZili opravit.

KdyZ nev... a pak se koukdm na tu opravu. Kdyz nevédi, tak to n&jak probereme spolu, no, a
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nekdy to zkousim 1, ze to spoluzéci opravuji, Ze si to opravuji navzajem, ale to neni Gplné
efektivni, to potom stejn¢ musim jesté prohlidnout sama. Ehhh... piSu jim k tomu komentare,
co by se dalo zlepsit, jestli... nebo pochvalim, snazim se chvalit aspoil néco vzdycky, no. A

tak, uz nevim... A ocenuji kreativitu. (smich)

T: Dobfte. Tak... ehhh... jaka mate vy kritéria pro to poskytovani zpétné vazby? Jestli mi

rozumite... Na jaké aspekty toho psani vy se zamétujete?

R3: No, chci, aby tam byla... aby byla vétna konstrukce v potadku, spelling, slovni zasoba,
gramatika, v§echno. A aby tam bylo to splnéni zadani, aby doopravdy to splnilo to... ten tikol,
ktery tam je, tak aby splnili, coZ je bod ¢islo jedna, fekla bych. Ehhh... kdyz je to néco
del3iho, tak davam dvé znamky, tieba Ze jeden je jako za obsah a druhy je za formu, jo? Ze
jedno prostg, jestli ta napli je v potfadku, a to druhé... ta druha znamka Ze je prosté za tu

gramatiku, slovni zasobu. A ty dvé znamky maji stejnou vahu.

T: Dobfte. A... jak vy vniméate naro¢nost poskytovani zpétné vazby?

R3: Tak... je to Casové narocné, ale tak to prosté opravovani pisemnyho projevu je prosté
vzdycky, ale... ale jinak... v pohod€&, neméam s tim problém a studenti snad asi taky ne, tak to

snad nak funguje. (smich)

T: Tak to jsem rada. A kdyz teda mluvite uz o téch studentech, tak... ehhh... myslite si...
jakou ma podle vés zpétna vazba... ehhh... jaky vliv ma zpétnd vazba na prace vaSich

studentu?

R3: No, fekla bych, Ze ne upln¢ vSichni si ji berou k srdci, jo? Nékteti jako mrknou: ,,mam
znamku“ a jako je jim to vice mén¢ jedno, a ten pokrok tam prosté nenastane, ale snazim...
jako... doufam, ze vétSina z nich se z toho snazi néjak poucit a ptisté se téch chyb vyvarovat,
protoze 1, tieba kdyz se jedna o gramatiku, tak prosté ty chyby se stale opakuji, jo? Takze
kdyZ vidim, Ze to podruhé¢ je to samé, tak na to upozornim, aby doopravdy piisté... ze je to

doopravdy opakovana chyba a Ze takhle to neni spravné a ty décka se potom snazi... nebo
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vétSina z nich se snazi na to zareagovat. Nebo i1 kdyZ prosté pred tim psanim tfeba n¢kdy si
pfipomeneme: ,,pozor, nezapomeiite, bude to vypravéni v minulosti, tak musite rozlisit past
simple a past continuous,” a jeste si tieba zopakujem, kdy pouzijem ty a ty Casy, takze... Ze
jakoby preventivné je uz trochu navedu, na co si maji dat pozor, takze to je spi$ ne zpétna
vazba, ale takova pied... ani nevim, jak bych to Cesky fekla. (smich) Pfedchozi odez... naka.

Naké pokyny.

T: Mhm. Tak... a... ehhh... uz jste asi troSku naznacila to, ze vasi zaci, vlastn¢, kdyz obdrzi
od vas tu zpétnou vazbu, kde jim vypichnete... ehhh... kde je jakéa chyba, jakého je ta chyba
razu, tak jste tikala, ze vasi zaci potom maji za ukol, nevim, jestli to fict jako za tikol, ale ze

potom se snazi tu chybu néjakym zptisobem sami opravit, je to tak?

R3: Mhm, ano.

T: Takze se vlastn€ stava, ze prepisuji ty svoje texty tieba tak, aby se ty chyby uz

neopakovaly v tom textu?

R3: Ne, ze by to prepisovali celé, to ne. Jenom tieba néjakou tu konstrukci. Tieba jednu vétu
nebo slovni spojeni, takhle, nebo tfeba da se k tomu jenom tuzkou do toho textu to tam napsat
1épe, jo? Ze by to prepisovali znovu celé, to rozhodné ne. To mi piijde trosku

kontraproduktivni.

T: Mhm. A posledni takovy jakoby set otdzek je zaméfeny na materialy, tak se rovnou

zeptam. Jaké materidly vyuZivate ve vyuce psani?

R3: No, my pracujeme s u¢ebnicemi Project, takze tam jsou n&jaké podklady, a... jinak
vlastni fantazie. Jak jsem fikala, texty pisnic¢ek, ehhh... spiS... nebo na zédkladné€ né&jakych
situaci, které se v té knize, té ucebnici, objevuji. Tam se snazim vymyslet, jako co by se tam
hodilo za psani, jako jaky by... néco, co by poslouzilo tomu tématu a co by bylo pouzitelné,
ale jinak jiny materidl vlastné Zadny nepouzivam kromé té ucebnice, ale jako Zadné ptirucky

jiné nepouZzivam.
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T: Mhm, dobfe. A co se teda tyce téch ucebnic, té¢ ucebnice, kterou pouzivate, toho Projectu,
tak modifikujete nékdy ty tlohy tak, aby tfeba... ehhh... vam lépe sed¢ly do konceptu

hodiny, nebo je cilené vybirate tak, aby vam do toho sedély?

R3: Urcité se to snazim modifikovat. Jako... nikdy nejedu stoprocentné podle ucebnice,
pfizplsobuju to momentalni situaci i tomu rozpolozeni déti v tu chvili, momentalnimu Casu...
1 n¢kdy mi piijde, ze naka ta uloha jako neni dostate¢né funkcni, takze by si zaslouzila
n¢jakou Upravu, urcité. Myslim si, Ze se jako nedd jenom slep¢€ poslouchat navod z ucebnice,

to nikdy. I kdyz to urcité¢ vymyslel nékdo mnohem chytfejsi nez j4, ale (...) (smich)

T: (smich) Dobfe, j4 myslim, Ze takhle to bude vse.
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Appendix D: Interview 4 Transcription

Date: 2.7.2021

T: Tak mizu vas jesté jednou poprosit? Souhlasite tedy s tim, ze budete (...)

R4: Ano.

T: (pokracuje) soucasti mého vyzkumu a Ze se nés rozhovor nahraje?

R4: Ano, souhlasim.

T: Super.

R4: Nahrava ti to, jo?

T: Jojo, mélo by. (smich) Tak... prvni otdzka je takova obecna. Jak dlouho ucite angli¢tinu?
R4: No, tak ja u¢im anglictinu minimalnég takovych 32 let.

T: Tyjo, a kolik hodin tydné ji ucite?

R4: Ja u€im anglictinu... tenhleten Skolni rok to vezmu... tak ted’ jsem méla 16 hodin
anglictiny a zbytek byla vytvarka, no. 16 hodin. Ale vétSinou to mam fakt jakoby piil na ptl.
Od 16 do 18. Ale kdyz jsem zacinala, tak jsem méla fakt 32 hodin jen angli¢tiny. Takze ted’
uz se to takhle naStésti jako... mi vysli vstfic a dali mi tu druhou aprobaci, no. Ono taky ucit

jenom anglictinu moc dobte nejde, teda. To je takovy jako votravny a je tam strasné moc

opravovani. A je dobry, kdyz ¢lovek vystuduje dveé aprobace, tak Ze si u¢i ob¢ aprobace.
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T: Dobfe. Jak Casto zatfazujete vyuku psani do téch vasich hodin anglictiny?

R4: No, vyuku psani budem... no... ja mam vzdycky takovy kratky, kratoucky psani tplné
na zacatku kazdy hodiny. A j& to mam misto takovyho jako... je to jakoby takovej druh toho
warming up excercises, ale to je asi spis u téch starsich, ale ne u téch jakoby uplné starsich, je
to takova ta osmicCka, devitka vase, protoze chci, aby se zapojili ipIné€ vSichni, a ono to je jako
kdyz dam uplné jednoduchou otazku, tfeba ,,What was your weekend like?*, a kdyz bych
tteba vyvolala 3, 4, 5 déti, tak ty ostatni by se to neto... takze oni musej vSichni na to... ja ji
rychle napiSu na tabuli, oni rychle musej napsat a sta¢i mi 3 véty. A potom si je takhle...
takhle rychle jako vyvolam a potom dam jesté né¢jakou additional question, ze me jesté néco
zajima, tteba s kym tam byli, jaky to bylo, a tak dale, takze to je vzdycky takovy krat'oucky,
ale neni to tfeba Upln¢ kazdou hodinu, ale je to dost Casto. Je to tfeba po tom vikendu nebo
tieba kdyZ vim, ze méli idkou akci nebo néco. To je takovy mini, Ze jo, to neni pofddny psani.
To je misto ustniho projevu, ale ze to musej hodit jakoby na papir, ale jinak takovy to, Ze se
néco ucime, jo, zZe se tieba... protoze ja myslim, ze tohle se musi jako rozdélit, protoze ta
Sestd a sedmd tfida, oni vlastné tam maji vyuku psani, ze tam maji zamétenou na popis, maj
tam néjaky description, vétsinou je to My Place, My Hometown, My Home Village, takze
popisujou misto, kde Zijou, a potom tam ma;j description of personality, takZze n¢jakou
osobnost vZzdycky, to tam maji, a potom tam, ty star§i tam uz maji to t€z$i, ty uz tam maj
takovy troSku uZz i to formalni, ty tam maji uZ 1 e-mail trosku formalnéjsi, tteba aspont omluvu
uciteli, 1 kdyz to teda neni upIné formalni, takovej ten semiformal, no, a tyhlety mali opravdu
maj... ty se zamétujou opravdu na to, no, ale my mame vSechno to v téch uéebnicich. (jde
pro ucebnici a listuje v ni) Na konci kazdé té lekce je néjaky writing, jenomZe ono to nejde

uplné jakoby vzdycky udélat, Ze jo.

T: Takze vlastn€ pouzivate tuhle English File.

R4: Jojo, English File. Tohle je zrovna Elementary, tohle je vzdycky na 2 roky, takze tohle je
prima a sekunda. TakZe tady mame student’s book a tady je vzdycky writing na konci kazdé
lekce a tohle je tieba ,,complete an application for a student visa and try to write a paragraph

about you, takze tohle je takovy jednoduchy writing. A koukej, to uz je v prvni lekci, Ze jo.
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Takze ono vzdycky kdyz takhle se dojede, tak tady maj zase writing a speaking, takze ja
vlastné ani nemusim nic vymyslet, co bych s t¢éma détma délala. A na konci... tahle knizka je
opravdu vyborna, protoze ona tady ma zase jesté takovy writing oddé€leny, vidis? Describing
your home. A vzdycky tady maji ukéazku, pak je tady ta lupicka, na co si maji dat jako extra
pozor, pak je tady magazine article My favourite day, to taky délali. Takze to writing maji
takovy jednoduchy, to jsou informace o sob¢, application form, pak je ten jejich profil, no,
takze, to pak tady je formal e-mail, to uz je, no, tohle uz maj vlastné déti zvladnout uz v té,
no, v prime a kousku sekundy, my vétSinou tu knizku mame na rok a ptil. No a ty star$i uz to
maj potom t€Z8i, no. Prosté ten modrej, to je tak, kdyz potiebujes osmicku a devitku, ale je to
podobné délana ucebnice, ale je fakt jako vyborna. (listuje v navazujici English File
ucebnici) S tou jsem jakoby fakt hodné spokojena. No, nebo kdyz se tady ¢loveék podiva hned
doptedu, tak vono se tady taky najde to writing. A zase to bude tady na konci, jo? Writing,
speaking, speaking and writing, speaking and listening, no a zase to ma vzadu tady. Takze
tahleta knizka, jak nas prosté navadi, vono se to opakuje. To je vyborny, ze ty maly déti, ta
prima a sekunda, maj takovy zaklady. Tam neni zadna slozitd gramatika, tam je jenom
vazbicka ,there is/are* a prosté co kde je, aby byl ten spravne slovosled. No a tady uz to maj
jména, aby to byl nékej jejich osobni postoj, jestli to misto maj radi nebo nema;. Jo a pak

k tomu maj tady Zivotopis piidanej, opinion essay uz maj. No, ale to uz jsou velky déti, zZe jo,
to uz je osmicka, devitka, tak to uz by oni méli byt schopni vyjadrit n€jak svlij nazor. No, a
my kdyz za€iname vétSinou, tieba kdyZ mame tenhle popis toho mésta u téch malejch, tak
vzdycky udélame néjaky jednoduchy brainstorming, Ze si prosté napiSeme na tabuli, Ze nékdo
bydli ve mésté, nékdo bydli na vesnici, tak napiSeme prosté town, village, a oni co vSechno je
k tomu napada. Nejdiiv tfeba ty budovy, tamty napiSou zas, ty jsou chudaci, pa¢ tam maj jen
church and village market, nebo néco takovyho, no ale pak si tam praveé k tomu dohazuji ty
piidavna jména, a potom uz je to takovy, jaky tam je zivot, jestli je boring nebo exciting, safe,
dangerous, a takovy rizny ty. A oni uz potom vétSinou dostanou takovej pokyn, aby si z toho,

co vidéj na ty tabuli, uz jsou schopni sami si sestavit ndky to povidani.

T: Mhm.
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R4: J4 mam tfeba problém, ze nemam cCestinu. Tieba prave to by byla super kolegyné ***

(jméno R5), protoze ja se sama potad peru s tim, ze se mi potadné ani nepodaiilo vyhledat,
jak oni to maji s t¢éma odstavcema. Tam s tim mam docela teda problém. To bych docela jako
uvitala, kdyby se to n¢kdy sjednotilo, protoze mi mame i v *** (nazev bydlisté) Angli¢ana a
on vlastné piSe n¢jaky stranky a déla obecné takovy dokumenty a von mi to teda tieba fika
uplné jinak, nez potom to tfeba najdu na internetu, tu informaci. Ja vlastné doted’ka nevim, jak
se tam piSou spravné odstavce. Jestli oni vynechévaji fadky, jestli kdyz jako nedojdou na
konec fadku, jestli jako vynechaj fadky nebo jestli si odsad¢j na zacatku. No... a ty velky
potom, ty vétsi déti teda, ty uz se musej ucit tyhlety, jak jsem fikala, ty formalni, no. Aby
vedéli, kdyz n¢koho... tam je taky jesté problém s tim oslovenim, Ze jo, m¢li by tam fikat to
,Dear Mr Smith®, Ze se to musi podepsat takhle, ze tam je né¢kdy to faithfully, nékdy je to

sincerely, ale ted’ka bych fekla, ze ty knizky nas v tomhle tak jako dost vedou, no.

T: Mhm.

R4: Ale jinak z4dnd extra publikace na to, jak délat writing, jako neni, no. To pak uz maj ty
maturanti, tam uz je to pak o hodn¢ jednodussi. Ale na ty zakladce... Nevim, ale myslim, Ze
by to méli uz i ty mali, no. Ze oni pak pfijdou... vlastné k nAm na gympl chodgj déti, ktery

Vv Zivote jako nepsali ani jako takhle kratkej n&jakej souvislej text, takze oni jsou z toho
takovy jako vydé&Seny, Ze by jako viibec méli néco. Nevére;j si, ze by to stvofili, pak jsou
ptekvapeny, Ze to stvorej. Vlastné prima piSe kompozici o 150 slovech, coz je docela malo, Ze
jo, ale pfesto jsou z toho takovi jako, ze z toho maj obavu, ale vétSinou je to potom jako bez

problémd, no.

T: To se teda rovnou zeptam. Vy jste zminila ten brainstorming. Vyuzivate jesté jiné tfeba

typy aktivit, které se... které by mohly jim pomoct s tim samotnym psanim?

R4: No, my si spi$ ¢teme, jak mame ty Casopisy, jak je R+R, nebo jak je to Hello, tak kdyz
tam tieba bylo... méli tfeba psat My hobbies, tak si tieba precteme ukazky z t€hletéch
casopist, co tam piSou naké jiné déti, no a... nebo ja nevim, no. Spis je to o tom, Ze si spis

k tomu spis cilengjc trénujeme jakoby tu slovni zasobu, no. Ale jako, si fikam, ze vzhledem
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k tomu, Ze ta gramatika je tam hodné jednoducha, tak... ne, nenapada m¢ nic. Kromé toho, ze
si néco precteme, ze délame tenhleten brainstorming, myslim si, Ze ani ne, ¢lovéce. To by me
docela zajimalo, jaky jsou n&jaky dalsi aktivity. (smich) Oni déti obecné radsi mluvej, nez

pisou, Ze jo? Ona je to pro n¢ takova ztrata Casu. Asi jim nedochazi, ze jednou v Zivoté budou
asi spis potitebovat hodné to writing, ze jo. Tteba az budou v né&jakejch firmach, Ze jo. Nevim,

no. Cteni, brainstorming. Nenapada mé nic.

T: Tak se posuneme dal. Co vy osobné povazujete za cil vyuky psani na zakladkach?

R4: No, ja myslim, ze ten proces, aby oni byli schopni jednou tieba napsat n¢jakou stiznost
nebo motivacéni dopis, takZe to musi opravdu byt takhle postupny. Tak, jak fikdm, jak je to

v téch knizkach, tak nas to k tomu navadi, a Ze opravdu musej zacit tyhlety mali, aby se to
postupné naucili, Ze jo, aby prosté. Tady v té angli¢ting, to je ale zajimavy, neni problém
jenom t¢ anglictiny. Ja si myslim, Ze oni vétSinou maj problém, Ze je to opravdu spojeny s tou
¢estinou, protoZe oni feknou dost ¢asto: ,,J4 nevim, co mam psat.“ A i1 kdyz se to tieba tyka té
jejich vesnice nebo toho jejich mésta nebo konicku. Oni prosté nevédej ani, co by napsali jako
Vv Cesting. A ta anglictina mi ptijde, zZe uz je jako ta druhotfada. Ono jako pro né si to previst
nebo prelozit do té anglictiny neni takovej problém. J4 myslim, Ze je to spojeny s tim, Ze oni
viibec nectou, Ze oni nemaj vlastné ani v ¢estiné tu slovni zdsobu, a hlavné oni nemaj takovou
tu koherenci, oni nemaj tu logickou ndvaznost. Ono jim prosté neptijde vibec divny, Ze
napiSou tfeba vétu: ,,Ja bydlim v *** (nazev mésta)“ a dalsi véta je ,,Kazdé odpoledne
chodim do lidové skoly na klavir.* Jim to prost€ ptijde uplné¢ normalni a viibec jako... jako
my si to potom jako ¢teme, jako n€kdo vzdycky treba pred tfidou Cte, co zrovna napsal, a ja
jsem fikala: ,, Tak si délejte tfeba vy poznamecky, jestli se vam to tfeba jako libi, a pak to
néjakym zpusobem spolu zhodnotime,* no a vzdycky jsme Gplné jinde, Ze jo. Mné€ to totiz
piijde, Ze je to na pieskacku, ze to nema hlavu ani patu, ale oni to prosté nevidéj, a to ja vim,
ze je to prosté fakt spojeny s tim, Ze ne€tou a ze prosté nemaj todleto... nemaj navyky, no.
Nevédej prosté. Takze to neni vlastné jenom problém ta anglictina, ale Ze se to musi propojit
S tou CeStinou, no. A ja bych fekla, Ze ten, jak se ptas, tu otazku, no, Ze to je dllezity, aby
zacali prosté postupné. Ze napiSou 3 véty, pak uz napisou 5 vét, pak 10 vét, ale Ze se u toho

prosté musi ucit, aby to melo nakej smysl, ze? A aby jednou teda uméli opravdu napsat svij
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zivotopis v anglicting, jak fikam, nakou stiznost nebo cokoliv, co se pak po nich vyzaduje

nejen u maturity, ale u maturity se vyzaduje, co potom potiebujou v praktickym zivoté, no.

T: Tak jo. Rikala jste, Ze n&ktefi Zaci potom maji teda problém vibec napsat... ehhh. .. kratsi

text souvisly. Vnimate néjak ty rozdily mezi zaky v jednom ro¢niku tfeba?

R4: No, tak to jsou tfeba obrovské rozdily, protoze ono... no, to ale zase souvisi s timhletim,
co jsem fikala, jednak je to s tim, jak jako jsou zvykli psat v ¢estin€, jak jsou zvykli Cist, a
teprve pak az na tfetim misté bude ta jejich schopnost v té anglicting, protoze to az pro né,
bych tfekla, neni tak dilezity. Oni kdyz vymysli to, co maji napsat, tak ta anglictina az neni
takovej pro né problém, protoZe ty déti vSeobecné maj anglictinu radsi nez ¢estinu. Je to
paradox, ale je to tak. Oni to prosté vnimaj, jako Ze v tom jsou ty pisnicky, Ze jo, oni sledujou
dost kratky sitkomy, a tak dal, takze ja si nemyslim, ze oni maj opravdu az takovej problém
tady s tim, ale Ze opravdu jako nevédi. Ale to je to upln¢ stejny jako s mluvenim, ze jo. Kdyz
se jich ¢lovek zeptd, tak voni taky feknou: ,,J4 nevim, co mam fict.” Tak to ja bych fekla, Ze to

hodné¢ spolu souvisi, no.

T: Mhm. A... ehhh... pracujete tfeba jinak s détmi, které jsou na tom hit, feknéme, co se tyce

toho psani? Déavate jim tfeba jiné zadani nebo ho maji stejné?

R4: No, ono vlastné to zadani maji jakoby vzdycky stejné, ale je tam straSna spousta
moznosti. Chod¢j tieba na konzultace. Protoze oni opravdu nevédi, jak na to, takze nejdiiv si
o tom tématu prost¢ musime povidat. Treba kdyZ by bylo téma ty konicky, jaky maj hobbies,
a méli by o tom néco napsat, takze ja jim davam takové jednoduché otazky, jestli tfeba maj
néjaké spolecné konicky tieba v rodiné nebo jestli ten konicek si vybrali sami, nebo prosté
takhle si udélame takovou kratkou konverzaci, ze se o tom bavime, a my se o tom bavime
klidné 1 v ¢esting, pak se teda bavime v anglicting, pak se teda zeptam, jestli uz vi, co ma psat,
a oni uz potom vétsinou veédi, co maj napsat, Ze jo. Ale oni tieba to nejsou schopni rozlisit. Je
to tieba ani nenapadne, Ze by tieba ty koniCky mohly byt jako... samoziejme, oni maj
hobbies, a ted’ jsou hobbies, co d€laj jakoby just for pleasure, for entertainment, a pak jsou

takové, do kterych je tfeba tak troSku nacpali rodice, Ze tieba tatinek byl fotbalista, tak chce,
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aby ten kluk hral fotbal, a oni to né¢kdy nevnimaji jako konicek, vnimaji to az tak jako, ze
musi na fotbal. No, a tak se o tom jako bavime. A kdyby nesli na ten fotbal, co oni by si sami
vybrali. Casto se to uplné lisi, oni by si tieba radi délali néco jinyho, neZ cht&j ty rodi¢e. A
vétsinou, kdyz jsou ty déti maly, tak je néco prani spi téch rodicii, nez jejich vlastni. A takhle
se o tom bavime, takhle si jakoby povidame. A to je dost déti z ty tiidy, co ptijde tfeba po
vyucovani. Oni si i sami feknou na tom gymplu. Oni prosté védi, ze fakt jakoze nevédi, jo? A
ze by pak prosté museli usednout nékde K internetu a néco tam nékde stahovat, a ono se to pak
tieba stejn¢ pozna, vSecko tam neni dobfe, ze jo. Tak ja pak vzdycky zuiim. Takze oni jako
védi, Ze kdyz si o tom ptijdou popovidat, tfeba to nemusi bejt ani jednotlivec, ptijdou tieba 2,
3. Oni to... na konci kazdy lekce je to writing néjak zhodnoceny, ze jo, takze oni, teda na tom
gymplu je to tro$ku jiné, protoze oni nechtéj dostat néjakou Spatnou znamku, tak prosté si
ptijdou sami fict, jestli bysme si to prosté mohli n&jak probrat. Anebo kdyz mam tfeba stejnou
ttidu na vytvarku, tak ta tfida tfeba chvilku kresli a oni poprosej, jestli si... a u toho si teda

jesteé povidame v angli¢ting, vono to jako jde, jo.

T: Tak super. KdyZ jsem se teda bavily uz o tom procesu, jakym vyucujete, jakou roli

V tom... v té vyuce psani hrajete vy jako ucitelka?

R4: No... no, tak ja se snaZzim jako zase, aby to bylo jako z nich, aby prost¢ jako... no,
vétSinou je vedu k tomu, aby si sestavili takovou jako zékladni osnovu, so si jako myslim, Ze
bych jim jako méla trosku poradit, a tim je pravé nasméruju, aby to nebylo takovy, jak ja
fikam, na preskacku, aby nelitali z jednoho do druhyho. Potom jim teda poskytnu, fikdm, tu
osnovu, slovni zasobu, pobavime se, jakou gramatiku by tam asi méli pouzit, protoze kdyz je
to néco, co je teda opakované, pravideln¢ nékam chodi, a tak dale, tak si vétSinou staci... aby
mi tam ty pfitomny ¢asy nepletli. DileZité jsou, Ze si pfedtim probereme néjaké predlozky, Ze
je ,,in the countryside®, a tak dale, pak si tfeba, no... nevim, no. Ja se zase nesnazim je do
toho né¢jak nacpat, protoze bych nechtéla, aby mné€ potom vytvofili 15, 20 slohovych utvara,
ktery budou vlastné podle toho, co jsem jim piesné fekla, Ze jo. Tak je to takovy... jednak se
o téch détech nic nedozvim, jednak nezjistim, co oni vlastné neuméj. Mné¢ az zas tak strasné ty
chyby potom nevadéj, protoze pak aspon vidim, kde je problém a k ¢emu se prosté potom

musime vratit, no. A vétSinou jsou to porad ty opakovany chyby, Ze jo. Vzdycky jsou to ty
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problémy s ptredlozkou, vzdycky je tam ten Ceskej slovosled, ze jo. Kdyz tfeba feknou: ,,A
lamp is on the table,” kdyz feknou ,,A church is in our village,” tak je to taky Spatné, ze jo.
Takze se to takhle... no, ja nevim, ted’ka jako... ja se to snazim lehce koordinovat, ale to tak
jako predtim do nich tak lehce nacucat. Hlavné nechci, aby se toho baly, no. To je upln¢
nejhorsi, kdyz z toho maj strach. To fakt nechci teda. Tak si fikam, Ze si to mizou zkusit,
vzdyt ja taky plno téch kratkejch texti opravim a nehodnotim, ja to prosté jako beru, Ze si to
zkusily, kdyz po tom prosté piijde ten den D, tak jim feknu, Ze bych byla rada, kdyby to teda
napsaly jako podle svého nejlepSiho védomi a svédomi, tak ja si to teda jako ohodnotim,
abych védéla, co si do ty hlavicky teda dostaly. A spoustu z toho teda méame, Ze to neni na

znamky. Ze ta znamka teda neni az tak dilezita.

T: Mhm. TakzZe jste vlastné spis takovy pritvodce toho psani.

R4: Jo. Ono to ani jinak nejde. On je to takovej... ze i kdyz je to takovej obycejnej popis, tak
je to ndkej tvurci proces. A vétSinou fikdm, kdo piSe a nemd problém v psani v Cestiné, tak ho
nebude mit ani v angli¢ting, Ze jo. A naStésti ta ¢eStina je vzdycky o krok pfed nami, takze ja
jsem strasn¢ rada, kdyz oni tfeba s pani ucitelkou *** (jméno kolegyné) na ¢esStinu proberou,
jak se déla popis, ze to jde tieba nejdiiv zvnéjsku, a pak az do nakejch detailil, protoze oni maj
tendenci, Ze kdyz tfeba popisujou néjakej obrazek, tak tam vlastn€ zacnou popisovat ty
detaily, co je tam zaujalo, hlavné ty maly déti, Ze jo, Ze tam n€kdo spadnul do louZe, ale uz
tam neni jako... Ze tfeba aZ ten, kdo si to bude &ist, aby si to jako umél predstavit, tak to uz
prosté oni nevédi. Tak kdyz jim to pani ucitelka takhle fekne v ty €esting, tak v ty anglicting je
to dost podobny u spousty véci. Ne u vSeho, ale u spousty véci ano, takze ja toho rada
vyuziju, Ze jo. Nebo se jich vzdycky zeptam: ,,Brali jste to v &estin&? Rikala vam pani
ucitelka, jak se tohle piSe? Jak se piSe charakteristika osoby?* Aby tam bylo n&jaky
zhodnoceni na konci, aby tam bylo néco obecnyho, aby tam byly jejich osobni nazory, to je
vzdycky stra$né¢ dilezity. Oni kdyZ piSou obycCejnej popis mista, kde bydle;j, tak je dulezity,
aby mé tam napsali, jestli by tam jednou, az budou velky, chtéli zlstat, pro¢ by tam chtéli
zlstat, aby to prosté umeli néjak vyjadfit i takhle, no. Aby to nebyl jenom strohej popis, ze

néco pisou.
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T: Mhm. A jak vy vnimate naroc¢nost té vyuky psani?

R4: J& si myslim, Ze... Ze to neni tak narocné. Jako ja si spi§ myslim, ze tam jde o to zlomit
takovou tu trosku nechut’ téch déti vaci tomu, ty obavy k tomu, Ze jim to tfeba nepujde,
protoze oni maj n¢ktery obavy i z toho, jak jsou jesté mali a ucej se tieba slovni zasobu, tak se
musej ucit, jak se to slovicko piSe, a paradoxné si myslej, Ze naky pismenko E, ktery tam
vynechaj, ze je na tom to nejdulezitéjsi, ze je to ta nejhroznéjsi chyba, coz samoziejme jo,
opravi se to, podtrhne se to, ale na tom to opravdu nestoji. Ja si myslim, Ze to neni az tak
naro¢ny a ze kdyz se to udéla takovou normalni formou, tak z toho pak nemaj takovej strach.
Jauz jsem se s tim pak jako nesetkala, ze by se toho v ty sedmicce, osmicce néjak vyrazné
obavali. Oni se obavaj, kdyz nam sem piijdou do ty primy, a jesté pak tfeba v ty sekundg¢, ale
potom uz jako to neberou jako néco Spatnyho. Ale ono teda taky zéalezi, o ¢em maji psat, ze
jo. Nékteré otazky jsou takové jako tfeba hodné€ osobni. A ja pravé jsem fikala na zacatku
tieba to warming up, tak kdyz se ted’ vlastn¢ vratili z té distancky, tak jsem prosté potifebovala
néjak védet, jak se citéj, a nechtéla jsem... vidéla jsem, Ze jim to tfeba nebude piijemny
mluvit pted tfidou, jednak se stydéi, kdyz se vratili, pac se nevidéli dlouho, tak jsem praveé
fikala, at’ mi to tak zkusej napsat na papir, a to jse vylozené vidéla, Ze jsou jako radi, Ze to
muzou jakoby napsat. Jednak jsem fikala, at’ je to klidn¢ ¢esko-anglicky, pa¢ ted’ spoustu véci
zapomngli, ale voni ne, opravdu to napsali tpln€ v pohod¢ v angli¢tin€. A zase jsou prosté
véci, ktery... ma to i zpétnou vazbu pro me jako kantora, protoZe ja si to prosté potom jakoby
ptrectu a spoustu véci, ktery by déti pred tfidou netekly, protoZe jim to neni z nidkyho divodu
piijemné, tak to prosté tomu uciteli napiSou, at’ je to tfeba doméci kol nebo at’ je to proste
cokoli, tak ¢loveék o téch détech se jakoby hodné dozvi. Ja si nemyslim, ze je to tak jako
naro¢ny, ale myslim si, Ze by se jako mohlo opravdu, nevim, jestli uzZ tieba ¢tvrta tiida je,
jestli jsou na to zrali, ja vliibec nevim, jaka je situace moc na téch zakladkach, ale myslim si,
7e pata tiida na zakladce by uz taky jako... aby se pak nestalo, ze ptijdou k nam do primy a
divéj se, ze maj napsat souvislej text. Myslim si, Ze by se v té pétce uz meélo takhle jako
trosicku... alespon popsat, co d¢€lali o vikendu, nebo prosté néjaky takovy jednoduchy, no.
Nebo o budoucim povolani. A tam uZ to zase nardzi na tu gramatiku. Ono je spousta
zajimavych véci, co by mohli psat, ale voni tam narazi na tu neznalost. Ale jinak si nemyslim,

ze je to az tak naro¢ny. Az teda... ted me napadlo... ja nikdy nevim, jak se k tomu stavét.
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chyby, ale pak jsou déti, co se snazi neudé€lat chybu, tak piSou stroze, jednoduchy véty, takze
tam téch chyb je podstatné min. To bych docela ocenila, kdyby mi nékdo ek, jak se k tomu
mam pak stavet, pa¢ chei ocenit tu snahu, ze do toho ty décka Sly s tim, Ze si tfeba nejsou jisty
tou spravnosti, ale zas jak popostrcit ty ostatni, aby se toho nebaly. ProtoZze to je sice hezky,
ze to dit€ neudéla zadnou chybu, ale zas ho to nikam neposune. Ja na tom vlastn¢ nepoznam,

na jaky arovni to dit¢ je.

vvvvvv

ted’ mi vypadlo, jak to fict cesky (...)

R4: Obtiznosti, no.

T: (pokracuje) problémy ve vyuce psani oproti vyuce jinych fe¢ovych dovednosti?

R4: Mhm, no, ja si myslim, Ze... jak co. Ze oni si dneska déti, coz mé teda docela ptekvapuje,
stra$né radi v ty angli¢tin€ povidaj. A ¢im jsou starsi, tim vlastné jsou ty okruhy, o ¢em si

J& mam pocit, Ze n€které ty déti, u t€ch malych to teda zas az tak neni, protoZe oni to berou az
jakoby takovou ztratu casu. Oni vyloZené v téch hodinach radsi délaji speaking a listening,
nez délaji reading a writing. Prosté to speaking a listening je takovy, Ze... sice listening
vypada, Ze je pasivni, Ze poslouchaj, ale my se vzdycky o tom pak bavime, ze jo. Vzdycky je
to takova predvést toho, o Cem se pak jako bavime. A viibec to mluventi, ta knizka je fakt
vyborna, zZe ona tam ma vZdycky na zac¢atku takovy zase warm up speakingovy, o ¢em se
pak... tam je takova ta ivodni otazka, a ja si myslim, Ze oni by to writing... ty déti to berou
jako... jako okrajové, Ze to neni az tak diileZity, no. Ze jim to ¢lovék musi vysvétlit, Ze asi
potom najednou ve ¢tvrt'dku nebo v oktave si nesednou a nenapisou to, Ze to nejde proste
takhle udélat jako kach, jo, ted’, tak ted’ jsme v oktavé, za chvilku maturujem, tak ted’ se
zacnem ucit psani. Ono to nejde. A vono hlavné si myslim, Ze dneska spousta téch déti... Ze
jim to neni vlastni. Proto si myslim, zZe to n¢kdo bere jako problém. Prosté oni opravdu nevi

CO a Jsou z toho nest’astni. A kdyz se tohle nakym zplisobem zlomi a oni se teda budou umeét
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myslim, ze je to s tou ¢eStinou hodné spojeny, no.

T: Mhm, dobfe. Tak se rovnou posuneme asi ke zpétné vazbe. Jak vy vlastné€ poskytujete

zpétnou vazbu k tomu psani?

R4: K tomu psani? No, tak jako normaln¢ klasicky to opravim, ale neopravim teda jenom
jako ty chyby, vzdycky tam napisu tieba takovejhle dost dlouhej komentar, jako jestli se mi to
ne jenom libilo, nelibilo, to by byl jenom mij subjektivni pocit, ale snazim se to zhodnotit
prave z toho, jestli jsem ja viibec v§emu rozuméla, co oni chtéli jakoby napsat, protoze nékdy
to ¢tu x-krat a prosté nevim, fikam si: ,,Jezis§, co chtél ten autor vitbec fict?* Bud’ je tam
néjaka... moc se nakumuluje sloviéek, Ze oni taky neumi jako moc hledat v klasickejch
slovnickach, ze jo, oni pouzivaji ty riizny piekladace, ale ne jako... ale i na to, protoze pro n¢
je daleko rychlejsi, kdyz si to slovicko nacvaknou v mobilu, a tak neuméj vybrat ten...
spravny slovicko, takze pak Clovek jako si fika... takze ja to pak musim jakoby zpé&tné
dohledavat, co vlastné¢ chtéli fict, takze pro me je vlastné diilezity, kdyZ vibec pochopim to,
co tam vSechno jako je. Potom jestli teda viibec nakym zptsobem splnili to zadani, jestli teda
jako tu osnovu dodrzeli aspoii, no a potom, fikam, tydlety chyby, takZe jim napisSu takovej
komentaf, takovy jakoby zhodnoceni, a, nejdiiv jsem to nedélala, pfiSlo mi to takovy hloupy,
myslela jsem, Ze 1 tém détem je to trapny, ale posledni dobou tfeba, jako ja se snazim, aby to
vyznélo, jako Ze je to namatkou, fikam: ,,Tak, tfeba Helco, pojd’ ndm tieba piecist,” aby
jakoby to, takze to jakoby nékdo ptecte, a pak, kdyz to opravuju, tak si z toho vypisuju
samoziejme takovy jako chyby, ktery se tam potad opakujou, no a ty si potom holt musime
probrat, takovy jako klasicky. Nékdy z toho potom je grammar lesson, nékdy z toho je lesson
na predlozky, ze si prost€ holt musime napsat na tabuli, kde je to Spatné, Ze takhle teda ne.
No... a nevim, jakou jesté zpétnou vazbu. No, prosté to dostanou opraveny, dostanou to
zhodnoceni, vyberu z toho ty nevétsi chyby. No, a vétSinou jesté ten dalsi... vétSinou je to
jako hodné podobny. Kdyz to dopadne Spatné, kdyZ tam je ndkej horsi pramér, ja vzdycky
mam takovy naky do 2,8, si fikam, tak to neni jesté ta trojka, protoZe ta trojka mi uz pfijde, ze
to dopadlo hodné $patné, taku téch 2,6 nebo 2,8, to si fikam jeste, ze je to dobry, a kdyz to

nedopadlo dobie, tak jeste se snazim, aby naky hodn€ podobny téma méli, aby teda meli
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pocit, Ze je to néco jinyho, ale v podstaté je to tieba znova popis né¢eho nebo je to znova. ..

no, aby to zadani prost¢ jako bylo stejny, no.

T: Mhm.

R4: Teda, ne stejny, ale jako zaméteny tak nak podobné, no.

T: Mhm. Ehhh... a jak vy vnimate naro¢nost poskytovani zpétné vazby?

R4: Ja myslim, Ze neni, protoze to je vlastné... na to jsou kantofi jako hodné zvykli, Ze jo, Ze
vlastné pofad néco opravujeme, néjaky ukoly nebo furt néco. Tieba kdyZ mame gramatiku,
tak tohle se opravi taky tak. To jde zase o to tfeba spi$ jako ty déti... no, ne jako donutit, ale
prosté aby vas v tu chvili vnimali, Ze jo, prosté Ze je to dilezity. Oni dostanou néco, feknou si:
,J¢, ja tady mam dvojku, tak to je dobry,* a jakoby vypnou a uz to na ty tabuli potom

ptisté udelat zas ten druhej, Ze jo. Takze je dllezity, aby prosté vopravdu vnimali to, co si

k tomu fikame, pro¢ to takhle nejde. Ale fikam, Ze tam vétSinou opravdu ani nejde o ty
normalni chyby, ze pofad, ja teda osobné pofdd nardzim na to, Ze prosté je to takovy... Skoda,
ze ja tady néco takovyho nemam, Ze jsem jim to davala domd, ale je to prosté takovy...
takovy fakt jako spatlany, Ze jeSté oni, jak se troSku je snaZzime navyknout na to, aby pocitali
ty slova, aby jim to potom nedélalo problémy, aby si zvykli na ten zapadoevropskej zpisob,
tam se od malinka zadéava, Ze jo, 50 slov, 100 slov, 200 slov, tak aby se naucili rychle, co se
pocita jako slovo, tak ja mam nékdy pocit, Ze od toho jako u téch malejch upoustim, protoze
oni pak se soustiedi, Ze aby hlavné napsali vétu, a pak hned vidim, jak jedou a pocitaj. A to
neni dobfe, Ze jo. Rikdm jim, Ze ja tohle nechci, Ze az nékde na konci, Ze je tam tolerance, 20
slov sem, 20 slov tam, to vliibec jakoby feSit nebudu, ale myslim si, Ze... no... ja osobné
nevim, vopravdu nevim, ze to se podle myho Upln¢ neda naucit. Jako taky kazdy nenapise
basnicku, Ze jo. Hodné ¢asu piSem takovy ty basni¢ky legracni, ze napisu na tabuli tfeba 10
slov a udélam skupinky a oni z toho musej stvofit néco, co se tieba rymuje, to udélaj takovou
basnicku. A proste jsou déti, ktery se na to vyloZené tésej, a jsou déti, pro ktery je tohle

aktivita, kterou vopravdu ne, takze jako to je asi stejny, jako tieba kdyZ ma nékdo potiebu se
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vyjadfit a néco napsat a nékdo tohle prosté nema. Kdyz se clovék dneska zeptd, tak 90 procent
déti neptecetlo ani jednu knizku z povinny Cetby, Ze jo, a to je povinna Cetba, natoz... jako
nevim moc, jak az oni ¢tou, no. Ja bych to prost¢... a nemyslim si, Ze to bude upln¢ fungovat,
nevi, to by se zrovna s *** (jméno RS) dalo, protoze ona uci vétSinou ty starsi déti, jestli se to
jakoby projevi. Ze ten, kdo vopravdu neéte v ¢eting a neumi psat v &esting, tim, e vona je
Cestinafr, jestli stejné, to feknu vosklive, Spatné, ale takzvané nenaucitelné pise i v ty
anglicting. To ja jako jsem se ji ani na to neptala, ale myslim si, Ze to tak asi jako bude. Je to
logicky, Ze jo, Ze to prosté neni dano, tak to prost¢... oni to napisou, jim ani nevadi, kdyz jsou
ty starsi, formdlni dopisy, kde je fidké struktura, ktera se ptesné dodrzi, ale takovy to tfeba
tieba: ,,describe the place where you like it* nebo néco takovyho, prosté né¢jaky misto, kde jsi
Stastny, kde ses rad, tak to uz je vopravdu problém, kdyz tam ma bejt n¢jaky to svoje... svy

pocity v tom, tak to nedavaj. A to si myslim, Ze nedavaj ani v ¢esting, ani v angli¢ting, no.

T: A poskytujete tfeba... protoze... ehhh... kdyz maji vlastné tenhle problém, Ze tieba jsou

uprostied toho procesu, poskytujete zpétnou vazbu i béhem toho psani?

R4: Mhm, jo. J4 si myslim, Ze bohuZel az moc. Ze tam prost& mezi nima chodim a jim do
toho nacucuju. (smich) Ale protoze oni vétSinou, nevim, jak kdo, nékdo zacne psat hned, Ze
jo, do toho, n€kdo si to piSe jakoby vedle na papirek a pak si to jakoby precte, cely si to
predéld, pak to tfeba tomu da fidkou finalni podobu, no. A ja takhle chodim a koukam a vidim,
ze pteme;jslej, tak asi mam bohuzel tendenci jim do toho jakoby kecat nebo jim napovidam, co
by tam mohlo jeste jakoby bejt, co jim jesté chybi, ale nejsem si Gplné jista, jestli je to dobfe,
jo. Myslim si, Ze moZna ne, Ze oni by to tfeba nakonec taky vymysleli, Ze jo, no, ale tak jako

je tam tak vzdycky jako popostréim, ale nevim, jestli je to jako dobfe, ale mozné ne. Nevim.

T: A vyuzivate tfeba sebehodnoceni nebo toho... toho vrstevnického hodnoceni?

R4: No... todle je takovy... to mi pfijde, Ze je vzdycky hrozné to... takovy, ze to nemusi byt
kazdému jakoby piijemné. Ale urcité by to bylo hodné¢ uzitecny. Jako kdyZ se tfeba déti
zkousej ustné, tak my Casto ted’kon jsme tady na to tak jako najeli: ,,A co by sis jako dal? A

co myslis, Ze by to bylo? Myslis, Ze by to jesté bylo tak jako na 2? Na 3?7 A zrovna tak to
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nékdy délame u toho psani. A pokud je to jako jenom mezi zakem a tim kantorem, tak co
napsal, jako: ,, Libi se ti to? Jsi s tim spokojena? Psalo se ti to dobte? Tak malokdy to dit¢,
oni jsou tady na gymplu mozna trosicku, jak jsou ty naroky tady jako docela vysoky, tak ja
mam pocit, Ze to dité se boji samo se pochvalit nebo viibec jakoby fict, ze si mysli, ze to je
super. Je teda tady taky par déti, ktery jsou absolutné jako... ze jako sebevédomy natolik, ze
prosté: ,,Jo, bezvadny, ja to mam urcité dobte* nebo ,,mné se to hezky psalo‘ nebo to. A
nejsem si Uplné jista, jestli prosté to, co fikam, ze 2, 3, 4 to prectcte, a ted’ to mam jakoby
n¢jak zhodnotit, aby ty ostatni ve tfidé védéli, co se mi na tom libilo a co jako povazuju za to,
ze je dobry, no, ale vétSinou jako ja nikdy nefeknu, Ze to bylo hezké, jo, protoze to je jako
hezké. To se miize libit mné, ale nikomu jinymu by se to libit nemuselo, ale ja prosté to
vétsSinou zhodnotim, Ze tam je pravé ta logika v tom a ze prosté je to takovy, zZe mi to... Ze to
tomu, kdo to ¢te, kdo to poslouchd, ze mu to prosté néco da, ze se v tom vyzna. Ze mu to
ptijde srozumitelny. No a nidky chyby tam moc nefesim, jo. Ale nevim Gplné€ prave, jestli i ty,
co to ¢tou, a jsou radi, Ze maj tfeba 1 a ze tam maj napsany to hezky hodnoceni, pro¢ se mi to
libilo, tak az t€ém détem je pak az jakoby troSku trapné€. A zase si myslim, ze to pfezijou. A az
to ostatni uslySej, tak si asponl v duchu porovnaj, co napsali oni, a uslySej teda nékou tu
dobrou préci, tak jako zpétna vazba by to bylo idedlni. Jenomze dneska jsou ty déti nastaveny
tak, Ze: ,,No jo, ty zas to budes ¢ist.“ No, je to jako hrozné t€zky, aby ¢lovek pak nevystavil ty
déti pak takovy trosku Sikané, ze se jim ty ostatni budou jakoby smat, jo. Anebo pak jsem
taky zkousSela, Ze jsem si to jenom vypsala, takovy jakoby pasédze, Ze jsme psali takovou
kompozici a tam ty sle¢ny naky dvé to mély tplné hrozné pekny, tak ja jsem prosté nefekla
ani, kdo je autor, jenom jsem prosté vypsala z toho tfeba zavér, tieba to, pro¢ se mi to misto
libi nebo pro¢ mam toho ¢lovéka rad. Nebo jsem jich vypsala vic, prosté jsem jen... to
zhodnoceni na konci. A to je mozna lepsi nez to dat nékomu piecist cely, asi to takhle

rozfazovat, no.

T: Mhm. A... ehhh... jaky vliv ma podle vés ta zpétna vazba na dalsi vykony vaSich zaka?

R4: Tak, pokud to vnimaj a vopravdu jako se na to soustfedéj, co si k tomu fikdme, tak jako
ohromnej. Ta zpétna vazba je ve vSem strasné dilezitd. Ono nema vlastné jako cenu

V podstaté délat nic, pokud ta zpétnd vazba neexistuje. Pokud ucitel zada n¢jaké psani, vybere
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si to, podepise se tam a jen si to tak jakoby piecte a nic tam jakoby nekomentuje, nic k tomu
nenapise, tak jednak to je... ten student ztrati totdln€ motivaci, pro¢ von by to jakoby mé psat,
kdyz si to vlastné ten kantor asi ani nepiecte. No, ale pro néj je to strasné¢ dulezity, pokud tam
napisu podle myho, tak, jak si to opravdu myslim, a libi se mi to a napiSu mu tam, pro¢ se mi
to libi, tak jednak bude psat rad, nebude z toho mit ty nervy, a prosté bude védet, kam se ma
to neni jenom v tom psani, ze jo, to je uplné ve vsem, co oni vlastn¢ jakoby délaji. Pokud
clovek. .. oni se budou bavit, dé€lat naky roleplaye a ja budu fikat: ,,Jezis, to je UZasny, ja jsem
si s tebou krasné v ty angli¢tiné popovidala, to bylo super, vid’,” tak ty déti jsou prosté uplné
nadseny. Takze oni zrovna tak hrozn¢ radi piSou takovy komiksy jako v anglictin€. Tieba ze
dostanou zadani a tam jsou dvé postavicky a hrozné€ ¢asto piSem tfeba Mrs *** (jméno R4) a
oni maj tieba napsat zaznam z naky hodiny, coz tieba jako ja... to neni upln¢ klasicky psani,
ale piSou do téch bublinek a je to spis takovy pro legraci, ale tak jako ja si myslim, Ze to... Ze

zpétnd vazba je teda ve vSem dulezitd maximalné, co to jde vyuzivat, co to jde.

T: Super. Ehhh... tikala jste, Ze vlastné vyuZzivate... ehhh... tlohy z t¢ u¢ebnice English File.

VyuZzivéte i jiné materialy?

R4: StraSn€ moc pracuju s t¢éma Casopisama, teda, jako vopravdu. To mame rlizny. Nej€astéji
mame ten Hello, R+R, Friendship. Mame tady Bridge. No a protoze téch ucebnic je spousta a
v kazdy ucebnici je iaky writing, takZe to prosté je neustaly proces, co tady v tom ¢lovek
prosté hrabe, hleda. Tady mame ty Enterprise, takZe v tom je taky spousta writingu, v Matrixu
je spousta writingu, tady se dokonce ob¢as vracime k Headway, kde je psani. Prosté, ve vSech
knizkéch je tam prosté néco, co se nam hodi. Tady v Click On je taky docela psani. J& mam
tady cely Writing, jako kde jsou prosté jenom samy zadani, co jim se jako mtizou dévat, jako,

jo. V8echno. VSechno mozny, co tady mame K dispozici. VSechny mozny uéebnice.

T: A modifikujete n¢jak ty ulohy nebo si to vzdycky vyberete podle toho, aby se vam to

hodilo do toho, co vlastné chcete?
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R4: No, bud’ to, anebo jenom néco z toho vezmu proste. Jenom tieba né¢jakej takovej ten
namét nebo to, ale my Casto opravdu... tfeba oni maj hodné ¢asto, jak jsem tikala, to
warming, ze piinesu do tfidy jenom né&jakej obrazek a oni dostanou za tkol tfeba vymyslet
short story. Tieba nakej pfibéh . A tam uz je téeba jen, Ze particka jede na kole, a voni maj
tteba jen napsat jako, kdo to vymyslel, Ze pojedou na tom kole, a tak, co dé€la ten pan, jestli je
ucitel, a ta pani jestli je, ja nevim, prosté aby vymysleli n¢jakou kratkou story. Takze jako
vzdycky to modifikuju, jako ono to vzdycky prosté nejde. A kromé¢ téch maturitnich zadéni,
co se tyka téch vétsich déti, kdy to jako pfimo... ale pro ty maly, to dodrzim vzdycky
vSechno, co je v ty kniZce, protoZe v tom potiebuji jakoby systém i pro sebe, abych si to
nemusela porad otrocky zapisovat, ze uz jsme si jako udélali tadyhleto, a hlavné mi tam
jakoby sedi i ta slovni zasoba, ktera je s tim spojend v ty kniZce, tak tam to moc nak
nemodifikuju, ale to, co jim beru z téch ostatnich u¢ebnic, tak to vétsinou jako jo, no. To je asi

nutny.

T: Mhm, dobfte, Tak v tom piipad¢ jsme asi na konci. J& vdm mockrat dékuju za rozhovor.
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Appendix E: Interview 5 Transcription

Date: 3.7.2021

T: Takze souhlasite tedy s nahranim toho rozhovoru a ucasti na vyzkumu?

R5: Urcite.

T: Tak... ja se vas teda rovnou zeptam. Jak dlouho ucite anglictinu?

R5: Ty brdo! Pockej, ja to musim spocitat. No, dlouho. 19 let.

T: Mhm.

R5: Si myslim. Minimalné 19.

T: Dobfte. A kolik hodin tydné ji v tuhle chvili ucite?

R5: Jako, myslis ted’ka ten rok, co byl, nebo co bude?

T: Mhm, jo, co byl. Co byl.

R5: Co byl... Tak to jsem méla... pockej, pockej... ehhh... to jsem méla 6 hodin v kvinté a

pak... no, 11 hodin jsem méla. 11 tejdné.

T: Mhm, dobfte. A jak Casto zatazujete vyuku psani do vaSich hodin angli¢tiny?

R5: Hele, vono je to... je to strasné rizny, no. To j4 nemam vylozen¢ nakej plan na to psani,

jé& prosté jedu podle ucebnice a ta rozviji vlastné vSechny ty jazykovy dovednosti, takze proste
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kdyz... nevim, kdyz doberem lekci tfeba, nebo takhle, mysli se psani tieba jako psani dopisu

a takhle, nebo psani jako aktivita jakékoliv?

T: Ehhh... no, psani, které... kterd je vlastné zaméfend na ten rozvoj dovednosti toho psani

samotnyho, ne jako tfeba zapisovani poznamek nebo tak.

R5: Rozumim, rozumim. No, tak... jako v téch mensSich tfidach je to samoziejme jakoby min
casto, pak, ¢im jsou ty déti vétsi a ¢im jako umé;j lip anglicky, samoziejmé, tak vzdycky... ja
nevim, no, tak naky... naka ta kapitola psani je tam v kazdy lekci, jo? Takze... ja nevim,

reknéme, vylozen¢, ze bych méla hodinu na tom postavenou nebo kdy se tomu hodné vénuju,

tak tfeba jednou za 14 dni.

T: Mhm, dobfe.

R5: Jo? Asi zhruba tak.

T: Mhm, tak... co vy povazujete za cile vyuky psani na druhym stupni zakladky? Co je pro

vas vlastné cilem ty vyuky?

R5: No, tak... to, aby se ty déti prosté dokdzaly ndkym smy... jako, n&jak solidn€ smysluplné
vyjadfit, Zze jo. Sdélit myslenku, aby prosté dokazaly prosté zformulovat dopis, ale to je
viceméné jako... vono se to hodné vodrazi jakoby... nebo je to hodné spojeny s jejich
schopnosti nebo neschopnosti, v uvozovkach, jakoby viibec... ja nevim, zformulovat prosté
pisemnej projev v €esting, jo? ProtozZe to je hodné podobny, takze. Kladu si za cil, aby
dokazaly prosté sdélit to, co sdélit potiebujou, jo, v ndkym... v nakym jako nalezitym tvaru,
jo. Aby prosté védely, jak... jakoze dopis nebo jakejkoliv ten utvar Ze prosté¢ ma naky svoje
specifika, aby se je naucily rozliSovat, ze zacatku, Ze jo, vzdycky to je postaveny na tom, ze se
nejiiv tfeba rozebira nakej vzorovej material, nakej vzorovej text, kterej ty déti nejdiiv
kopirujou a potom se tieba snazej vytvorit néco svyho, jo? Kdyz jsou mladsi, tak na zakladé
n¢jakyho toho modelu, a kdyz jsou starsi, tak uz samoziejme jakoby by mély mit tu schopnost

V sobg, ze jo, bez n¢jaky ndpodoby by mély bejt schopny rozlisit popis od vypravovani, od
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eseje, jo, ja nevim, od ufedniho dopisu, a tak dale, a mély by tyhle nélezitosti znat, takze.
Jako, nakym zpiisobem je postupné naucit... seznamit je jako nejdiiv s tim, jaky vSechny
mozny pisemny utvary existujou, a sezndmit je s nima nejdiiv tou pasivni formou a pak jako
pies to pasivni poznani je vist k tomu, aby... k tomu aktivnimu uziti nebo... jo? K tomu
sebevyjadieni. Tak jak je uci§ mluvit, Ze jo, zodpovidat n¢jaky otazky, ja nevim, prosté
jako... ucis je popsat n¢jakou situaci, jak néco zodpoveédét, jak se k néCemu vyjadrit, uci se
naky fraze, a tak dale, tak to je prosté analogie. To je... to je... akorat ta forma je na jednu
lip promyslet, idkym zptisobem si promyslet kompozici, co chtéj vlastné fict, a pak si zvolit

n¢jaky adekvatni prostredky jazykovy, takze asi tak, no.

T: Mhm. Vy jste teda zminila, Ze tomu psani u téch mladsich déti pfedchazi vétSinou naky

jako modelovy text, ktery pak tieba kopiruji nebo imituji.

R5: No, no.

T: A... vybirate tieba jesté jiné aktivity, které jim takhle mizou dopomoct K ty... ehhh...

k tomu vlastné vyjadiit potom svij... samy se vyjadrit?

R5: No, fekla bych, Ze v tomhle hraje hlavné velkou roli jejich iniciativa a jejich jakoby
schopnost porozuméni textu. To znamena jako... vZdycky na tom psani budou lip déti, ktery
¢tou, jo? Ktery se vyznaj v textu. Ktery prosté, kdyz si néco ptectou, a je jedno, jestli je to

Vv ¢estin€ nebo v anglicting, tak kdyz jsou schopny ti, ja nevim, pfectou si odstvec a jsou
schopny to shrnout jednou vétou, hlavni myslenku, jo, vypichnout z toho ty dalezity
informace, hledat klicovy slova, a tak déale. TakZe pracuju tfeba s ¢asopisama, ale nemam na
to zase az tolik ¢asu. Pak v konverzacich tfeba vic, jo, ale s t¢tma malejma détma je to takova
honicka docela. A ted’ ty posledni roky jsou zkomplikovany distan¢ni vyukou. (smich) To
bylo prosté uplné jako jiny kafe, takze. Jako snazim se, ale myslim si, Ze v téch malejch
ttidach, jakoby do ty kvarty, to dost dobte pokryjou ucebnice, ktery mame, jo? Tam to maj
pies tu ptipravou fazi, pak teda tam maj ten modelovej text, pak tam maj... vétSinou to maj

jeste propojeny s psanim... ehhh... pardon, s mluvenim, takze prosté maj tam naky témata,
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tak ty si troSku nat'ukneme ustné¢, aby védély zhruba, jako o ¢em by mohly psat, a pak to maj
provazany krasné jako s tim hlavnim tématem cely ty lekce, takze uz maj zvladnutou prosté
slovni zasobu, gramatiku, a tak déale, gramaticky struktury, Ze jo, ktery by jakoby mély pouzit
a procvicit si taky v tyhle jako prakticky ¢asti, jakoby v tom psani, takze. Jako u téch malejch
déti néco malinko doplnuju, ale ne az zase tolik, a u téch vétsich urcité vic, jo? Tam mame
tieba 1 vic, ja nevim, idkejch, kdyz délame Gfedni dopis, tfeba nidkej administrativni nebo
formal letter, tak téch je n¢kolik zplisobi, nebo téch je prosté n¢kolik typi, takze tam se
zabejvame nékterejma frazema, a tak dale... ehhh... nejdiiv projedem nékej ten zaklad, jako
jak viibec vypada formalni styl, co to obnasi, jako co teda musej dodrzet, co naopak jako
nesm¢j délat, a tak dale. A pak jedem po téch jednotlivych typech s tim, Ze dostanou jakoby

vic... ehhh... jednak vic t€ch modelovejch textt, a i vic zadani tfeba na vybér, jo?

T: Mhm, dobte. Ehhh... vy uz jste vlastn¢ i fikala o tom, Ze n¢které déti... ze je straSné
poznat, kdyz ty déti tieba Ctou, takze tam jsou pak... v§imate si téch rozdilt vlastné v té tfide

mezi jednotlivymi zaky? Ze jsou na tom podstatné tieba... na jiné urovni, nez jini zaci?

R5: To urcité. To urcité. A to plati 1 v ¢esting, jo? J& mam krasny srovnéni a vidim to. [ kdyz
pravda je, Ze jako tieba décka, ktery nepiSou moc dobie Cesky, ale zase jsou jako hodné do ty
angli¢tiny ponofeny, to znamena, Ze prosté¢ dennodenné sledujou nékde naky stand-upy a
Netflix a, j& nevim, hrajou rGzny hry, a tak dale, tak jako musim fict, Ze tfeba to anglicky
psani jim ned¢la problém, ale dé€la jim problém, nebo délaji jim problém takovy ty povinny
fraze prave, jako ten formalni styl. Diky tomu, Ze tam prosté nemtizou pouzit takovou tu
bézné naposlouchanou hovorovou angli¢tinu a musej se fakt drzet ndkyho schématu, tak jako
s tim maj i ty velky déti, byt teda anglicky uméj velmi dobfe, tak v tom psani s tim maj
problém, no. Ale jinak ta ¢tenaiskd zkuSenost a, fikdm, viibec ta schopnost pracovat s textem,
porozumeéni textu, to je straSn¢ znat, jo? Je to videét na formulovani vét, je to videét na slovni
z4sobg¢, na §ifi jako viibec slovni zdsoby, gramatickejch struktur, a hlavné na tom, fekla bych,
ze jako takovym hodné¢ jakoby rozliSovacim prvkem tohodle je jakoby schopnost propojovat.
Propojovat myslenky, neopakovat se a... jednak to ¢lovek vidi na ty bohatosti nebo chudosti
slovni zasoby 1 v tomhlectom propojovani, jo? Dobrej ctenaf prosté... nebo dobrymu

Ctenafi... takhle, jak to fict... ned€la problém jako propojit jednotlivé véty dohromady, aniz
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by se dopoustél prosté opakovani slov, a tak dal, jo? NezkuSenej Ctenar nebo dité, ktery ma ke
¢teni jako takovymu odpor, tak vétSinou praveé déla takovy ty Skolacky chyby, jakoze, ja
nevim, jednu vétu skonc¢i ndkym slovem a hnedka tu dalsi vétu tim samym slovem navéze.
Prost¢ ho jako nenapadne pouzit tam naky odkazovaci slovo, pouzit tam zajmeno, piislovce,

jo, prosté. Rozumis mi, jak to myslim?

T: Mhm, mhm.

R5: Takze... ma to velkej vliv, ja bych fekla, ze fakt jako ta ¢tenarska zkuSenost v tom psani

mize jakoby hodné pomoct.

T: Mhm. Ehhh... A co se teda tyce toho zadani, tak vlastné vSichni zaci v té vasi tfid€ maji

stejné zadani na to psani?

R5: Ja nevim. Jak kdy. Mensi déti ano, a myslim si, Ze to je 1 pro n¢ lep$i, ze to maj vétSinou
taky... maj to postaveny na tom modelovym textu, Ze mizou se... jak maj se ¢eho drzet, a
napsat i... nebo jestli mizou to pojmout jako troSku jinak nebo, ja nevim, kdyz tam maj tieba
Moje nejstastnéjsi dovolena nebo Nejlepsi dovolend, tak se mé zeptaj, jestli jako miiZou psat
tam s tim samoziejmé nemam zadnej problém. Pokud ptijdou s ndkym jako nadpadem, tak tam
jako vychazim vsttic. Fakt je, Ze teda obcCas bojuju s tim, kdyz tam je tieba, ja nevim, Ze...
ehhh... maj tam prosté zadany tfeba naky body, ktery by mély v tom svym vypravéni uplatnit,
Jjo, bud’to tam maj danou fidkou ramcovou osnovu, ndkou kompozici, Ze je potieba prosté, aby
napsaly 3 odstavce a ted’ je ndkym zplisobem jako naplnily, ze jo... ehhh... a j4 nevim, je tam
prosté néco jakoby danyho, ze zacatku je to hodné postaveny na tom, co prozily, protoZe je to
jako... my je vedeme k tomu, aby prosté se dokazaly vyjadrit, aby dokézaly vypravovat o

to uci, jo? A obcas piijdou naky vykukové s tim, ze jako: ,,Muzu s to vymyslet?* Tak ja jako
vzdycky na tohle fikam: ,,Ano, muZete si to vymyslet, nemusite se jako drzet ni¢eho z reality

nebo ni¢eho, co byste prozili, ale musite si davat pozor, abyste tim padem jako neztraceli
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logiku, Ze jo, v tom svym sdéleni. Jo? Takze... se fika: ,,Dobie, popust’te uzdu fantazii, s tim
zase déti, ktery to zvladaj v pohodé, jo? Takze... a u téch starSich déti, tam maj vzdycky
volbu. Nebo vétSinou tam maj volbu, jo? Takze... 1 kdyz piSem naky eseje, ze jo, taky tam
maj nakou modelovou, jakoze jednu rozeberem, pak tam maj naky jako analogicky zvoleny
zadani na podobny téma nebo na ndky kontroverzni téma nebo na naky tabu, a tak dale, ale
vétSinou jim tam jako priddvam vic. Nebo i1 kdyz oni maj nakej ndpad, tak jim prosté jako...
piijimam i samoziejmé jejich nakou invenci nebo... kdyz prosté uhnou z toho zadani, tak

s tim neméam problém. Cim jsou starsi, tak tim ty volnosti maj vic, logicky, protoze jako i ten
jazyk maj bohatsi, ze jo, a dokézou si se spoustou véci lip poradit, jo? U téch malejch je s tim
takovej trochu problém, protoze oni... oni by sice nékdy chtéli, ale jesté na to ten jazyk nemaj

dostatecn¢ vybavenej, takze... takze tam to vic drzim v ndkejch mantinelech, feknéme, no.

T: Dobie. A co se tyce toho psani, tak pracuji vzdycky pii tom ti vasi zaci samostatné? Nebo

tieba pracuji ve dvojicich? Ve skupindch? Spolupracuji néjak?

R5: Ehhh... no, takhle, kdyz tfeba pracujem s tim modelovym textem, tak n€kdy néktery ty
kroky, protoze jsou tieba 1 jakoby t€zsi, tak nékdy tam to maj provazany s mluvenim, coz je
vzdycky teda v ramci dvojice nebo naky tieba trojice, maximalné ctvefice, nebo naky ty
ptipravny kroky délaj v ndkych skupinach nebo dvojicich, a pak teda to samotny psani uz je
na kazdym, no. Ze jako vyjimeéné, ale to délam ¢isté jako takovou nakou, jak bych fekla, ne
ani warming up activity, ale takovou nékou jako v ramci trosku konverza¢né ladény hodiny
nebo, jo, takovyho... takovy troSku odmény, ja nevim, donesu tfeba naky obrazky a feknu
jim: ,,Tak, a ted’ ve skupiné prosté vymyslete piibeh, kde teda pouZijete 8 tady z téch 15
obrazki, a sefad’te si je tak, jak chcete, ale chci, abyste tam pouZili, j& nevim, 3 ¢asy minuly, 2
pasivy, 5 ptidavnejch jmen, 6 pfislovcei,“ a tak dal, jo? A tak troSku jimtam dam naky
vomezeni, ale vlastné tam jako mtizou hodné pracovat jakoby s fantazii. A jesSté si zazijou tu
spolupraci. Ale to neni jako to klasicky to vyukovy ¢teni, tohle je vopravdu takova zvlastni. ..
ale délam to. Délam to i s malejma i s velkejma a musim fict, ze docela jako to maj radi tieba,

jo?
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T: Mhm, dobfe. TroSicku uz jste mi to popsala, ale chtéla jsem se zeptat, jakou roli hrajete ve

vyuce psani vy jako ucitelka?

R5: Ja teda ted’ upIné nevim, na co se ptas. (smich)

T: No, jako jakou roli tam vlastn¢ vy hrajete, protoze... ehhh... vime, co délaj zaci (...)

R5: No.

T: (pokracuje) ale co tam vlastn¢ délate vy?

R5: No, ja jsem prave ten koordinator, ze jo, ja prosté jsem ten, kterej se snazi je k tomu
namotivovat, snazim se s nima vist tfeba ndkou debatu, jako k ¢emu nadm ten kterej utvar je,
kdy by to mohli pouzit, aby teda védéli, Ze d€laj néco smysluplnyho, ale to neni jenom otazka
psani, to prosté jako déldm v ramci vSeho, Ze kdyZ se u¢ime novou gramatickou strukturu, tak
se jako taky bavime o tom, kdy je tohleto vhodny pouzit, a tak dale, kdy se jim to mtze hodit,
7e jo, a kdy naopak jako tenhle vyraz neni vhodnej, a podobné. TakZe jako ty... ta motivacni
¢ast je urcité na mné a pak jsem ten koordinator, Ze jo. J4 jsem ten, kterej fekne prosté: ,, Tak,
a mame tady prosté... ted’ jsme si tady probrali fidky téma a zkusime se podivat na tenhleten a
tenhleten utvar. Jo? Vemte si knizku.” A jedem tam prosté, ja Castecné podle metodiky, ale
pak délame ty kroky podle ucebnice, no a pak jsem ten, kdo ptipadné ptinasi naky jakoby
jesté dalsi texty, a nasledné ten, kterej to opravuje a kterej dava zpétnou vazbu, jo? TakzZe jako
obcas, kdyZ se dopoustéj nakejch jako opakovanejch chyb v rameci ty skupiny, tak feknu:
,Heledte jako, je potfeba se zaméfit na tohle, na tohle, tohohle se zkuste vyvarovat,

S timhletim byl problém,* jo? A ud€lame, nez jim to tieba rozdadm nebo kdyz jim to rozdam,
oni se na to podivaj, tak pak feknu: ,, Tak, dobry, mate 5 minut a ted’ davejte pozor, pro¢ tam
mate tohle Cervené a tohle, tak... ehhh... pojd'me si o tom ted’ka tro§ku néco fict, jo?* Takze
voni se mé tieba taky ptaj, proc tohleto nejde, proc¢ teda jim tam piSu néco jinyho, a podobné,

takze pak vedem takovou jako diskuzi, no. Takze jako asi tak. (smich)
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T: Mhm, dobfe. (smich) Jak vy vnimate naro¢nost vyuky psani ve srovnani s vyukou

ostatnich feCovych dovednosti?

R5: Ja si myslim, ze je to odpovidajici. Jako diky tomu, ze fakt jedu podle téch, vlastné
myslim, ze mame ted’ka oxfordsky ucebnice jazykovy, ze jo, ktery, si myslim, Ze to maj
jednak vyvazeny a jednak, Ze jako nezapominaj na zadny z téch... Zadnou z téch jazykovych
dovednosti, takZe rozvijej jak ty pasivni, nejdiiv, tak ty aktivni, tak si myslim, Ze to jako

odpovida tomu, co by ty déti mély zvladnout, jo?

T: Dobre.

R5: S tim jako neni Zadnej problém.

T: Jo, takZe nepovazujete nic za obtizné na té vyuce psani?

R5: Ja... ne, asi ne. Nevim, jako, déti k tomu maj samoziejmé jinej pomér, nékdo daleko
radsi mluvi, nékdo radsi piSe, tam je to takova otazka vlastné jako osobni volby a trosku jejich
osobnostniho nastaveni, ale ja si myslim, Ze by s tim jako... ty tkoly, ktery stavi ta u¢ebnice
nebo ktery prosté, jako kor v téch malejch tfidach, ktery se délej, tak nejsou nezvladnutelny.
Prosté 1 student, kterej je tfeba jazykové trosku na tom hiif, feknéme, nebo je ndkym
zpusobem trochu tvrdsi, tak diky tomu, jak ta aktivita je zpracovana, tak si myslim, ze prosté
kazdej clovek dokaze napsat smysluplnej text, jo? I kdyZ ptijde opravdu jenom podle toho

modelu, tak si myslim, Ze by s tim jako i slabej student nemé&l mit problém, no.

T: Dobfe. Tak se asi rovnou piesuneme k t€ zpétné vazbé. Jak vy ji poskytujete?

R5: No, jak jsem fikala. TakZe... ehhh... napiSou psani, vétSinou to je jako forma domaciho
ukolu, malokdy... jako s téma vétSima pak délame néjaky kratsi utvary i ve Skole, takze
dostanou naky prosté z téch maturitnich zadéni, Ze jo, a maj na to, ja nevim, tfeba na téch 70,
80 slov jim dam ¢tvrt hodiny a maj tam néjaky zadany body, zadanej Utvar, a tak dale, tak tam

néco napisou a, jako v ramci hodiny, jinak to z pravidla, kor u téch malejch to byva za domaci
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ukol, ze s nima prosté¢ udélam tu ptipravu, ten modelovej text udélame ve Skole, a pak
dostanou tfeba tejden na to, aby to zpracovali. No a ja to opravim, pak jim to teda pfinesu a
rozebirame... obc¢as, musim fict, ze u téch vétsich, loni jsem s tim zacala v kvart¢ a bylo to
docela dobry, ze jim vlastné do toho textu, kdyz jim to opravuju, tak jim piSu jenom takovy ty
jazykovy zkratky a jako podtrhnu jim vyraz, kterej prosté neni spravné, a ted’ nad to napisu, ja
nevim, tfeba VOC jako vocabulary nebo GR jako grammar nebo prosté jako rizny takovyhle
znac¢ky. Nebo tfeba word order. Néco jim tak jako podtrhnu, néjakou pasaz, napisu jim to a
necham je to vlastné jako, potom, co jim to takhle pfinesu s t¢éma pozndmkama, tak je to
nechdm opravit, aby se oni v tom museli zpétné€ hrabat a sami si na ty chyby pftisli. Takze... to
nam jako potom zabere klidn¢ celou hodinu, Ze jako nez... protoze nekteti to opravdu mivaj
cerveny od A az do Z, takze (smich)... takze se tim prohrabavame, voni, kdyz nevédi, tak mé
volaj, takZe to tak nak jako jesté individualné konzultujem. Jo a u téch mensich tam, diky
tomu, Ze oni tu vybavu jesté jako nemaj dostate¢nou, no, tak tam opravuju tak, jak by jako
m¢éli... ehhh... nebo jako jak by to mé¢lo vypadat, a bavime se... bavime se vo tom, jako, kdyz
teda néCemu nerozumi, ze jo, tak se ptaj, ja se jim to snazim vysvétlit, jako pro¢ to nejde tak,
jak oni chtéli, pro¢ to musi bejt tak, jak jsem jim to tam napsala j4, no, a tak, no. (smich)
KdyZ tam jako v ramci ty skupiny zaznamenam nidkou opakovanou chybu nebo nakej prosté
jakoby problém, kterej neud¢la 1 ¢lovek, udéla jich to tieba 5, jako v ramci dvanécti¢lenny
skupiny to je jako pomérné velka ¢ast, tak jim feknu: ,,Heled'te, je potfeba zamé&fit se na tohle,
na tohle, tohle se jako pokuste odstranit, tady mate tfeba problém s opakovanim slov, tady
tieba, kdyZ mate tenhlecten ¢asovej vyraz, tak tam nejde pouZit, ja nevim, ¢as minulej nebo
Cas predptitomnej, tohle si pamatujte, jo? Tohleto vam uteklo nebo tady jste prosté nedavali
pozor v gramatice, Ze jo, takze je potfeba se na to piist¢ zaméfit.* No a kdyz... obcas se stane,
7e, ja nevim, piSem tieba jednu stiznost, kterd nedopadne dobte, no tak jim feknu: ,,Tak, mate
tady druhy zadani, takZe jako je to jasny, zkuste se vyvarovat téch chyb, ktery jste udélali, a

napiste vlastné jako totéz, ale na jiné téma.*“ Ze jo, no.

T: Mhm. TakZe to vlastné ptepisuji, ale nepfepisuji ten stejny... to stejné zadani, ale prosté

obdobné?
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R5: No, no. Dostanou tfeba ten samej ttvar, ale prost¢ téma jiny, ze jo? S tim, Ze jsou
upozornény, ze prosté na néco, v ¢em teda byl jako problém, takhle se snazim, jo? No, ale
jako musim fict, ze stejné vétSinou ten pokrok, musim fict, ze je... ze jako komu to psani neni
shiry dano, a to samy plati i v ¢esting, jo, tak... ehhh... kdo prosté jako s tim mé problém od
zacatku, tak se to moc nedafi jakoby vylepSovat. Nebo v téch jako zakladnich technickejch
vécech jo, ale prosté kdo neni ten jazykovej typ nebo kdo prosté neni ten ¢tenar a neni mu to
psani takovym nakym jakoby pfirozenym zptisobem dany, jo, tak vétSinou se jako velka
zména neudéje, jo? Jako voni se naucej takovy ty zakladni véci, ktery se jako naucit mizou,
pokud chtéj, tak to vlastné jako jsem schopnd jim... s tim pomoct, ale stejn¢ si myslim, Ze to
psani je kruty, v uvozovkach, s tim, Ze to je... ehhh... do zna¢ny miry otazka talentu, jo?
Takze prosté nékdo ten dar slova ma a nékdo ho prosté nema, no. (smich) Jo? Jako n¢kdo
hezky mluvi a nékomu to neni dany, jak je introvert, a tak dal, takze tfeba radsi a lip piSe, to je
jako... hraje tam roli prosté fada faktoru, takze jako technicky véci, takovy ty zakladni, to je
jako skola nauci diky ty ucebnici, tomu vedeni, ty koordinaci, a tak dale, jo, a tim
procvicovanim jako da se na tom pracovat, ale, fikam, jako prosté kdo je na to tvrdej, tak jako
nezac¢ne najednou psat jak Shakespeare, jo? Prosté jako toho se neda docilit, prosté jsou urcity

véci, ktery maj limity, a dal to prosté nejde.

T: Takze vlastn¢ u n¢kterych zakt si myslite, ze ta zpétna vazba nema takovy vliv na jejich

budouci vykony?

R5: ViS co, vono je to hlavné o tom, jak jsou ochotny si to vlastné¢ brat za svy, ze jo?

T: Mhm.

R5: Jo? Nékdo, kdo té nebude poslouchat a kdo prosté holt ma naky zvyklosti, tak, a odmitne
je jako vodbourat... ehhh... prosté tam jako nenabidne tu svoji viili a pili a ten Cas se tim

zaobirat a nakym zpisobem jako se snazit zlepsit, tak s tim ty jako kantor prosté nic neud¢€las,
jo? Jako... samoziejme ta zpetna vazba, to je mlj tkol a ja ho vzdycky délam, ale jako zalezi
na pristupu ty druhy strany. Prosté pokud n¢kdo chce, tak je to samoziejme vidét, a pak to ten

dopad ma, jo? A pokud je nékdo viic¢i tomu prosté hluchej a... ehhh... proste: ,,Dobry, tak si
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tady néco kecej, mn¢ to je vlastné jedno,* tak bude furt psat Spatné a bude furt d€lat ty stejny

chyby, Ze jo, takze to je strasné jako o tom, jak se k tomu to dit¢ postavi, no.

T: Ehhh... jasny, no. Takze... ehhh... vy jste jedina v té€ hodin¢, kdo poskytuje zpétnou
vazbu? Nebo vlastn¢ nakym zplisobem tieba... ehhh... zahrnujete do téch hodin tieba i

sebehodnoceni nebo vrstevnickou zpétnou vazbu?

R5: No... ehhh... ja... jako v ¢estin¢ to mam trochu jinak, tam si jako ¢tem spolecny prace a
snazime se tam... ehhh... jako, ja nevim, vzdycky najit néco, za co bysme toho autora
pochvalili, Ze jo, a naopak mu poskytli jako néco ke zlepseni a tak, ale v ty angli¢tin€ to

nedélam.

T: Mhm, mhm.

R5: To se jako pfiznam, Ze asi ne. Fakt je, Ze oni si ty prace jako dost ¢asto, a ja jim na to
davam prostor, pokud chtéj, tak si ty prace tfeba potom ctou jako, nevim, na kolik je
konzultujou, kdyz je piSou. (smich) To jako nevim, ty jo. Coz se jako taky muze stat. Ale
kdyz tieba chtéj jako si precist ty prace navzajem, tak... a chtéj to tteba v rdmci hodiny, kdyz
je n€kdo hotovej diiv s opravou nebo tak, tak si myslim, Ze to délaj. A docela jako obcas...
parkrat jsem to zaznamenala, Ze si pak tieba o tom néco fekli sami néco mezi sebou, ale abych

ja to ventilovala, to ned¢lam, jako... to ne.

T: Mhm, jasny. Ehhh... tak to jsme probraly tu zpétnou vazbu. Tak se rovnou zeptdm na

materialy. Jaké materidly pfi vyuce psani pouzivate?

R5: No, tu... tu jejich vyukovou ucebnici, ze jo, vZzdycky to, co bereme. To znamena... ted’ka
jedeme English File a v ty velky, septimu, oktavu, jsem ted’ka piejela na jinou uéebnici, a to
je Insight Upper-intermediate. Ta je jako, bych fekla, tézka pomérné dost, ale ja mam hodné
jako silnou skupinu, takze ty to zvladaj hezky, takze jedem podle toho English Filu a Insightu,
takze viceméné prosté jedu hlavné podle ty ucebnice. No a pak mam naky ptirucky, z kterejch

kopiruju, ja nevim, naky ty dopisy a tak dale. A zadani, to si tak nék jako ménime mezi sebou,
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to taky sbirdme riizné po nakejch didaktikach, jak vychazej takovy ty piirucky, ja nevim, tfeba
to Maturita, ze jo, 19/20, jo? Tak to vzdycky vychazi na ten aktudlni rok a protoze jsou zatim
potad povinny didakticky testy, tak tfeba i to zadani psani tam bylo pomérné dost hezky,

takze jsme néktery ty véci brali z toho.

T: Mhm.

R5: No, takze to pak dostavaj formou kopii, délaj si do toho poznamky, takze to maj

k dispozici, miizou si to, ja nevim, prosté nakym zptsobem uchovavat v deskach, udélat si
V tom potadek a... ted’ka je to jinak, to psani se zadava ve Skole a opravuje se taky ve Skole
a... myslim, Ze loni to bylo dany tak, Ze to teda pak nepsali, Ze jo, von to zruSil ministr, ale
bylo jedno zadani pro v§echny studenty, jo? Jako jeden tutvar, jedno zadani. Ja jsem teda

nematurovala loni, ale kolegyné se pak shodovaly na jednom utvaru pro vSechny.

T: Mhm.

R5: Takze tam moznost vybéru de facto nebyla, no. Ale tak jako v rdmci statni maturity taky
nebyla, Ze jo? Tam méli vSichni jakoby jeden dlouhej a jeden kratkej text. Cela republika

meéla prosté stejny zadani, takze tak, jo.

T: Jo, jo, jo. Modifikujete n&jak ty ulohy tak, aby vam vlastné néjakym zpiisobem zapadaly
do konceptu hodiny nebo aby... ehhh... se néjak piiblizily jako t¢ dovednosti... té Grovni téch
zaki nebo tak, nebo vlastné vyhledavate vylozené ty materialy tak, aby vam do toho konceptu

sedély?

R5: Spis... spis to druhy, no. Spis jako hleddm néco, co by mné sed¢€lo, abych uz jako to
nemusela n&jak jako prepisovat. A... nékdy, kdyz je tam néakej dil¢i ukol tfeba, tak ho... a zda
se mi jako zbytecnej, tak bud’to tfeba jako dva tikoly spojim v jeden nebo feknu: ,, Tohle
nedélejte* nebo ,,Tohle prosté udélame trosku jinak,* jo? Jako obc¢as drobné, zalezi prosté na
konkrétnim textu. Obcas asi idkou modifikaci délam, ale neni to jako nic masivniho a neni to

rozhodné¢ pravidlo, jo? Takze... takze tak, no.
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T: Dobfe, tak ja si myslim, Ze asi jsme vSechno probraly. Tak ja vdm mockrat dékuju.
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